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PREFACE 

The importance of the kibbutz for the behavioral sciences — 
as a stimulus for new hypotheses and fresh insights, and as a 
laboratory for the testing of old hypotheses — is inestimable. 
Anthropologists have conventionally turned to non-Western so- 
cieties as the locales for research, not only to increase the size of 
the sample from which our generalizations are ultimately derived, 
but also — and more important — to widen the range of discover- 
able variation in behavior. In short, we try to discover in nature 
(and history) those social conditions which in our own society can 
be duplicated only in an artificial experimental situation. 

Within this anthropological perspective, the kibbutz stands in 
bold relief. Though a part of Western society, its culture in 
many aspects is as radically different from Western culture as 
the latter is from Iroquois or Arunta. The kibbutz, unlike most 
societies known to ethnography or history, practices compre- 
hensive collective living, communal ownership, and cooperative 
enterprise. Many communistic and utopian communities, includ- 
ing those established in the United States during the last century, 
were founded on principles of comprehensive collective living. 
But few adopted all the features characteristic of the kibbutz, 
and — more important — none has survived. The importance of 
kibbutz culture for social science is not only that its collectivism 
is much more comprehensive than that found in most other 
communistic societies, but that it has succeeded — that is, sur- 
vived, in over three hundred separate communities. And, in 
my opinion, the movement will continue to survive and to grow, 
albeit with some changes and modifications. 

My curiosity about the kibbutz was first aroused while I was 
engaged in research on the atoll of Ifaluk in the Central Caroline 
Islands of Micronesia. Impressed with the functioning of this 



Vlll PREFACE 

highly cooperative society/ I wished to observe at firsthand a 
society at the (eooperative) polar extreme of the competitive- 
cooperative continuum. But my scientific interest in the kibbutz 
was in its functional, rather than in its structural, aspects. Specifi- 
cally, I was curious about the personality produced by such a cul- 
ture. Sinee the adults (those in their middle years and older) had 
come to the kibbutz from the outside, my interest was in the 
younger people and the ehildren — those born in this collective 
soeiety and reared in its unique socialization system of colleetive 
education. 

Thus, the kibbutz was chosen for a study in culture and 
personality. But the relatively brief duration of the kibbutz 
precluded the execution of more than a truncated study. For, 
though it was possible to study the effect of kibbutz culture on 
personality, it was not possible to study (except in a limited way) 
the effect of kibbutz personality on eulture. If personality is 
viewed as the intervening variable between the culture of a prior 
and that of a succeeding generation, then, in the ideal research 
design, personality is studied as both a consequent and an 
anteeedent condition. This was hardly possible in a community as 
young as Kiryat Yedidim. My research problem, therefore, was 
restrieted to the relationships between kibbutz child training 
and sabra (one born and raised in a kibbutz) personality. 

The present book is the second in a three-volume study 
devoted to this problem. The first. Kibbutz: Venture in Utopia, 
presents the socio-eultural setting within which socialization and 
personality development, the concerns of this volume, occur. The 
third volume will be devoted to the structure and dynamics of 
sabra personality as revealed by projective tests. Because the 
latter instruments are, allegedly, uniquely qualified to reveal a 
rounded and holistic picture of personality funtioning, the present 
volume is less concerned with total personality than it is with 
selected personality variables. A synthetic or inclusive personality 
description is neither intended nor achieved. 

The field work on which this book is based was carried out 
during 1951-1952. Since many changes have occurred since that 
time, in both Israel and the kibbutz, the reader is cautioned that 
all factual statements in the book, unless otherwise indieated, refer 

exclusively to the period of our research. The locale for this 

^ For a description of Ifaluk culture, see Edwin G. Burrows and Melford E, 
Spiro, An Atoll Culture, Human Relations Area Files, New Haven, Conn., 1953. 
For a more detailed account of its cooperative ethos, see Melford E. Spiro,' 
“The Problem of Aggression in a South Seas Culture” (Ph.D. thesis). 
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research was a (then) thirty-year-old kibbutz which permitted us 
to live in its midst, work in its fields and orchards, participate 
in its social life, and study its children. We have chosen to name 
this kibbutz Kiryat Yedidim. Further to preserve its anonymity 
— as well as that of its individual members — all names and 
terms which might serve as clues to its identity are rendered 
pseudonymously. Thus, the federation of kibbutzim with which 
Kiryat Yedidim is affiliated is, simply. The Federation; the political 
party which expresses its political and ideological views is The 
Party. Quotations from journals and books, both in Hebrew and 
in English, which might facilitate identification are cited without 
proper reference either to author or to title. I can only hope that 
the various authors who are quoted without credit will respect 
my motives. The identity of all anonymous materials, needless to 
say, will be made available to interested research scholars. 

Perhaps even more important than maintaining the anonymity 
of the kibbutz is the necessity for respecting the privacy of its 
individual members. Therefore, the names of all children and 
adults referred to have been changed. Where the assignation of a 
pseudonym was not deemed sufficient, liberties were taken with 
sex, age, family affiliation, and other potentially identifying char- 
acteristics. It is most unlikely,— and this sentence is addressed 
primarily to Kiryat Yedidim — that any person referred to in the 
text can be identified by even the most perceptive chaver. My 
desire to respect the privacy of the objects of this study has in 
a few instances precluded the possibility of making some of the 
data public. It is to be doubted, however, if this has importantly 
reduced the bulk of the evidence.^ 

In the foreword to Kibbutz: Venture in Utopia,^ I pointed out 
that few of the more rigorous techniques of social research 
contributed to the findings of that book; that it was based for 

the most part on personal impressions derived from a year’s 
participant-observation in Kiryat Yedidim; and that, consequently, 
though its author was a professional anthropologist, the book did 
not necessarily warrant the appellation of a “scientific” report. 

^ This concern with privacy may be deemed overly obsessive by some. I 
would remind them that Kiryat Yedidim is not an isolated, nonliterate eommunity 
— the eonventional objeet of anthropological study — but a highly literate com- 
munity in a much publicized area of the world. Its members, moreover, will 
most certainly read this monograph, and they will probably be visited by others of 
its readers. 

®For a synoptic description of the kibbutz in which I conducted my researeh, 
see Melford E. Spiro, Kibbutz: Venture in Utopia, Harvard University Press, 
Cambridge, Mass., 1956. 
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Hence, I was amazed when many reviewers chose to make 
personal pronouncements on the kibbutz movement, which, they 
claimed, were 'proved” by the incontrovertible findings of 
"science” — that is, by statements found in Kibbutz. 

If the "scientific” findings of that volume were used to support 
opinions — both favorable and unfavorable — about the kibbutz, 
I shudder to think of what pronouncements these reviewers may 
make about the sabras on the basis of this second volume. For, 
though some will exclude the present volume, too, from the 
category of "science,” it would be dishonest for me to do so; this 
book represents the product of my scientific skills. Hence, though 
an author cannot disclaim responsibility for what he has written, 
I feel that I should point out the limits and limitations of this 
volume. 

The first point to be noted is that the methods available 
to the type of research essayed in this study are still somewhat 
crude. These methods and their rationale are described in Ap- 
pendix A, Methods of Research. Though they yielded highly con- 
sistent results — that is, the reliability of the data is high — the 
validity of the findings remains an open question. Moreover, 
other methods available to social research, methods which provide 
different and more precise types of data (data which are amenable 
to sophisticated techniques of quantitative analysis) were not 
employed in this study — because of my unfamiliarity with, or 
incompetence in, their use, or because of my skepticism concern- 
ing their validity. These methods, it should be remarked, might 
have produced quite different results. Finally, the projective 
tests, which occupy an important part in the research design, 
are still being analyzed, and their results may importantly alter 
the picture of the sabras presented in this volume. 

A second basis for caution in interpreting the results is the 
size of the sample. Although pains have been taken to indicate 
the variability inherent in the data, there are nevertheless many 
modal statements allegedly characteristic of the group. But, since 
the description of the adult sabras — the end products of collec- 
tive education — is derived from the study of a small number 
of individuals, it is entirely possible that the mode would have 
shifted had the sample been larger — and, indeed, it might still 
shift as the number of adult sabras increases with the passage of 
time. The population of adult sabras (persons over the age of 
twenty-one) available for study consisted of only eleven in- 
dividuals. Thus, even if the generalizations concerning these 
eleven are veridical, they may, in their totality, represent a snap- 
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shot taken at a specific — and not necessarily representative — 
moment in a highly fiuid field. 

A third reason for caution is due to the brief duration of the 
study. Ideally a research project is terminated when the in- 
vestigator believes he has collected sufficient data either to 
describe the phenomenon in which he is interested or to confirm 
or disconfirm a hypothesis. This project, however, was terminated 
before either of these conditions had been satisfied, because the 
year’s leave from my teaching post had expired. Knowing in 
advance that we had only eleven months in which to conduct 
the study, my wife and I budgeted our time so that some data 
could be collected on each of the various age-grades — infancy, 
early childhood, middle childhood, adolescence, adulthood. When 
we turned our research efforts from one of these age-grades to 
the next, we did so only because of our keen awareness of the 
passing of time, and not necessarily because sufficient data had 
been collected for the age-grade in question. 

There are, consequently, many gaps in the data, and in some 
instances they may be of sufficient magnitude to distort at least 
some of the generalizations. It is to be hoped that these gaps will 
be filled by future researchers. Until that time, it is important to 
observe that many of the generalizations to be found in this 
book rest on partial data only. 

The above caveats are methodological in nature. There are 
other potential sources of error, however, which are primarily 
substantive in nature. Although collective education constituted 
the configuration of ‘'antecedent conditions” for this study, its 
influence as a determinant of sabra personality is contaminated by 
a number of uncontrolled variables, of which but two might be 
singled out for discussion. 

In the first place, the sabras represent the first generation of a 
revolutionary experiment. Those who founded the kibbutz, and 
who instituted and administered its system of collective education, 
were dislocated persons. Alienated from the world of their 
parents, they were yet not attracted by another, alternative world 
except that of their own creative fantasy. Privileged (and gifted), 
as few people are, to transmute fantasy into reality, they had to 
face the psychological burdens entailed by this privilege. There 
were no well-trodden paths they could follow, no time-honored 
prescriptions they could fall back on, no traditions they could 
adhere to. The doubts and uncertainties, the conflicts and 
anxieties which are resolved in other parents by the “wisdom” of 
tradition, find no such resolution in these parents. Their question- 
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ing is resolved by further experimentation, by artifieial rigidity, 
and by hope. But is it too mueh to suggest that their children are 
what they are because (among other things) of the unmapped 
educational terrain of their parents? To judge this system, either 
positively or negatively, on the basis of one generation would be 
rash in the extreme. A judicious, if not definitive, evaluation of 
collective education must wait upon two or three generations 
of sabra children of sabra parents. Only then will the integrative 
processes, whereby personality needs are satisfied through those 
very cultural institutions which, in turn, produce those personality 
needs, have an opportunity to do their work. And only then will 
we truly be able to discover the predictable personality con- 
sequences of collective education. 

A second important contaminating factor, whose effect has 
not been ‘"controlled,” is extrinsic to the system of collective 
education, but it is very much intrinsic to the entire context of 
kibbutz life. The older sabras described in this book not only 
were born and raised in an experimental situation best charac- 
terized as a social frontier, but most of their formative years 
were lived in a material situation best described as a physical 
frontier. Malarial swampland, substandard physical conditions, 
physical isolation — these were characteristic features of the 
early kibbutz. And as these impediments were progressively 
removed, others soon supervened — Arab riots, the emotional 
pressures induced by Naziism, absorption of refugee children, the 
dislocations of war. The latter left a deep impression, particularly 
on the younger sabras. Many of them recall the bombings from 
the air, the necessity to seek shelter, and, in some instances, the 
impossibility of seeking shelter. It is no wonder that peace — or, 
as many of them put it, the absence of war — is, even for the 
young children, one of the “best things” that can happen to 
them (as is indicated by the Emotional Response Test). That all 
these factors have contributed to sabra personality would seem 
obvious; yet neither the nature nor the magnitude of this con- 
tribution has been assessed in this study — because we do not 
know how to assess it. 

This study is not intended as an example of what is termed 
“area research.” I am not an area specialist; I am not an expert on 
the Middle East, Israel, or the kibbutz movement. Although I am 
deeply interested in the kibbutz movement and its future, my 
research interest in it stemmed rather from theoretical concerns 
in the problems of culture and personality. This distinction entails 

at least two important consequences for the nature of this study. 
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One is that this study was more concerned with testing current 
theory in culture and personality, and in discovering new theo- 
retical relationships between culture and personality, than in 
explaining sabra personality by means of current culture and 
personality theory — although the latter was also done. But my 
primary intention was to discover what the kibbutz could con- 
tribute to the advancement of scientific theory, not what scientific 
theory could contribute to an understanding of the kibbutz. 

A second consequence following from the first concerns the 
intended provenience of the book’s generalizations. Since this is 
intended as a scientific rather than as an historical study — to 
employ a distinction made by some anthropologists — it is pri- 
marily interested in generalizing about the relationships between 
analytic variables rather than in generalizing frofn Kiryat Yedidim 
to the kibbutz movement. The extent to which Kiryat Yedidim is 
representative of a population of kibbutzim, the extent to which 
findings concerning its sabras can also be said to hold for other 
sabras, and similar questions are beside the point. This book is 
concerned with ''socializer,” not metapelet; with “frustration,” not 
“Rachel’s refusal to give Yaakov some candy”; with “group 
security,” not the “obvious satisfaction which Rachel and Yaakov 
derive from being with their kevutza.” Kiryat Yedidim was chosen, 
not because it is representative of other kibbutzim (though it may 
be), but because certain relationships between culture and 
personality could be better studied there than in many other 
kibbutzim — or in most other societies.^ 

This book represents in almost all its aspects the collaboration 
of my wife, Audrey Goldman Spiro, and me. Neither the field 
work on which it is based nor the writing of the book itself could 
have been executed without her assistance. Information on the 

‘ Though my primary interest in the kibbutz was theoretical, the theoretically 
oriented reader should be warned that theory testing is not the primary content 
of this book. It is a truism that in order to test a series of hypotheses about the 
relationship between socialization and personality — viewed as antecedent and 
consequent conditions, respectively — it is necessary that the available data 
constitute evidence, confirming or disconfirming, for the hypotheses to be tested. 
It would be pointless, for example, to test predictions about the effects of maternal 
deprivation on adult personality if maternal deprivation were not found in the 
society under study. Thus, since kibbutz socialization had not been systematically 
studied prior to this investigation, our first task was to study in as fine detail as 
possible the parameters of this system. Only after the system was studied, and 
its various aspects properly described and classified, did the data necessary for 
the formulation of personality predictions become available. Only in the last 
section of this book, therefore, does our primary interest in theory testing become 
evident. 
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first two years in the life of a kibbutz child derives primarily from 
her research in the Nursery and the younger Toddlers’ Houses. 
Her participation in field work was not restricted, however, to 
formal research with young children. Her interaction with parents, 
nurses, and adult sabras provided much of the data and many of 
the hypotheses of this study. Her role in the analysis of the data 
was as marked as the part she played in field work, and she 
participated in the laborious job of coding and tabulating the 
behavioral protocols. Finally, she wrote the first draft of some of 
the chapters in Parts H and HI, rewrote the unintelligible sections 
written by me, and edited the entire manuscript. 

An author is indebted, not only to his collaborator, but also 
to those whose intellectual influence has become an essential 
part of his own thought and manner of work. For myself, the 
paramount influence on my intellectual development has been 
the work of Professor A. Irving Hallowell. It was he who first 
stimulated my interest in the study of culture and personality, 
opened my eyes to the important theoretical questions it must 
attempt to answer, and introduced me to many of the techniques 
of research and analysis that I have tried to use in this study. And 
it was he who taught me, by his own continuous example, that 
the proper method of anthropological research is to begin (but 
not to end) with concrete human beings, in their dialectical 
relationships with their environment. 

Professor Melville J. Herskovits is responsible not only for 
awakening my interest in anthropology, but for sensitizing my 
scientific superego to the pitfalls in my natural penchant for 
speculation, by insisting that I acknowledge the importance of 
cold fact. Professor Jules Henry convinced me of the importance 
of direct observation of interaction as a primary task of anthro- 
pological field work; and Professor Richard Rudner — in the 
course of many stimulating discussions — is primarily responsible 
for whatever comprehension I may have of the methodological 
issues inherent in social research. 

In addition to these scholars whose influence has been 
of a personal nature, I would be remiss if I did not mention at 
least a few others whose influence has been mediated primarily 
or exclusively through their published work. My interest in the 
ontogenetic approach to the study of culture and in the applica- 
tion of psychoanalytic theory to the study of socialization and 
adult character is due, in no small part, to the pioneering work 
of Erik Homburger Erikson, Abram Kardiner, and Margaret Mead. 
The work of Professors John Dollard and Neal Miller first im- 
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pressed me with the importance of an adequate theory of learning 
for the understanding of cultural behavior. Professors Irvin Child 
and John Whiting have contributed greatly to the organization of 
this book and to much of the thinking that lies behind it, as will 
be apparent to anyone who has read their stimulating Child 
Training and Personality. 

The content of this book and its style have been improved by 
many criticisms and suggestions of the following persons who 
were kind enough to read it in typescript: Professor William 
Brinner, Professor Irvin Child, Professor and Mrs. A. Irving 
Hallowell, and Professor Jules Henry. Professor Brinner not only 
eliminated from the manuscript serious errors concerning kibbutz 
and Hebraic culture, but served as an unofficial co-worker in the 
field. His help in collecting data was of inestimable value. 

The foregoing list would be incomplete without the name of 
Miss Ann Louise Coffin of the Harvard University Press whose 
editorial counsel in preparing both volumes of this study for 
publication has not only enhanced their quality, but has served 
to mitigate much of the pre-publication travail that an author 
usually dreads. 

Finally, I acknowledge my indebtedness to Professor James H. 
Barnett, my former administrative head at the University of 
Connecticut. It was his wise and skillful administration, as well 
as his personal encouragement, that provided the tension-free 
intellectual climate so necessary for scholarly work. 

It is a pleasure to be able to express my appreciation to the 
Social Science Research Council for its encouragement and sup- 
port. A Post-doctoral Fellowship enabled me to conduct the field 
work in Kiryat Yedidim, and a Faculty Research Fellowship 
provided the necessary leisure for analyzing the data and writing 
this book. 

Though I have expressed my gratitude to the people of Kiryat 
Yedidim in the first volume of this study, I cannot refrain from 
reiterating my sentiments. The warm hospitality which they 
extended to my wife and me, and the patience they displayed 
toward us as scientists prying into their affairs, was a constant 
source of encouragement, not only in the field, but in that long 
interval during which it seemed that this book would never reach 
completion. To their children — the primary objects of our prying 
— I am similarly grateful. Though it was my scientific respon- 
sibility to perceive them as subjects, I have always cherished them 
as personal chaverim, and I can only hope that this sentiment is 

reciprocated. 
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Glossary 

Hebrew Terms and Other Names Frequently Used 

chaver (ehaa-vare'),"^ f., chavera; pL, chaverim: comrade, a 
member of a kibbutz. 

chevra (chev-raa'): society. It is used in this volume to refer, as 
does the kibbutz, to the various children’s groups that inhabit 
a common dwelling. 

chevrat yeladim (chev-raaF ye-laa-deem'): children’s society. The 
entire population of kibbutz children. 

ganenet (gaa-ne'-net): nursery teacher. 
hashkava (hash-kaa-vaa'): the evening period during which the 

children are put to bed. 
kevutza (ke-voo-tzaa'): the children’s peer-group that inhabits a 

common living quarter. 
kibbutz (kee-bootz'), pk, kibbutzim: a collective settlement. 
Kiryat Yedidim (Keer-yaaF Ye-dee-deem'): the fictitious name of 

the kibbutz described in this volume. 
metapelet (me-taa-pe'-let): the woman (“nurse”) in charge of a 

kevutza. 
mosad (mo-saad'): kibbutz junior-senior high school. 
sabra (saa'-bra): used in this volume to refer, exclusively, to any- 

one born in Kiryat Yedidim. 

The Federation: the fictitious name for the federation of kib- 
butzim with which Kiryat Yedidim is affiliated. 

The Movement: the fictitious name for the youth movement of 
which the youth of Kiryat Yedidim are members. 

The Party: the fictitious name for the left-wing political party to 
which the members of Kiryat Yedidim belong. 

* “ch” at the beginning of a word or syllable is pronounced as in the German 
guttural. 
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CHAPTER 1 ■ THE NATURE OF A KIBBUTZ 

From the deserts of the Negev to the mountains of the upper 
Galilee, the Israeli landscape is dotted with over 300 kibbutzim 
(collective agricultural settlements). Divided into several federa- 
tions on the basis of varying ideological and structural criteria, 
their similarities are fundamental enough to permit us — and them 
— to refer to them collectively as ''the kibbutz movement.” This 
movement, comprised of less that 5 per cent of the total Israeli 
population, is of much greater importance than its numerical 
strength would indicate. Its ideals were instrumental in bringing 
the young state into being; from its manpower the country 
obtained its most valiant fighters for defense against a foreign 
attack which threatened its very existence; its representatives 
occupy important positions of leadership in almost all phases of 
contemporary Israeli life. It is no coincidence that the present 
premier of Israel lists as his permanent address a young kibbutz 
in the Negev, or that many of his ministers are members of 
kibbutzim. 

Kiryat Yedidim, the kibbutz whose children are described in 
this volume, was founded thirty years prior to this study by a 
small group of Eastern European Jews. Motivated by the desire 
to escape from the anti-Semitism to which European Jewry was 
heir, by the dream of reconstituting the Jewish people as a 
Nation in its ancient homeland, by the conviction that physical 
— and, particularly, agricultural — labor was the noblest means 
to self-expression, and by the zeal to establish a society based on 
freedom and equality, this band of intellectual youths migrated 
to Palestine and, after a few years, began their experiment in 
what was then a malarial swampland. At the time of this study, 
Kiryat Yedidim was a prosperous and attractive village of five 
hundred. Its original membership had been augmented, not only 
by natural increase, but by the inclusion of two later adult 
contingents. The members of the second, and younger, contingent 
married the adult children of the kibbutz. 
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As an agricultural village, Kiryat Yedidim is characterized by 
group living, communal ownership, and cooperative enterprise. All 
land is owned by the Jewish National Fund, an arm of the Jewish 
Agency, which rents it to the kibbutz on a long-term lease for a 
nominal fee; and all capital goods are owned by the kibbutz, 
although individuals possess a few personal effects. Though a 
most efficient instrument in the agricultural colonization of a 
barren and malaria-infested land, kibbutz collectivism is predi- 
cated on moral rather than on pragmatic grounds. Zealously 
devoted to the ideals of brotherhood, equality, and freedom, the 
kibbutz believes that these can best be implemented in a col- 
lectivistic community. Communal ownership, it is believed, pre- 
vents the development of economic classes and the inevitable 
social inequality that seems to characterize societies stratified by 
class. Similarly, cooperative enterprise is believed to promote 
brotherhood and freedom by muting the more vicious aspects of a 
competitive economy, by precluding the rise of entrenched power 
and of the exploitation which, it is believed, accompanies the 
conjunction of power and privilege. Hence, labor is performed in 
work crews under the leadership of a foreman who, perceived 
as a primus inter pares, serves his tenure of office at the pleasure 
of his peers. 

Kibbutz opposition to exploitation extends to non-kibbutz 
members as well. Thus, despite the shortage of manpower in 
Kiryat Yedidim, it will not hire workers from the outside since 
this would entail the reaping of profit from another’s labor. This 
means, of course, that all who live in the kibbutz are members of 
it,^ and as kibbutz members all are comrades (chaverim). 

Having abolished money within the kibbutz both as a medium 
of exchange and a symbol of wealth, the kibbutz has also 
eliminated the profit motive as a stimulus for economic produc- 
tion. The distribution of goods is determined by the principle of 
“from each according to his ability, to each according to his 
needs,” the latter being determined to a great extent by the entire 
group assembled in Town Meeting. This biweekly Meeting is the 
ultimate authority on all other matters which affect the kibbutz or 
any of its individual members. Authority is delegated by the 
Meeting to democratically elected officials who carry out policy 
determined by the Meeting, and who administer the various 

^ There are some exceptions to this generalization. Elderly parents of kibbutz 
founders who have been brought there from their European homes are residents, 
but not members. Similarly, various youth groups — either refugees or children 
from urban, economically depressed homes — are taken into the kibbutz for both 
training and rehabilitation. 
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economic and social institutions of the kibbutz. Tenure of office is 
brief — never more than three years — which, it is believed, 
prevents the rise of a leadership caste or an entrenched bu- 
reaucracy. 

Despite the absence of a highly developed formal system of 
authority, the kibbutz exhibits a remarkably high degree of 
congruence between its social norms and the behavior of its 
members. Group pressure, expressed in public opinion and in the 
ultimate threat of expulsion, is a sufficient deterrent to deviant 
behavior. 

Unlike a few kibbutzim, Kiryat Yedidim has tenaciously 
opposed the introduction of industry into its economy, persisting 
in maintaining the generic kibbutz emphasis on the primacy of 
the land. Its agricultural economy is diversified, comprising eight 
distinct branches: dairy, field crops, vegetable gardens, fishery, 
fruit orchards, flocks, poultry, and fodder. Its agriculture is not 
only diversified, it is highly rationalized and mechanized. The 
resulting efficiency has produced a prosperous agricultural econ- 
omy. 

Although they have been highly successful farmers, the 
members of Kiryat Yedidim are not merely farmers. And, despite 
its , peasant-like devotion to the land, Kiryat Yedidim is not a 
village of peasants either in fact or in its self-image. On both 
scores the members of the kibbutz comprise a landed intelligentsia. 
In the fields one hears discussions not only of crops and machinery, 
but of books and music, of politics and literature. At the end 
of the working day, the interest of a chaver may turn to a class 
in English, a lecture on genetics, a chamber-music concert, a 
discussion of politics, a dramatic performance. This is not to 
say that all chaverim turn their attention to such intellectual 
pursuits, nor that all who do, display equal zeal in them. It is 
to say, however, that these activities are available, that they are 
valued by many, and that the kibbutz self-image demands at 
least lip-service devotion to them. It is this same self-image, and 
not merely kibbutz prosperity, which accounts for the attractive 
kibbutz landscaping, the lovely private gardens, the tasteful 
interior decor that impress even the most casual visitor. 

But Kiryat Yedidim is not content with merely a prosperous 
economy and the opportunity to enjoy the pleasures of the mind 
and heart. And this brings us to still another component of its 
self-image. As a kibbutz, Kiryat Yedidim is not only an agricultural 
village. As a kibbutz it perceives itself as the vanguard of man’s 
quest for the ideal society, part of the shock troops in the future 
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social revolution. The kibbutz, together with the urban proletariat 
with whom it identifies, will — it is hoped — bring socialism and, 
ultimately, the classless society to the entire country. These politi- 
cal convictions, stemming from an avowedly Marxist ideology,^ 
have led Kiryat Yedidim to join with other kibbutzim of like mind 
in a large kibbutz federation. In turn. The Federation has joined 
with urban workers of similar political persuasion to form a politi- 
cal party.^ 

If the kibbutz has still to achieve its goal of external political 
revolution, it has already achieved a major internal revolution: it 
has revolutionized the structure of the family and the educational 
system. Love is not only the basis for the kibbutz marriage; it is 
the sufficient solemnizer of the relationship. Nevertheless, since 
marriage is also a social relationship, the kibbutz confers social 
sanction on the relationship by granting a common room to the 
couple. This room is their home. Since meals are cooked in the 
communal kitchen and eaten in the communal dining room, and 
since children live in the various children’s houses, a combined 
bedroom-sitting room is sufficient for their needs. 

Marriage entails few changes in the life of either spouse. The 
woman, whose membership in the kibbutz is legally distinct from 
that of her husband, changes neither her name nor her work when 
she marries. She is supported, not by her husband, but by the 
entire kibbutz to whose economic well-being she, in turn, con- 
tributes by her labor. Women, like men, work a nine-hour day, 
although relatively few women today work in the agricultural 
branches of the kibbutz economy. If the wife is economically 
independent of her husband, so is the husband independent of 
his wife for domestic services. These — meals, laundry, mending, 
and so forth — are provided in the various communal institutions 
of the kibbutz. Should either become ill, he is assured of complete 
and continuing economic support, not by dint of special initiative 
on the part of his spouse, but because the kibbutz continues to 
provide for his needs. Having a child poses no economic problems 

^ Though opposed to and opposed by the tiny communist party in Israel, the 
Marxism of The Federation has been Stalinist in conception and pro-Soviet in 
practice. Disquieting events in the Soviet Union subsequent to the death of 
Stalin — disquieting both to its socialist and its Zionist convictions — has led 
to much soul searching. The future Marxist orientation of the Federation, however, 
is not, at the time of this writing, entirely clear. 

® The Party has been only mildly successful in the Israeli political arena, polling 
less than 10 per cent of the votes in the last national elections. Though opposed 
to much of the platform of the leading party in the present coalition government. 
The Party has joined the Government after some years of steadfast refusal. It cur- 
rently holds two portfolios in the cabinet. 
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for the couple. The kibbutz assumes complete responsibility for 
its economic welfare. In brief, economic factors play no role in 
cementing the relationship between husband and wife. The 
marital bond is compounded of emotional, sexual, and social ties 
exclusively. The advent of children does not alter this generaliza- 
tion; the kibbutz family is not an economic unit. 

Marriage in the kibbutz almost inevitably results in children. 
And it is in the care and training of children that the kibbutz has 
instituted one of its crucial social revolutions. It is this educational 
revolution which is the subject of this monograph. 



CHAPTER 2' COLLECTIVE EDUCATION 

STRUCTURE 

The educational system of Kiryat Yedidim is known as chinuch 
meshutaf, or collective education. Its characteristic feature is 
the fact that the children live in communal nurseries with age 
peers, where they are reared by “nurses,” nursery teachers, and 
teachers, rather than by their parents. Since parents of both sexes 
work in the kibbutz economy, the daily interaction between parent 
and child is in general restricted to the interval between the 
parents’ return from work in the afternoon and the child’s bed- 
time. 

When a child is born in Kiryat Yedidim, he becomes an official 
member, not of the kibbutz, but of the Children’s Society (chevrat 
yeladim ); and in this Society he remains until, upon graduation 
from high school, he is elected to membership in the kibbutz. 
Kiryat Yedidim is similar to a religious sect in that membership is 
not a right conferred upon an individual at birth, but is, 
rather, a privilege that the group confers upon an adult who, at 
the age of consent, knowingly and willingly accepts its values and 
its way of life. Thus it is that, although the children live in and 
are raised by Kiryat Yedidim, they are not viewed as members of 
the kibbutz until their candidacy is announced and they are 
formally elected as chaverim. 

The children do not live in one immense institution-like 
dwelling. They are organized into small peer groups — the 
number of children in a group varying and increasing with age — 
which occupy scattered dwellings or “cottages” within the kib- 
butz. All the houses are designed for the convenience of the 
particular age groups occupying them. Until they enter high 
school, the children’s houses, as well as their communal kitchen, 
lie within the living area of the kibbutz, although they all lie 
to one side of this area. While in general these houses may be 
said to form a separate community from their parents’ dwellings. 
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they are in actuality not isolated from the rest of the kibbutz, 
for adult dwellings are scattered throughout the children’s area, 
and, indeed, some of the nurseries are actually parts of adult 
dwellings that have been converted. 

When the children enter the junior-senior high school 
(mosad), however, they do move to a separate community — for 
the land occupied by the high school lies across the road from the 
kibbutz living area. The high school has its own dwellings, class- 
rooms, dining room and kitchen, and library. 

An infant enters the kibbutz educational system when he 
returns with his mother from the hospital at the age of four or 
five days. The Nursery is designed to care for a maximum of 
sixteen babies, who are in the care of kibbutz women who qualify 
as infants’ ‘nurses.” Thus, the responsibility for the kibbutz child 
is assumed immediately by some one or more persons other than 
his parents. This is not to say that the kibbutz infant never sees 
his parents; he is visited at least once a day by his father and many 
times a day by his mother, who comes not only to play with him 
but to nurse him. 

The first important change in the infant’s life occurs at the 
age of six months, when he may be taken to his parents’ room in 
the afternoon for approximately one hour. The second important 
change occurs at the age of about one year, when he is moved 
from the Nursery to the Toddlers’ House (heth peutot). In the 
Toddlers’ House, which consists of two nurses and eight children, 
the infant is gradually toilet trained; he is taught to feed himself; 
and he learns to interact with his age-mates. At this age the infant 
may remain in his parents’ room for approximately two hours in 
the evening, and he may be taken to their room not only on 
Saturdays, but on other days when they may be free. 

In some instances the group of eight children in the Toddlers’ 
House remain with the same nurse or nurses until they enter the 
Kindergarten (gan), at which time they not only change build- 
ings, but nurses as well. In most instances, however, the group 
remains with its nurses until it reaches nursery age — between 
two and three — at which time a nursery teacher (ganenet) 
generally replaces one of the nurses. 

Sometime between their fourth and fifth birthdays, the chil- 
dren encounter another important change. At this time the group 
passes into the Kindergarten. This not only involves a new build- 
ing and sometimes a new nurse and Kindergarten teacher, but it 
also involves the enlargement of their original group to include 
sixteen members. This is accomplished by merging two nursery 
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groups into one Kindergarten. This merger is an important event 
in the lives of the children, for this enlarged group, or kevutza, 
will remain together as a unit until its members reach high school 
age. This kevutza is in many ways the child’s most important 
social group, not only because of its long duration, but also 
because of the frequency and intensity of interaction within it. 

Between the ages of five and six the children in the Kinder- 
garten pass into a new dwelling, where they receive their first 
formal intellectual instruction, including the study of reading 
and writing; when they have completed a year in this ''Transitional 
Class” (kitat maavar), they are ready to enter the primary school 
and its dormitory. For the first time children live in a building that 
includes not only their own (approximate) age-peers, but other 
children whose ages span a wide range — from seven to twelve. 
Each kevutza, or group of sixteen children, remains distinct in 
that it has its own teacher, classroom, and bedrooms. But the 
entire student body eats together, plays together, and participates 
in the same extracurricular activities. Hence, the functional "chil- 
dren’s society” for these children includes not only their kevutza, 
but the entire school population, known as their chevra. 

The completion of the sixth grade, when the children are 
twelve, marks another turning point in their lives. They enter the 
high school, an event which is important not only for its intel- 
lectual implications, but for other reasons as well. They are 
physically separated from the rest of the kibbutz; their kevutza 
is split up; for the first time they encounter male educational 
figures (except for their fathers) in the person of the teacher; 
and they begin to work in the kibbutz economy. 

Upon graduation from high school the students are expected 
to live outside the kibbutz for approximately one year, so that 
their decision to become kibbutz members may be based on the 
experience of non-kibbutz living. After election to membership, 
they become full-fledged chaverim. 

PHILOSOPHY 

This socialization system did not merely evolve as an adapta- 
tion to a pioneering mode of living; it was deliberately fashioned 
on the basis of certain ideological convictions of the founders of 
Kiryat Yedidim who delineated its major features while still 
members of a Youth Movement in Europe. Perceiving the society 
about them as decadent and degenerate, these youths aimed to 
regenerate society by first regenerating the individual. Since they 
considered the individual a product of his education, they devoted 
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much of their efforts to formulating an ideal educational system. 
This, said a founder, 'Vas our main interest. For three or four 
years thousands of our people struggled with this problem. It 
was then that the educational philosophy and structure of the 
kibbutz was formulated.” This educational philosophy continues 
to inform the system to this very day. 

Discussions with chaverim and a careful reading of the educa- 
tional literature of The Federation point to four primary motives 
for the establishment of the system of colleetive education. These 
are the abolition of the patriarchal authority of the father, the 
emancipation of the female from her traditional social impedi- 
ments, the desire to perpetuate kibbutz values, and the concern 
with achieving a democratic education. 

The patriarchal authority of the father. The founders of Kiryat 
Yedidim believed patriarchal authority to be characteristic of 
the traditional Western family. Over and over again, as a leitmotiv 
running through all discussions of the family in the literature of 
The Federation, occurs the theme of emancipation from the 
authoritarian father. And it is the proud elaim of The Federation 
that kibbutz society has succeeded in achieving this emancipation, 
as the following quotation, taken from an official educational 
journal of The Federation, reveals. 

The changes in the family, whose economic foundations have been 
uprooted, have brought about a change in the status of the man and 
woman in the kibbutz society, and with that a change in the status of 
the father and mother in the family. This is most pronounced with 
respect to the function of the father, for all his ruling privileges, the 
source of his formal authority, are destroyed . . . (And one of the 
results of this change is the freedom from) the ambivalence and hatred 
that were the special characteristics of the traditional family. 

Nor is this opposition to paternal authoritarianism confined 
to official publications whose function it is to revive a forgotten 
youth movement past. Living near Kiryat Yedidim was a family 
which was almost universally disliked by the ehaverim. When 
questioned about this dislike, a chavera retorted: 

We dislike them because of the way they raise their children. 
When they ask their son to do something, and he asks why, they say, 
‘‘because father says so.” What kind of reason is that? There isn’t a 
single person in the kibbutz who would ever say a thing like that to 
his child. Moreover the father even spanks his children. It is a scandal. 
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So, too, when the parents were asked on the Questionnaire if 
children should blindly obey their parents, they responded over- 
whelmingly with, '‘Definitely no/' 

Instead of an authoritarian-submissive father-child relation- 
ship, the kibbutz aimed to establish an egalitarian relationship 
in which fathers and children were to be peers. This may be 
inferred from what The Federation claims as an accomplishment 
of its educational system. The only relations between parents and 
children in the kibbutz, according to an educational leader of The 
Federation, are "emotional." Parents have no formal or legal 
authority over their children, he continues, so that their authority 
must depend solely on such qualities as personality and charac- 
ter. 

The father is now only a friend of his sons, and only hy the strength 
of his friendship can he win their love and their respect. 

This same educational expert, writing in another publication, 
observes: 

The relationships between the child and his parents are different 
in the kihhutz from that found where the child is socialized in the 
family. In the kihbutz the relationships are, in the main, based on love, 
and not on the commandment to “ohey thy father.” 

One way in which the child could be freed from an author- 
itarian father was by physically separating him and entrusting his 
care to some other person or institution. Actually, however, the 
emancipation of the child from the father's authority is not, 
according to kibbutz educational theory, merely a function of 
physical separation. By rearing the child in communal dormitories 
it would be possible, the founders believed, to abrogate the eco- 
nomic nexus that traditionally exists between child and father. 
Since the father traditionally is the provider, the child is eco- 
nomically dependent upon him; and it is this dependence, accord- 
ing to kibbutz ideology, which is the greatest source of the father's 

authority in the traditional family. 
This dependence, however, is destroyed as a result of collective 

education, for now the father has no specific economic respon- 
sibilities for his children. The kibbutz is charged with satisfying 
the child’s economic needs; it provides him with food, clothing. 
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housing, and medical care. Thus, according to a publication of 
The Federation, in the kibbutz 

. . . the child is emancipated from the rule of the father of the family 

. . . In the patriarchal family the child is dependent economically and 
legally on the father as provider, on the ‘‘master of the household,” 
which is not true in the kibbutz. The child is not dependent, in any 
objective sense, except on the kibhutz as a whole. 

Again, the book which describes the official educational phi- 
losophy of collective education states: 

The authoritarian (parent-child relationship has declined in the 
kibbutz because) the child does not feel himself dependent upon his 
parents economically or legally . . . The child of the kibbutz does not 
recognize at all a feeling of economic dependence. The kibbutz as a 
whole, which assumes this economic burden, cannot create this feeling. 

It is clear that the elimination of the authoritarian character 
of the father was motivated, not only by a desire to ensure 
the emotional well-being of the child, but also by the desire of 
the parents to achieve and maintain his love. The founders had 
themselves rebelled against their parents. The question, “Did you 
rebel against your parents?,” was answered: 

Definitely yes 9 
Perhaps yes 3 
Perhaps no 1 
Definitely no 2 

Total 15 

The three who felt that they might not have rebelled against their 
parents are members, not of the founding, but of the youngest 
generation of parents. All the kibbutz founders who responded 
to the Questionnaire reported that they had rebelled against their 
parents. And, indeed, this was one of the psychological bases for 
the establishment of the kibbutz. The intensity of this rebellion 
may be gauged by the statement of one woman who, when asked 
about the kibbutz educational system, replied: “The basis for 
our system is very simple; to do the opposite of what we ourselves 
experienced or were taught (as children).” 

Over and over again, both in kibbutz educational literature 
and in conversations with chaverim, a dominant theme is the 
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maintenance of amicable parent-child relationships. ''We want our 
children to be our pals,” is the way in which this desire may be 
summed up, "and to destroy the barrier that conventionally 
exists between parents and children. We don’t want our children 
to duplicate our own experiences. We had little in common with 
our parents and, indeed, we rebelled against them. We don’t want 
our children to rebel against us.” 

In a very perceptive paper Elizabeth Irvine suggests a motive 
for the establishment of the kibbutz educational system which, 
though consistent with what the chaverim say, points to a deeper 
psychodynamic basis. It is her hypothesis — in which I concur — 
that collective education is an effective resolution of the conflicts 
about parenthood that are experienced by individuals who 
rebelled against their own parents. 

It is apt to be difficult for the rebellious child confidently to assume 
the responsibilities of parenthood, since this involves identification with 
the rejected parent; so the delegation of parental function is a natural 
and welcome solution of a dilemma. By vesting authority in profession- 
als, parents are relieved of the necessity of asserting it themselves, and 
of the fear that by doing so they would alienate the children as their 
parents alienated them.^ 

But human behavior, whatever its motives, is seldom free 
from paradox, and it is of some theoretical importance to point out 
that this desire on the part of the chaverim to retain the affection 
of their children represents the preservation of an important 
value of the parents against whom they so strongly rebelled. In 
the shtetl culture of the Eastern European villages in which most 
of the founders were born. 

The shining reward a parent expects for all his care and sacrifice 
is that he should “gather joy,” klayhn nakhes, from his children, or 
“draw joy,” shepn nakhes ... It is hard to be a parent but it is good 
to be a parent. Just because it is so hard there is constant insistence on 
the compensatory nakhes. Because parenthood is so important nakhes 
fiin kinder is the epitome of joy.^ 

That collective education can achieve the goal of establishing 
and maintaining parent-child comradeship is explained in the 

^Elizabeth E. Irvine, “Observations on the Aims and Methods of Childrearing 
in Communal Settlements in Israel,” Human Relations, 5:247—275 (1952), p. 250. 

^ Mark Zborowski and Elizabeth Herzog, Life Is with People (New York: Inter- 
national Universities, 1952), p. 297. 



COLLECTIVE EDUCATION 15 

following way in the book containing the official philosophy of 
collective education.^ Ambivalence generally characterizes the 
attitude of the child toward his parents because the latter play 
the conflicting roles of loving and caring for him, on the one hand, 
and of disciplining and punishing him on the other. Since the 
negative aspect of this ambivalence is a function of the latter role 
of the parents — “disappointments coming from the parents hurt 
seven-fold” — it can be eliminated entirely by abolishing the 
disciplinary role of the parents. And this, say the educational 
theorists, is what collective education has done. Collective educa- 
tion results in a division of labor in which the nurse and nursery 
teacher institute the basic childhood disciplines and are, therefore, 
the sources of most of the child’s frustration. (But “since the nurse 
is more objective towards the child, his reaction to the discipline 
is not so acute” — and hence, he does not suffer seriously from 
her discipline.) The “most important function of the parents,” 
on the other hand, “is to give of their love to the child.” And this 
they can do unqualifiedly, not only because they are not his 
disciplinarians, but because their meeting with the child occurs 
under “most favorable” conditions — they are rested, they have 

no other responsibilities at that time, they can devote themselves 

exclusively to the child. Hence the child’s relationship to his 

parents, if not entirely unambivalent, is “much more harmonious” 

than it is in other educational systems.® 

In any event. The Federation’s educational authorities believe 

that the system of collective education has served to eliminate 

those ambivalent aspects of the parent-child relationship which 
characterize the Oedipus Complex. The reasons for this success, 

which are summarized in The Federation’s journal of opinion, 

are: (1) the child does not feel himself economically dependent 

upon his parents, for the family is not an economic cell in society 

— the kibbutz as a whole is his “provider”; (2) there is no 

^ Although many psychoanalysts may disagree with its applieation, it should 
be noted that the influence of psychoanalytie theory on the thinking of kibbutz 
educational theorists is marked. 

^ It is interesting to observe that this “division of labor” between affeetion and 
diseipline in the rearing of ehildren is found in many other soeieties, and is inter- 
preted by Radeliffe-Brown in much the same way. In many soeieties there is 
something of a division of funetion between the parents and other relatives on the 
two sides. The eontrol and discipline are exereised chiefly by the father and his 
brothers . . . these are relatives who must be respeeted and obeyed. It is the 
mother who is primarily responsible for the affeetionate eare; the mother and her 
brothers and sisters are therefore relatives who ean be looked to for assistanee and 
indulgenee.” A. R. Radeliffe-Brown, Structure and Function in Primitive Soeiety 
(Glencoe: Free Press, 1952), p. 98. 
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patriarchate in the kibbutz, for husbands and wives are equal; 
(3) the kibbutz does not treat the ‘'animal instincts” as inferior; 
(4) the importance of the nurse in the child’s life means that his 
love is not focused exelusively on his parents; (5) the nurses, 
rather than the parents, are the primary disciplinarians, and 
the daily period of child-parent interaetion therefore takes plaee 
under ideal conditions; (6) unlike the child in the traditional 
system whose position in the family is like “Gulliver among the 
Giants,” the kibbutz child lives in age-graded nurseries and, 
therefore, interacts primarily with peers. 

The subjugation of the female. One of the original and primary 
goals of the kibbutz was equality of the sexes. This equality, the 
kibbutz founders believed, could be achieved only if the female 
were emancipated from the shackles responsible for her subjuga- 
tion. The two most important shackles — the woman’s economic 
dependence on her husband, and her “biological tragedy” — could 
be broken, it was believed, by the system of collective education. 

The kibbutz founders claimed that the objectionable patri- 
archal role of the male in the traditional family was characteristic 
not only of the child-father relationship, but of the husband-wife 
relationship as well. In the traditional family the wife was 
economically and socially dependent upon her husband and, 
hence, was subjugated by him. The equality of the sexes could 
be achieved by eonferring economie equality upon the woman — 
thus freeing her from economie dependence upon her husband, 
and depriving him of the basis for his traditional authority. But 
this economic independence of the wife could be achieved only 
if she earned her own living, so that the husband were no longer 
the “provider”; and this meant that women, like men, must work 
in the economy rather than remain at home as housekeepers. 

If women were to become “providers” like their husbands, 
they must first be freed from one of the important responsibilities 
of the woman in the traditional family — the caring for and 
rearing of children. Only if she were relieved of this task could 
the wife be free to work, and only if she were assured of adequate 
eare for her children could she work with peace of mind (hence, 
with efficiency). Thus the emancipation of the woman from the 
traditional patriarchal husband became a vital factor in the 
development of collective nurseries which could, in effect, free 
the woman from the responsibilities of child-rearing. 

But it was the aim of the founders of the kibbutz not only to 
emancipate the woman from the authority, of her husband, but 
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also to emancipate her from her generalized subjugated position 
in society and to permit her to become the equal of men in all 
aspects of life — social, political, intellectual, and artistic. The 
traditionally inferior position of women in these creative areas of 
life was attributed by the founders to what they termed, “The 
biological tragedy of the woman' (ha-tragediya ha-biyologi shel 
ha-ishah). That is, since the woman must bear, and hence rear, 
children she has little time or opportunity for other than domestic 
activities. Once freed from the responsibility of rearing children 
and the manifold domestic chores (cleaning, cooking, laundering, 
and so on) attendant upon such care, she could devote her 
energies to these more creative areas of life. 

The “biological tragedy of the woman” is a function not only 
of the woman’s sex, but of the social structure. If the social struc- 
ture could provide for what is termed, in the rhetoric of kibbutz 
ideology, “the emancipation of the woman from the yoke of 
domestic service” ( shichrur ha-ishah me-ol ha-sherut), the worst 
feature of this biological tragedy could be eliminated. This end 
could be achieved, it was believed, by instituting a series of com- 
munal “service” institutions whose function it would be to relieve 
the woman of these various domestic duties. One of these institu- 
tions was collective education, an institution which would not 
only free the woman for economic activities during the day but 
which would also free her at night for political, intellectual, and 
artistic activities. 

Two important factors then in the establishment of collective 
education were the strong desires of the kibbutz to free the woman 
from domination by her husband and to emancipate her from the 
“yoke of domestic service.” That these twin desires have been 
satisfied is proudly acclaimed in an official pronouncement of 
The Federation: 

We have given her equal rights; we have emancipated her from 
the economic yoke; we have emancipated her from the burden of 
rearing children; we have emancipated her from the feeling of “belong- 
ing” to her husband, the provider and the one who commands; we have 
given her a new society; we broke the shackles that chained her hands. 

The perpetuation of kibbutz values. The kibbutz is concerned 
that its communal-agricultural values be perpetuated by its chil- 
dren. As one chavera put it, from the very beginning. 

We realized that without children we had nothing to do here (i.e., 
children were the raison d'etre for the entire kibbutz enterprise) . . . 
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What is our goal? That our children should follow in our way. This is 
the only thing we have . . . Every other utopia has failed, and maybe 
here too there will be ehanges. But we shall sueeeed if we ean train 
our ehildren at least to follow in our way. 

Hence the kibbutz educational system, in the words of The 
Federation’s Education Director, can have but one aim: 

. . . to raise a generation whieh will pereeive as its vision the fortifiea- 
tion, perfection, and glorification of the eommune, and which will be 
prepared to lend a shoulder and to dedieate its life to the eontinuation 
of the work of the founders with love and with eonscious purpose . . . 
In the “tender years” it is the funetion of edueation to lay the emotional 
and psyehologieal foundations on whieh the deliberate edueation of the 
future ean be built . , . 

But the kibbutz is perceived by its founders as more than an 
agricultural commune. It is “a cell in the social revolutionary 
movement.” Indeed it is this political-ideological characteristic of 
the kibbutz, including “its solidarity with the entire working 
class,” that, according to a leader of The Federation, “prevents it 
from becoming another petit bourgeois society.” If this be so, 
then an important aim of the kibbutz educational system is to rear 
its children to identify with the entire revolutionary movement. It 
is not surprising then to read in a publication of The Federation 
that collective education serves as a 

. . . link in the attempts of a revolutionary movement to change the 
ways of life and the institutions of human society. . . . (Its historical 
purpose is) to establish the foundation for the reproduction of the 
kibbutz ideology in the eoming generations, and to raise a human type 
that will be prepared and willing to implement it (the ideology) in 
life.® 

If the kibbutz, in its twin role as agricultural commune and 
revolutionary movement, is to transmit its values to its children, 
it is necessary, so its founders believed, that the entire kibbutz 
rather than the parents educate the children. Only if the children 
were reared communally, they insisted, could they be trained to 
live communally as adults. For only the commune itself could 

®Even the parents, who in a sense are external to the system of collective 
education, are to play the role (among others) of ideological mentors. For the 
parents, according to the Director quoted above, are not only parents “who love 
their children, but they are also the representatives of a movement for which they 
are being educated.” 
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transmit its communal values, and only by identifying with the 
commune would the children eome to introject its values. The 
communal rearing of ehildren, then, is indispensable for the per- 
petuation of kibbutz values. For it is in this system that the 
children 

. . . from the earliest childhood . . . grow up with the knowledge 

. . . that their future and fate are not determined by their parents 
(alone), but by the kibbutz as a whole. 

This could not be achieved in the conventional child-rearing 
situation in whieh 

. . . the family is the cell of society, and the child’s education is in its 
hands. In the kibbutz the family is but one of many foci for the chil- 
dren, and society has taken over the main job of education. 

It is true, of course, that specifie soeializing agents, rather than 
the entire kibbutz, rear the children. But these socializing agents 
are appointed by the kibbutz and, in theory, represent the kibbutz. 
Moreover, in the early years of Kiryat Yedidim when this eoncep- 
tion of the entire kibbutz as socializer was taken mueh more seri- 
ously, the special relationship that obtained between a child and 
his biological parents was deliberately deemphasized. When, for 
example, parents would visit their ehildren in the nurseries they 
would deliberately refrain from singling out their own ehildren 
for special attention, but would attempt to interaet with all the 
children with equal frequeney and intensity. In this way, it was 
felt, the ehild would come to perceive the entire kibbutz, rather 
than just his parents, as his primary group. Even today the cha- 
verim refer to ''our child” or "our children,” as if they indeed be- 
longed to the entire group. 

Demoeratization of society. In a Marxist journal, a Federation 
educational authority writes. 

Collective education is a necessary consequence of the collective 
society . . . The principle: from each according to his abilities to each 
according to his needs — finds its complete realization (in the kibbutz). 
This social equality requires educational equality for each child . . . 

The principle of equality is a primary value in kibbutz eulture. 
One of the ways in whieh ehildren eould be assured of equality, 
it was thought, was through a system of eolleetive edueation. In 
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such a system there could be no inequalities. All the children 
would be reared by the same nurses so that there could be no 
difference among the children as a function of the differential 
abilities, intelligence, skills, and so forth found among parent 
socializers. Nor could there be any material inequalities in com- 
munal education, for every child, regardless of the social or eco- 
nomic position of his parents, would receive the same clothes, 
food, toys, instruction, as every other child. 

Hence, in the early years of the kibbutz, ‘"equality” in educa- 
tion was taken most seriously and came to mean literal equality. 
In the early years of the kibbutz, for example, “equality” meant 
that all infants of the same age were expected to have the same 
weight; or, if a mother had no milk, her baby was nursed by 
another nursing mother (because it was believed that mother’s 
milk was more nutritious than cow’s milk). 

These, then, are the ideological foundation stones upon which 
the educational edifice of the kibbutz was erected. Collective edu- 
cation was to destroy the patriarchal authority of the father, and 
thus establish a warm and affectionate parent-child relationship; 
it was to lead to the emancipation of the woman and to her full 
social equality; it was to serve as the efficient means of transmit- 
ting kibbutz values; and it was to guarantee educational equality 
to all children. 

GOALS 

Although this educational system stems from, and is related 
to, many of the values upon which the kibbutz itself was founded, 
its aims — like those of any educational system — are educational. 
What are the goals of collective education? For what is the kibbutz 
educating? 

In the questionnaire administered to parents they were asked 
to rank in order of importance a series of values which they hoped 
to inculcate in their children. Since parents are only one part of 
the educational process, it may be assumed that their responses 
not only reffect the values which they personally wish to transmit 
to their children, but those which they expect the entire educa- 
tional system to transmit as well. These values, ranked in order of 
importance, are as follows. 

1. Work 
2. Love of humanity 
3. Responsibility to kibbutz 
4. Good character 
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5. Intellectualism 
6. Socialism 
7. Zionism 
8. Social participation 
9. Patriotism 

10. Cooperation 
11. Private initiative 
12. Good manners 
13. Respect for parents 

This list should not be understood to imply that those values 
that are low in order of importance are necessarily unimportant 
in the kibbutz. On the contrary, the thhteen values that the re- 
spondents were asked to rank were selected because they were the 
most frequently mentioned in interviews and discussions. It does 
mean, however, that the chaverim consider work and the love of 
humanity to be more important values than, for example, good 
manners.'^ 

The respondents were also asked to rank in order of importance 
certain ambitions which they hoped might be achieved by their 
children. The results were as follows. 

1. Good chaver 
2. Good worker 
o f Active in kibbutz 
'^TWell-liked 
4. Ideologically sound 
5. Creative 
6. Cultured 
7. Respected 

An examination of these values and ambitions reveals that the 
goal of education, as perceived by the parents, is the creation of 
what the kibbutz terms, the “synthetic personality,” and this goal 
is identical with that envisioned by the Department of Education 
of The Federation. The synthetic personality, according to The 
Federation’s educational director, is: 

. . . possessed of an ideological-political backbone on the one hand, 
and of a highly technical-vocational level, on the other; who strives for 

It is of interest to note that respect for parents was ranked as the least 
important value, in view of the twin facts that most of the respondents indicated 
that they had rebelled against their own parents, and that their avowed aim is 
to achieve family egalitarianism. 
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a maximal combination of spiritual and physical labor ... a person 
of deep and embraeing culture, who will be capable of eontributing 
to the ideational, eeonomie, and cultural elevation of kibbutz soeiety. 

Finally, the person reared in the kibbutz is: 

. . . independent, original in his ideas, insists on his opinion but tries 
to understand everything before he aeeepts it; he will be revolutionary, 
a negator. It will not be easy to lead him, although he will be amenable 
to reason. He will love the eollective and will be ready to do a great 
deal for it. He will be forceful and will want to take his fate in his own 
hands. No external, ruling authority will have an influenee on him. 
He will do nothing out of fear, and will not reeognize the authority 
of any person exeept from an inner attitude . . . 
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CHAPTER 3' THE NURSE AND NURSERY TEACHER 

INTRODUCTION 

Certain persons, responsible for the socialization of the infants 
and young children, are, presumably, the most important social 
influences on their development. These agents of socialization fall 
into three groups: the nurses and nursery teachers, with whom the 
children interact in the children’s houses; the parents, with whom 
the children interact primarily in their rooms; and other individ- 
uals who play some role in the children’s development. 

The adult with whom the young child has most frequent con- 
tact and who is directly responsible for his well-being and his 
education is his “nurse” (metapelet), the ofiicial representative of 
the kibbutz, as it were. It has been noted that the children are 
organized into small peer-groups, each kevutza with its own 
nurses. In general, each kevutza has two permanent full-time 
nurses, although both may not always be present in the house at 
the same hours of the day. One of the two nurses is regarded as 
the “chief” or “head” nurse of the group, and the kevutza is desig- 
nated by her name; the kibbutz refers, for example, to “Shlomit’s 
kevutza,” or “Rosa’s kevutza.” At the age of approximately three 
years, the children of a kevutza are assigned a nursery teacher 
(ganenet), in addition to one of their regular nurses, and she then 
becomes the “head” nurse of the group. With a few exceptions, 
nursery teachers and nurses fulfill generally the same functions, 
therefore both will be referred to as “nurse.” 

The use of the singular does not imply that the child has but 
one nurse and one nursery teacher from infancy until he enters 
the grammar school. Nurses receive specialized training for work 
with certain age groups so that, according to the formal structure 
of collective education, the child has at least two nurses in his first 
six years — one in the Nursery, and one during the long interval 
between infancy and his entry into the grammar school — and one 
nursery teacher. In practice, however, this continuity almost never 
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exists. Nurses resign because they wish to leave the kibbutz tem- 
porarily for further training, because they are pregnant, or because 
they wish to work elsewhere in the kibbutz — in the fields, for 
example. They resign when their charges become older because 
they feel unable to cope with them and think that the children 
should have a nurse who is better trained to deal with children at 
these older ages. And, finally, a nurse may resign because her 
relationship with the parents has deteriorated to the point that her 
work is affected. Therefore the young child may be exposed to 
many nurses. 

When, at the age of seven, the child enters the grammar school, 
his kevutza is assigned a new nurse and a teacher, both of whom 
will remain with the same kevutza (unless they resign) until the 
children graduate to the high school, at the approximate age of 
twelve. In either event, whether his experience with individual 
nurses is continuous or discontinuous, the child in Kiryat Yedidim 
is reared solely by females throughout the formative years of his 
life. 

QUALIFICATIONS 

Nurses and teachers are almost always chosen from the general 
kibbutz membership and from those women who voluntarily wish 
to work with children. With rare exceptions these women are 
married and have children of their own.^ These volunteers must 
be acceptable to the Education Committee of the kibbutz, the 
Nurses' Committee, and the work assignment chairmen. The 
Education Committee must pass on the candidate’s educational 
qualifications; the nurses, on her ability to work with them on a 
basis of congeniality and compatibility — as well as on her train- 
ing and personality; and the work assignment chairmen (who are 
concerned with the over-all kibbutz economy) wish to be sure 
that the chavera is assigned to the position that will utilize her 
abilities to the fullest extent.^ 

^ Assistant nurses need not be members of the kibbutz. An adolescent from one 
of the youth groups residing in Kiryat Yedidim may be assigned to help in a 
kevutza, for example, or a girl from the Army group stationed in the kibbutz may 
work with the children. Older children of the kibbutz — high school girls who 
work a few hours each day — may also help with these younger groups. A child 
may thus have contact with women of many ages, ranging from adolescents to 
grandmothers. 

^ Generally speaking, chaverim may choose to work in that branch of the 
economy that is most congenial to their own interests, but if the kibbutz feels 
that talent is being wasted, or if there is a great need for workers in a particular 
branch, pressure may be applied to recruit individuals into or out of work assign- 
ments. For a detailed discussion of work assignment, see Spiro, Kibbutz, eh. 4. 
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Few women have any professional training before volunteering 
to work as nurses. Some, however, had studied in teachers' col- 
leges in Israel, a few had received training before migrating to 
Palestine, and one had had the opportunity of working with Anna 
Freud in England. But for the most part, nurses are not selected 
on the basis of formal training, but on the basis of personality 
qualifications. Specifically, the kibbutz, represented by the Educa- 
tion Committee, wants to know if the candidate likes to work with 
children, if she has patience, if she is good-tempered and, most 
important, if she genuinely likes children. One of the most re- 
spected nurses in the kibbutz evaluated two other nurses suc- 
cinctly: “Ruth is a good nurse because she loves babies. Obviously, 
she doesn’t love them all equally, but she loves babies. Rachel is 
not a good nurse because she does not have this love.” She also 
felt that to be a nurse, one must be devoted, not only to the chil- 
dren, but also to the ideals of medicine and nursing: “It is more 
than an eight-hour-a-day job, and it means continued study and 
learning.” 

Parents and educators attempt to maintain high standards in 
their selection of nurses, but sometimes they are compelled to 
accept a candidate of whom they disapprove. The manpower 
shortage within the kibbutz is perhaps the most important reason 
for this compromise with standards. If a nurse is needed and all 
the women who might have been acceptable are permanently 
assigned to other positions, the committee may be forced to accept 
one who does not meet their standards. Similarly, if a woman is 
not permanently assigned, and the work assignment chairmen can 
find no other suitable position for her, they may insist that the 
nurses accept her to fill a vacancy. On one occasion during the 
course of this study a woman who was felt to be unqualified for 
the position insisted on becoming a nurse and threatened to leave 
the kibbutz if she did not gain her goal. Faced with this ultima- 
tum, the committees acceded. 

If there is time the neophyte nurse will be sent to an inter- 
kibbutz seminar for instruction in child psychology, educational 
theory, and practical advice in the handling of children’s groups 
and in dealing with common behavior problems. If there is no 
time for her to attend such a seminar, her training will have to 
come through experience and from advice and information that 
more experienced nurses share with her. Nurses who work with 
infants always receive special training. Two, for example, received 
nurses’ training in Israeli hospitals and one had studied at the 
American University in Beirut. 
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Although many nurses begin their work without formal train- 
ing, it is not aceurate to describe them as naive in the field of 
child development. Education is a primary concern of the kibbutz 
and, as such, constitutes a ubiquitous topic of conversation and 
concern among the members, as well as a subject of speeches by 
visiting lecturers. Almost everyone, therefore, knows the official 
kibbutz attitude and approach to such things as aggression, mas- 
turbation, sharing, feeding, and toilet training. Once a woman 
becomes a nurse, moreover, she has a number of opportunities for 
study and training. The Federation arranges special short courses 
and refresher courses for nurses at regular intervals which they 
must attend. In addition, formal courses in psychology, education, 
and so forth are offered in the inter-kibbutz teacher’s college, and 
many nurses are granted periodic leaves in order to complete a 
semester of work. The Federation arranges conferences for nurses , 
of children of different age levels in which special problems and 
techniques are discussed. And The Federation publishes an edu- 
cational periodical which deals with practical and theoretical as- 
pects of child care and development. The articles in this periodical 
are written by both professional educators of The Federation 
(psychiatrists, lay analysts, psychologists, and others) and nurses 
and teachers in the various kibbutzim belonging to The Federa- 
tion.^ 

Although nurses may begin their work without training, all 
nursery teachers receive formal training before assuming their 
duties. A nursery teacher may begin as a nurse and, if she reveals 
exceptional skills and abilities, she and the kibbutz may agree that 
she be sent for formal training as a teacher. She receives special- 
ized training for a period of two years in the teacher’s college 
sponsored by the inter-kibbutz movement. The chief difference 
between the nursery teacher and the nurse, therefore, consists in 
the former’s greater degree of formal training in child psychology, 
children’s behavior problems, and techniques of child care and 

® The table of contents from one issue of this journal illustrates, not only the 
various types of problems with which the kibbutz educators are concerned, but 
also the level of their educational sophistication, 

1. Modern Pedagogy: Attainments and Failures 
2. The Functions of the Home Room Teacher in the High School 
3. Marxist Criticisms of Intelligence Tests 
4. Boys and Girls at Puberty 
5. On Educational Techniques with Difficult Children 
6. Some Problems of Education for Social Living 
7. Purposes of Education in the Younger Ages 
8. On the Story for Children 
9. Discussions, Comments, Book Reviews. 
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development. The nursery teaeher, eonsequently, is a more so- 
phisticated worker than the nurse, but she shares the general cul- 
tural and psychological characteristics of the nurse. Both receive 
their training, moreover, from the professional educators of The 
Federation and the kibbutz movement in general, so that their 
educational attitudes and values, as well as their techniques of 
socialization, are similar. 

That the nursery teachers specialized training is important 
for the best development of children, once the latter reach the age 
of three years, is recognized by everyone who has worked in the 
kibbutz educational system. Nurses working with younger children 
would frequently point out that they would not be able to con- 
tinue with their groups much longer since they did not feel quali- 
fied to do so, or that they would be able to continue only if teach- 
ers were assigned to work with them. The nurse in one kevutza, 
whose members were already three years old, attributed much of 
the difficulties she was experiencing to her lack of specialized 
training, and insisted that if she did not receive a nursery teacher 

she would resign from her post. In a still older kevutza, whose 
children were five years old, the nurse had to play the role of 
teacher because of the latter’s prolonged illness. Although a warm 
and friendly person, she was totally untrained, and had genuine 
difficulties in handling the children. She, too, was very much 
aware of her deficiencies and admitted to the observer that at 
times she was at a loss to know what to do. 

In addition to formal courses, one source of training which 
some nurses have employed is self-study. One nurse, with much 
formal training, managed to keep up with much of the literature 
in child development in other countries. Prior to World War II, 
she had taught herself German in order to read the professional 
literature published in that country; during the war she taught 
herself English in order to read the literature from England and 
the United States. She is also able to follow professional develop- 
ments in the Soviet Union, for she reads Russian as well. 

In general, it may be said that the nurses with the most formal 
training are the most secure professionally, while the professional 
insecurity of some nurses may be attributed to lack of formal 
training. Such professional insecurity is reflected, for example, in 
the frequency with which nurses asked us for our opinions of the 
children. Were they behaving ''properly”? Was this or that be- 
havioral manifestation "normal”? Was this problem typical of 
children of this age? Was the nurse handling this problem in the 
proper manner? Often, nurses would apologize for the behavior 
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of the children, as, for example, one nurse always explained during 
mealtime that her two-year-olds were not well-mannered be- 
cause “when there is a visitor, they don’t eat properly. They 
want to look at the visitor.” In many instances the behavior in 
question appeared “normal,” and some knowledge of children’s 
developmental norms would have alleviated the nurse’s doubts. 
In most instances, moreover, the nurse’s approach to the behavior 
problem with which she was concerned was competent, and, 
again, greater theoretical acquaintance with the nature of chil- 
dren’s problems and with techniques for coping with them would 
have served to allay anxiety. 

The professional insecurity so often found among the nurses 
is heightened by another type of insecurity they display — “ideo- 
logical” insecurity. Many nurses, even after years of experience 
and training, are not wholeheartedly committed to the system of 
collective education, either in its entirety or in specific details. 
This attitude of doubt was rarely stated directly, but it was often 
implied in the many questions directed to the observers — ques- 
tions that seemed to request reassurance that their work was im- 
portant; that collective education was superior to, or at least as 
good as, the more conventional types of child-rearing; that it did 
not produce the harmful effects that its critics claim or that even 
they sometimes suspect. To what extent the doubts and insecuri- 
ties of the nurses are communicated to, and influence the develop- 
ment of the children is difficult to assess, as we have no data that 
bear on this subject. 

CHARACTERISTICS AND DIFFERENCES 

With some few exceptions, it may be stated that the nurses are 
warm and loving toward the children for whom they care, and 
they appear to be genuinely devoted both to their work and to 
their charges. Most nurses possess the patience required for their 
work, and there are only rare instances in which a nurse was ob- 
served to lose her temper. This patience is maintained regardless 
of how trying the children may become, the difficult circumstances 
under which some of them work, and the long hours they work. 

Statements about the nurses are based, of course, on our im- 
pressions. Their reliability, if not validity, may be judged by the 
high degree to which the impressions of both researchers agreed; 
by the consistency with which impressions recorded at the be- 
ginning of a period of observation were in accord with those re- 
corded at its end; and by the high degree of agreement between 
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our impressions and the evaluations made of individual nurses 
by parents and other kibbutz nurses. 

In attempting to evaluate twenty permanent nurses and nurs- 
ery teaehers who work with the younger children, we employed 
a rating scale based on two sets of criteria: the standards employed 
by the kibbutz in selecting nurses — love for the children, pa- 
tience, insight, skill in handling children, and devotion to their 
work — and the children’s observable reactions to their nurses. 
On the basis of these criteria, nurses were ranked on a five-point 
scale. Of the twenty so ranked, five who were considered to be 
as good with children as normal human beings could be received 
a Superior rating; three were rated as Excellent, six as Good, five 
as Questionable, and one was considered a tragic error. The 
average nurse, then, turned out to be better than Good, but not 
quite Excellent. Of the fifteen nurses who were rated as less than 
Superior, six were felt to be handicapped by lack of training, seven 
were considered to lack certain basic personality requirements, 
one was deficient in both areas, and in one case the researchers 
felt unable to judge the basis for the nurse’s deficiencies. Of the 
eight nurses who rated as Superior or Excellent, five were among 
the most highly trained nurses in the kibbutz; the other three had 
all had some formal training, but their performance appeared to 
be a function of natural skill and insight rather than of training. 
That ability as a nurse is not based on training alone is further 
emphasized by the fact that others who were highly trained did 
not receive top ratings — indeed, one such nurse was rated as 
Questionable. 

That six of the twenty nurses failed to meet the standards of 
both the kibbutz and the researchers (by falling into the two 
lowest ratings) indicates, of course, that the kibbutz is often un- 
successful in its attempts to obtain the best educators for its chil- 
dren.^ This failure may be the result of several factors. One is that 
the kibbutz (as represented by its Education Gommittee) may 
feel that these nurses, whatever their handicaps, are still the most 
suitable women for their jobs. In a small community, there simply 

^ Thirty per cent seems a high percentage for a community in which education 

is of such great concern. That these six nurses fail to meet kibbutz standards is 

attested to by the fact that they were the most frequently criticized by their col- 

leagues in the educational system. (Some nurses are more than ready to criticize 

others, which may be another manifestation of professional insecurity. On the 
other hand, those nurses who appeared to be the most secure in their work were 
as quick to praise nurses whom they considered to be good, as they were to 

condemn those who did not conform to their high standards.) 
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may not be a sufficient number of women who are suitable for this 
work; alternatively, some women who are suitable and/or even 
have training in child care do not, for various reasons, wish to 
work with children (there are such cases in the kibbutz). In addi- 
tion, there is the ever-present economic pressure that prevents the 
kibbutz from permitting a trained worker in a productive branch 
of the economy to become an ‘‘unproductive” nurse, however 
qualified she may be/ 

In any event, and whatever the reasons, it is apparent that 
not all nurses are cut from the same cloth. Some take a deeper in- 
terest in their charges than do others. Some are dedicated women 
who view their work as a calling, while others consider it merely a 
job. In short, not all the nurses are the warm, patient, and skillful 
persons referred to above. Still others, although warm and affec- 
tionate, display qualitative differences that are often difficult to 
spell out. In describing one nurse, for example, one of the research- 
ers recorded in his diary: 

It’s impossible to state how Tamar differs from the other nurses — 
I can only say that she is different. She is very “sweet,” never raises her 
voice, and is very quiet. She doesn’t talk very much to the babies, ex- 
cept when she is trying to comfort one of them. Neither is she given to 
much physical affection. . . . She appears to be very easy going, never 
bothered by anything, and does not seem to be worn down by the 
babies. Sometimes, though, Tamar’s face wears an expression of 
“pain,” as though she is silently suffering from or being disgusted with 
the children. ... Or is it merely a natural expression of hers? . . . 
It seems to me that one of the reasons she is not bothered by anything 
is because she often appears to be “not here” — that is, she often seems 
to me to be withdrawn from the reality situation. 

Another reason for qualifying the picture of warm, loving, and 
kindly nurses is necessitated by the so-called “part-time” 
nurses. These are relief nurses who may be assigned to work 
in a kevutza only one day a week, when a permanent nurse has 
her day off, or for a few weeks when a permanent nurse is ill or 
on vacation. The behavior of some of these part-time nurses is in 
marked contrast with the behavior of the typical permanent nurse, 
for some are highly rigid, shrill of voice, and authoritarian. One 
part-time nurse worked in one kevutza for almost a month, and 

® We have frequently noted that the exigencies of the kibbutz economy often 
take precedence over the needs of the children’s community. While this appears 
to belie the statement that the kibbutz is a child-centered society par excellence, 
the kibbutz argues that, were the economy to fail, its entire system of child care 
and education would also fail. 
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the children's adverse reaction to her extreme irritability and 
authoritarianism was revealed by the notable increase in disobedi- 
ence and intra-group aggression when she was on duty. The kib- 
butz is well aware of the deleterious influence of such women on 
the children, but, again, the economic pressures are such that it 
feels unable to rectify the situation. The nurses complain bitterly 
about such unacceptable substitutes or assistants, but they too ad- 
mit the helplessness of the situation. When one child in her 
kevutza was quarantined and, hence, placed in the charge of a 
part-time nurse, the regular nurse complained to the observer, 
'‘Today, RENA is taking care of him, and she is excellent . . . But 
tomorrow? You will see what they (the work assignment chair- 
men) will send me!" 

Nurses not only reveal personality differences, but they also 
reveal differences, and even inconsistencies, in their training meth- 
ods. In one kevutza, for example, the head nurse does not permit 
the children to take food outside. If they want bread and butter 
or some other snack, they must eat it in the house. (Her rationale 
for this stricture is simple: two-year-olds are too likely to drop 
the food in the dirt and then eat it.) The other nurse in the same 
kevutza is either unaware of, or disagrees with, this attitude, for 
she permits the children to take food outside. There are a few 
occasions when inconsistencies between nurses break into open 
conflict in the presence of the child. While such open conflicts 
among nurses are generally rare, there is one kevutza in which 
two nurses were in frequent disagreement, and this disagreement 
was occasionally manifested in the presence of the children. The 
following excerpt is an obvious illustration.^ 

SARA brings cups of pudding to the table. Mirav (two years) wants 
none, so RACHEL puts her to bed. SARA says she should sit on the cham- 
ber pot. RACHEL says she "sits all day and doesn’t do anything.” SARA 

goes into the bedroom, takes Mirav from bed, and puts her on the 
pot. ... (In a little while) Mirav says "dai” (enough), hasn’t made 
anything, RACHEL gloats and shows the empty pot to SARA. SARA says 
she is just being trained and should sit on the pot whether she does 
anything or not. 

Differences are found not only between nurses within one 
kevutza, but among the different nurses who administer to the 
children at various periods in their development. Hence if a 
kevutza should receive a new nurse as a replacement for a former 

® For descriptions of adult-child interaction, we have printed names of adults 
in capital letters and names of children in lower case, 
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one, the ehildren may be exposed to inconsisteneies, and they may 
have to unlearn certain things which they have already learned. 
One nurse may insist, for example, that a child eat his food, and 
another nurse may tell him, “It’s not necessary.” Some nurses insist 
that a child use only his own bib and spoon at mealtime; others 
are more permissive about these matters and allow the children 
to use each other’s bibs and spoons. Again, while some nurses are 
insistent that a child sit on his chamber pot at regular intervals 
when being trained, others are considerably more permissive 
about this. 

Such inconsistencies, admittedly, are trivial. But there are cases 
in which the inconsistency may involve basic educational patterns 
or even kibbutz values. When, as sometimes happens, the part- 
time nurse is not a member of the kibbutz, she may, because of 
unfamiliarity with certain patterns of collective education, intro- 
duce values that are in sharp contradiction to its values. The fol- 
lowing example, in which such a part-time nurse employs a com- 

petitive socialization technique, is a case in point.^ 

YAFFA (the nurse’s assistant) is feeding Esther (one year, four 
months), CHAYA (nurse) feeds Aryeh. YAFFA says to Esther, “Let’s see 
who will finish first, Aryeh or Esthy” . . . Esther expresses no interest 
in this proposal, so YAFFA says, “Oh, Aryeh will finish first.” 

FUNCTIONS 

Quantitatively, at least, the nurse is the most important social- 
izer for the young children of Kiryat Yedidim. Among the mani- 
fold duties that she performs as the socializer, four distinct but 
closely related functions may be discerned. The nurse, first of all, 
is a caretaker — she is responsible for the physical care and well- 
being of the children in her charge. Ller second function is that of 
nurturer — she gives love, affection, warmth, and comfort. Third, 
it is she who transmits the kibbutz values to the children. And, 
finally, she trains them in the basic disciplines — such as feeding, 
toilet training, and independence training. 

In short, the nurse assumes virtually all the functions and 
duties of the parent in Western society. This parental role be- 
comes even more inclusive on those occasions when a child’s 
parents are away from the kibbutz — on vacation, for example. 

This is not to say that nurses never utilize the technique of competition. On 
rare occasion, they do. The distinction to be noted here is that among the kibbutz 
nurses such a technique is rare; ^^mqng the “outsiders” who work with children it 
is frequently employed. 
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At such times, the nurse will take the child to her own room in the 
evening and play with him as she plays with her own ehildren; 
and if he is still at the age where his parents normally put him to 
bed, she will also perform this task. Thus she is oeeasionally called 
upon to play not only her own role as nurse, but the role of parent 

as well. .1.10585' 

Caretaking functions. A nurse who works with any group of 
ehildren at the age levels under discussion — that is, from birth 
through grammar school — must serve all four funetions, 
but the amount of time and energy she expends in any 
one is dependent both upon the speeifie age level of, and the num- 
ber of ehildren in, her group. It is obvious that nurses who work 
with infants and toddlers spend a greater part of their time as 
caretakers — ehanging diapers, feeding children, bathing them, 
and so on — than they do as trainers; and that this ratio is reversed 
in the case of nurses and nursery teachers who work with four- 
and five-year-olds. In all groups, however, the nurse is responsible 
for those other earetaker functions that we may label “housekeep- 
ing duties,” and there is no great diminution of these duties as the 
ehildren mature — for beds must still be made, floors must still 
be mopped every day, food must be fetehed from the ehildreiTs 
eommunal kitehen (where it is prepared by the cooks rather than 
the nurses), dishes must be washed, laundry must be eolleeted 
and taken to the kibbutz laundry, hand-laundry and some ironing 
remain to be done. (Children in the kindergartens, however, as- 
sume responsibility for some of these ehores, sueh as bringing the 
food and emptying the garbage.) 

This preoeeupation with housekeeping duties often interferes 
with the nurse’s exeeution of her other responsibilities. In the 
Nursery, for example, where there may be as many as sixteen 
babies at any one time, there are never more than three nurses on 
duty simultaneously; and during eertain hours of the day, there 
is only one nurse to eare for all the babies. Thus, a nurse is con- 
stantly busy performing her many duties, and the care she is able 
to give the babies must always be evaluated in terms of her busy 
and exhausting sehedule. Like all ehaverim, nurses work approxi- 
mately fifty-four hours a week, but a nurse may often work many 
more hours if, for example, a ehild is ill or disturbed, or if, devoted 
to her work, she feels that her eharges need her presenee at other 
than her seheduled hours of work. Many of her caretaking fune- 
tions, furthermore, may become monotonous and thus affeet her 
performanee as a nurse. Even the dedieated head nurse of the 
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Nursery once remarked as she was undressing a baby, ‘‘Every 
day it’s the same thing. Sometimes it gets so monotonous, so bor- 
ing.” Thus, the quantity and dullness of her caretaking chores 
serve to limit the time and energy that a nurse can devote to the 
other aspects of her role. 

When the children move from the Nursery into their Toddlers’ 
House, their kevutza, composed of eight children, is in the charge 
of two nurses who, theoretically, have specialized functions. One 
assumes the housekeeping and other caretaker functions, wTiile 
the other nurse assumes the primary role of training the children. 
Both, of course, are expected to give love and affection, but it is 
assumed that the nurse who trains the children will preponder- 
antly serve these nurturant functions, since the children have 
greater contact with her than with the other nurse. In practice, 
this division of labor is not so distinct. It is always true that one 
nurse is the chief socializer, but because the housekeeping duties 
are so numerous and the demands of eight children so great, both 
nurses must serve all four functions — especially during the after- 
noon hours when only one nurse is on duty with the children. 
Thus it is that the nurses often have little time for guiding the 
children in their play and other activities. 

The consequence of this preoccupation with the details of the 
daily routine is that the children often interact with no adult 
supervision. This means, for one thing, that some of the children’s 
physical needs remain unsatisfied. Children, for example, often 
wear wet or soiled pants (before they are toilet trained) for a 
long period before a nurse can change their clothes. It means, for 
another thing, that certain acts — such as aggression — may go 
unsocialized because a nurse is not present to observe the act. 
It means that exceptional children — the superior and the re- 
tarded— receive no special guidance and must fend for them- 
selves as best they can. And, finally, it means that a child who cries 
for comfort and/or protection because he has had an accident or 
has been the victim of aggression may find that there is no one 
to care for or console him. This is particularly true for the young 
toddlers, who are always confined to some play area. If they are 
in the yard, for example, they are confined by a fence; if they are 
in the playpen, they are confined by its high rails. It is therefore 
impossible for them to physically seek out the nurse if she is in 
the house; and there are times when she simply fails to hear their 
crying. This is the most frequent consequence of the nurse’s neces- 
sary preoccupation with what are often mere janitorial chores. 
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and it has, perhaps, a most important effect on the child’s develop- 
ment.^ 

These manifold duties of the nurse have still another effect on 
the children. Some nurses are so harassed by the constant de- 
mands made upon them, that often their voices betray a shrill 
quality that can only be the result of tension. The average nurse 
is almost always patient, but often the effort to control her temper 
is great, and the children must surely be aware of both this ten- 
sion and the effort to control it. The shrillness of the nurse’s voice 
merely adds to the noise and confusion necessarily found in a 
house inhabited by eight toddlers. 

These unfortunate effects of the nurse’s routine are consider- 
ably ameliorated once the children begin to work with a nursery 
teacher. By then, they have reached the age at which training in 
many basic skills has been completed, and less time need therefore 
be devoted to the purely physical aspects of the nurse’s work. 
There is at this age a sharper division of labor between the nurse 
and the teacher, but they still continue to serve all four functions. 
The nursery teacher, free of many caretaking duties, is with her 
charges much more than are the nurses in the younger groups. 
She is not only present more frequently, but her presence is more 
creative; that is, she not only supervises the children’s behavior, 
but she is able to lead them and to direct their behavior into pro- 
ductive channels such as painting, modeling with clay, storytelling, 
and hiking. 

Nurturance. Although the innumerable duties of the nurse 
often prevent her from expressing affection for the children, it 
must be stressed that she frequently, albeit briefly, expresses her 
affection for them. These examples of such affection and comfort, 
taken at random from the Nursery and Toddlers’ Houses, illustrate 
both the occasion for and the quality of the nurse’s love. 

Uzi (ten months) begins to cry . . . MALKA walks by, hugs him, 
puts her forehead to his, kisses his forehead, puts him on his back. 

SHULAMiT combs Yitzhak’s (seven months) hair . . . She holds him, 
coos, hugs him, returns him to bed. 

® The Federation strongly recommends that a kevutza be composed of six 
children and two nurses. Kiryat Yedidim has organized its kevutzot into groups of 
eight because of its manpower shortage. It may be remarked, however, that some 
kibbutzim which are much younger and, therefore, not in such good economic 
condition as Kiryat Yedidim, have found it possible to organize the children into 
smaller groups. On the other hand, the youth of these kibbutzim means that their 
children’s populations are much smaller, and that they must therefore sacrifice 
proportionately fewer “productive” workers to the educational system. 
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Shlomit (three months) is quiet while being dressed . . . RIVKA 

holds her, eoos, squeezes her, jabbers to her . . . 

GHANA eomes into the room, and Iris runs to her. GHANA picks her 
up. Iris hugs her, laughs, clings to her . . . GHANA tells her that she is 
“yefefiya” (beautiful) and says to me that Iris is “niflaa” (a marvel) — 
in front of all the children . . . GHANA lifts Iris by her hands, and Iris 
climbs up her stomach . . . 

ETTA comes into the room, and says, ''Come, Amiki” . . . He comes 
to her, she picks him up, tells him that, "We are going to see the nurse” 
. . . ETTA asks him for a kiss, and he kisses her on the mouth . . . 

Pnina tries to climb on SHLOMIT’S lap . . . SEILOMIT hugs her, lifts 
her onto her lap . . . 

ROSA dresses Omri, talks to him. She picks him up and hugs him, 
saying, "Where can I buy a good boy?” 

Omri is crying . . . ROSA comes in and sits on the table. She puts 
his head in her lap and strokes him. He quiets . . . 

The nurse’s affeetion for the ehildren in her kevutza is best 
symbolized by the following incident, in which the nurse is so 
attached to her charges that she can accept certain kinds of be- 
havior in them which she would find offensive in other children. 
This affection is found over and over again among the nurses. 

GHANA brings in Mirav, undresses her . . . Mirav has soiled her 
pants, and she smells. GHANA says that when the children "make eh-eh,” 
she doesn’t mind the smell because she is accustomed to it. But one day, 
she worked in GHAYA’S kevutza, and she almost "went crazy” from the 
odor of soiled pants. When queried about her different reactions, she 
said that in the other group, she did not know the children and did not 
love them as she loves the children in her own kevutza. “This,” she said 
emphatically, "is the best kevutza!” 

In some instances the attachment of nurse or teacher to the 
children reveals intense ego-involvement that betrays anxious 
overtones. The comments expressed by a grade school teacher at 
her class’s graduation party are of this nature, as our field notes 
indicate. 

She emphasized how attached she was to the children, how much 
they had become a part of her, and how difficult — almost impossible 
— it would be to part with them. (It was obvious that her entire life 
was involved with theirs, and that she needed their love desperately.) 
She told about her deep devotion to the children, and about their deep 
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devotion to her. She still has so mueh to offer them, she elaimed, that 
it was very sad that she eould not eontinue with them in the high 
school, where she could give them even more than she had in the past. 

Another indication of the teacher’s extreme involvement with 
the children may be seen in the following incident. During the 
summer, when the nurse was on vacation, this teacher substituted 
for her for one week. Since the nurse eats supper with the children, 
she is supposed to be in the school by 6:00. But by 5:00 this 
teacher could no longer stay in her room, and insisted on going 
to the school because “there must be something that I can do for 
the children.” 

The nurse’s attachment to her charges is probably based on at 
least two factors. The first is her genuine affection for children 
with whom she has constant contact and for whose well-being and 
development she is directly responsible. The second is her desire 
to be loved by the children and her consequent anxiety about 
obtaining and retaining this love. Not all nurses are anxious about 
the children’s love, but so many of them are that one cannot es- 
cape the conclusion that this anxiety is a characteristic feature of 
the nurses’ behavior. This personal insecurity is, of course, related 
to the professional and ideological insecurity noted above. The 
nurse who has doubts about her professional abilities or about the 
desirability of collective education is likely to require the chil- 
dren’s love in order to prove to herself that she is a good nurse and 
that the system itself is a good one. 

That the nurses need to be loved by the children was indicated 
in several ways. Nurses would insist, for example, that they were 
indispensable to the children, that they were the best nurse, and 
that the children adored them. One nurse, while discussing the 
problems of a child whose mother had been away for several 
months, said that in order to help the child her main object had 
to be “to get close to him.” While this was surely true, one could 
not escape the impression that an important unconscious motive 
in her desire “to get close to him” was to get him to love her in 
order to satisfy her own needs. We often had the impression dur- 
ing interviews and conversations with the nurses that their (the 
nurses’) emotional adjustment depended, in part, upon the love 
of the children, and that their success as nurses was measured, in 
their own eyes, by their ability to obtain this love. 

One cannot avoid suggesting that this need to be loved derives 
from the fact that the nurse’s own child has, in a sense, been taken 
away from her, and that she compensates for her “maternal” frus- 
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tration by seeking love from the children for whom she cares. This 
suggestion is based on statements of nurses and other mothers who 
implied that their educational system frustrates certain of their 
maternal needs.^ In at least one instance, moreover, the nurses 
themselves not only criticized an excessively nurturant nurse for 
interfering with the well-being of the children, but they perceived 
her extreme manifestations of love as stemming from her own un- 
satisfied needs. 

To say that the nurses love the children, however, is not to 
imply that they love all children equally. With one exception, all 
the nurses interviewed denied having favorites — “All children 
are treated equally.” This is true with respect to such material 
objects as food, clothing, and toys which are generally distributed 
equally or on the basis of need; but it is not true with respect to 
the nurse-child relationship. A nurse will say, in describing a child, 
that he is “terribly spoiled”; of another child, she will say that she 
is “adorable.” Another nurse will comment that a boy is “so good- 
tempered”; of another boy she will say, “He is clever — too clever, 
like his father.” 

These differences in attitude were quite apparent to us and, 
it may be assumed, to the children, in the presence of whom many 
of these expressions of favoritism occur. 

Ghana (three years) stands by SHULAMIT, who is ironing. Other 
children are watching. Ghana hugs and kisses SHULAMIT, who says, 
“This is my girl.” 

Ghana was the obvious favorite of the nurse, who never tired of 
telling the ethnographer how “delightful” she was. Again, at a 
party for the sixth grade, all the children read aloud the essays 
they had written for the occasion. When Rachel, the teacher’s 

® See Chapter 4, pp. 61-62. Compare, Spiro, Kibbutz, pp. 232-233. 
The emotional involvement of the nurses in the children has at least one 

observable consequence of methodological importance. In general, the nurses not 
only love their charges, but exhibit considerable insight into the nature of their 
behavior. But the need to love and be loved by the children serves to distort, and 
even to repress, some of the nurse’s observations. The nurse in one kevutza, for 
example, said that the children in her group did not bite in anger, although we 
observed such biting on a number of occasions. Another nurse characterized one 
child as her most difficult feeding problem. Observation, however, showed quite 
clearly that there were at least two other children who presented far greater feed- 
ing problems, and to whom the nurse had to devote more of her time at meals. 
Perceptual distortions of this kind had always to be taken into consideration in 
evaluating the reliability of interview data. They also, of course, influence the 
manner in which a nurse handles a child. 
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favorite, read her essay, the teacher persisted in looking at me to 
see if I was impressed, and gestured to indicate how superior it 
was. The other children noted her behavior and they, too, looked 
to see my reaction. 

Despite these obvious indications of favoritism, only one nurse 
— a worker in the Nursery — admitted its existence. ‘'Of course,’’ 
she remarked, “I don’t love all the babies equally”; and she ob- 
served further that the nurses begin to react differently to differ- 
ent children from the latter’s earliest infancy. She believed that 
there are two reasons why nurses respond differently to different 
babies, and to older children, as well. The first concerns the child’s 
appearance and behavior. An unusually attractive baby elicits 
more stimulation from the nurses than do other babies. A fussy 
and irritable baby, on the other hand, may be less favorably 
treated, however subtly. The second reason for this differential 
treatment is that it is often difficult for the nurses to dissociate a 
child from his parents, and the child of parents who are disliked 
may receive less affection or fondling than one whose parents are 
liked. This psychological phenomenon, which is all but ignored 
in the official educational literature of the kibbutz movement, is 
probably of more than little importance in the nurse-child rela- 
tionship. For example, one of the boys in the fourth grade is a 
talented artist, but at the beginning of the school year he refused 
to draw in class. It seems that he became hostile to his art teacher 
after it had become apparent to him that the latter disliked him. 
When I asked why the art teacher did not like the boy, I was in- 
formed that she did not like his parents. 

In spite of this differential reaction of the nurses, there is not 
a single case of overt rejection in the record, and there is only one 
case of overt dislike expressed toward a child. This involves Rivka. 
Rivka was obviously and intensely disliked by her nurse. To the 
observer, there appeared to be little objective difference between 
Rivka and the other children in the kevutza, but the nurse often 
insisted that it was difficult to train her as she posed many prob- 
lems. Although this nurse was generally permissive and objective 
in her socialization techniques, with Rivka she was often critical 
and caustic. Behavior which she overlooked in others was reacted 
to with strong criticism when manifested by Rivka. While napping 
or resting, for example, the children frequently talked with each 
other, generally with impunity or with only a mild comment from 
the nurse. But Rivka would often be reprimanded in the following 
manner: 
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Rivka, you yell terribly, and ean be heard from the outside; it’s not 
at all pleasant. 

Rivka, it’s very unpleasant for me, very unpleasant. If you wake up 
before I eome back, you are to be quiet. 

As was true in the ease of the fourth-grade boy diseussed 
above, the nurse’s reaetion to Rivka probably resulted from her 
dislike for Rivka’s mother. The mother, an uneducated and coarse 
woman, was almost universally disliked, and her daughter, ap- 
parently, was paying the price for her mother’s behavior. Thus, 
after reprimanding Rivka, the nurse remarked: “The children re- 
semble their parents in many ways, and they usually follow their 
worst characteristics!” 

In addition to the subtle discriminations in amount and kind 
of love based on personal preferences, the nurse may pay special 
attention to certain children for “professional” reasons. If, for ex- 
ample, a nurse has a child in her group whom she feels to be a 
problem, she may make every effort to give that child as much 
attention and affection as is possible. In some cases, this increased 
attention to the disturbed child may be noted by the children, 
who may then react with hostility to the apparently favored child. 
In one such case that was observed during this study, the nurse 
was very much aware of her dilemma. If, on the one hand, she 
gave increased attention to the disturbed girl, this child might 
suffer from the hostility of her peers; the latter, moreover, could 
also become hostile to the nurse. On the other hand, if she decided 
to ignore this girl’s enormous needs for love and attention, her 
disturbance would undoubtedly grow worse. The nurse concluded 
that the girl’s need for love was so great that the benefits she 
might receive from such love outweighed the suffering she might 
bear as a result of peer hostility, particularly since the symptoms 
of her disturbance were such as to invite hostility toward her 
anyway. Thus, the perceptive nurse is often trapped by the needs 
of many individual children and must always weigh the conse- 
quences of her actions in terms of the individual versus the group. 

Disciplines and values. In the Nursery, the only behavior sys- 
tem with which the nurse is concerned is eating; she begins the 

This generalization of dislike from the parent to the child is another indica- 
tion of individual differences among nurses. Rivka’s siblings in other groups were 
never observed to be the object of dislike or discrimination, although it was 
clear to us that their various nurses heartily disliked the mother. 
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process of teaching the child to feed himself shortly before he 
leaves the Nursery. This training proeess is eontinued in the Tod- 
dlers’ House, v^here toilet training is also begun. At this time, too, 
the nurse beeomes eoneerned with training in independenee — 
with helping the ehildren to develop in motor skills sueh as walk- 
ing, and learning to dress themselves. This is the period in whieh 
training in the extinetion of such responses as erying and aggres- 
sion is begun. The general attitude toward sueh training is gener- 
ally permissive, and the nurses do not expeet to attain their goals 
eompletely with ehildren of this age. 

These training processes are eontinued when the kevutza 
reaehes the age at whieh it is assigned a nursery teaeher. The 
nursery teaeher eontinues to view food and toilet behavior as the 
two most important training areas, followed by aggression, eon- 
fliet, and erying. Even in the Kindergarten, eating, sleeping, and 
aggression remain the most important behavior systems to be 
soeialized. It should be noted that none of the nurses mentioned 
sexual training as one of her eoneerns and observation supports 
this lack of concern. 

Explieit transmission of eertain kibbutz values is generally 
begun only when the nursery teaeher begins to work in the 
kevutza, and the effort to ineuleate these values eontinues through 
the years. One of the primary values that the nurse attempts to 
transmit, beginning with the very young children, is sharing, al- 
though none of the nurses listed this as one of her goals. (It may 
be assumed, however, that it is taken so mueh for granted that it 
would not oeeur to the nurse to single it out for speeial mention.) 
Other values that nurses attempt to transmit to their young 
eharges inelude the love of nature, love of nation, and the im- 
portanee of work, all of whieh are diseussed in a later ehapter. 

In the Kindergarten the teaeher pereeives her most important 
goals to eonsist in helping her eharges to be Hiuman beings” — 
to help eaeh other, and to have no feeling of “mine and thine” 
— and to beeome an “organized” group. (She feels, ineidentally, 
that she has to a great extent attained these goals.) She also initi- 
ates the children into elementary intelleetual skills — numbers, 
for example — and into formal work patterns. 

The teaeher in the Transitional Class (equivalent to our first 
grade) eontinues the training in skills and values begun in the 
early years and, in addition, lays the foundation for formal instrue- 
tion in reading and writing, so that the ehildren are introdueed 
to formal edueation even before they enter the grammar sehool. 
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RELATIONS BETWEEN NURSES AND PARENTS 

The single most important factor that colors the parent-nurse 
relationship is the elementary fact that it is the nurse, rather than 
the parent, who is primarily responsible for the well-being of the 
child. The first important consequence of this fact is the greater 
authority which is thereby invested in the nurse. If the parent 
wishes to do something that the nurse regards as detrimental to 
the child’s welfare, or should he treat his child in a manner that 
the nurse regards as harmful, she may discuss the situation with 
the parent and she expects the parent to conform to her recom- 
mendations. There are, however, great differences in the manner 
in which the nurses exercise their authority, as well as in the 
manner in which parents accept or tolerate it. 

Of all the nurses, the one who wields the most authority over 
the parents is the head nurse in the Nursery. This power does not 
inhere in the position itself, but in the personality of the woman 
who happened to occupy this position at the time of our study. 
Almost all aspects of parent-child interaction are patterned after 
her advice, recommendation, and — if necessary — pressure. The 
parents regard her — and she regards herself — as the person 
ultimately responsible for the babies’ welfare; hence, the person 
who may rightfully make the important decisions concerning their 
care. Rarely will parents disobey this nurse — and then not openly 
— and if they wish to make a change in their infant’s routine, 
they will do so only after obtaining her permission.^^ This nurse 
is well aware of her power. For example, after granting permission 
to a mother to take her very young infant on the lawn, but for- 
bidding her to take him to her room, the nurse remarked to the 
observer: ‘'When I tell them (the mothers) ‘no,’ they don’t do it. 
I never follow them to see. I know they will do as I say.” 

A second consequence of the nurse’s greater responsibility for 
the child is her desire to prove to the parents that she is a good 
nurse. One nurse informed us that when she first began to work 
in her kevutza, she was anxious lest the parents not have confi- 
dence in her. Her anxiety was exacerbated by the fact that the 
nurse who had formerly worked with her group had insisted 
that the children eat even when they were not hungry, for, anxious 
about her relationship with the parents, she was eager to show 
them that the children were gaining weight. Hence, though the 

^ It should be emphasized that a nurse’s decisions are generally not idiosyn- 
cratic, but are based on the rules and regulations of the Department of Education 
of The Federation. 
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new nurse had been trained to be permissive about eating, she had 
serious misgivings about this permissiveness for fear the parents 
would attribute her behavior to lack of concern or disinterest. 
Since parents do not hesitate to criticize a poor nurse, the nurses’ 
desire to prove their worth is understandable, but it is still another 
source of anxiety for them. 

Another consequence of the nurse’s responsibility may be the 
jealousy and/or conflict which sometimes arise between nurse 
and parent. Just as a parent may condemn his child’s nurse if he 
feels that she does not show sufiicient interest or concern, so he 
may also be aroused if the nurse shows so much concern for the 
child that, as occasionally happens, he begins to prefer the nurse 
to his parents. A nurse confessed that she was jealous of her own 
child’s nurse when, one afternoon, her daughter preferred to re- 
main in the Kindergarten rather than come to her parents’ room.^^ 
Hence, though parents may become jealous of their child’s nurse 
when the child leaves them in order to be with her, the nurses 
may be proud when this occurs. 

This emotional involvement in the child on the part of both 
nurse and parent sometimes leads them to compete for the child’s 
affection and such competition may give rise to mutual criticism. 
Nurses complain that certain parents spoil their children, and that 
this makes the nurse’s job much more difficult. “He is the only son, 
and you know what that means!,” says one nurse. “Her mother 
spoils her so, that I cannot do a thing with her,” says another. 
After struggling with a little girl while trying to bathe her, a nurse 
turned to the observer and remarked, “Her mother spoils her ter- 
ribly. She gives her anything she wants, and never makes her do 
anything she doesn’t want to ... (but) they’re all spoiled here.” 

Among the complaints voiced by nurses are, that a parent does 
not love his child enough, that a parent loves his child too much, 
that a parent does not understand the nature of his child’s prob- 
lems, that a parent has no patience in dealing with his child, that 
a parent has no skill in helping his child to develop “properly.” 
Most of the nurse’s complaints about parents, however, concern 

This statement, offered spontaneously, is particularly interesting in the light 
of her later denial, when questioned directly, of the existence of jealousy between 
parents and nurses. She admitted, however, that though the mother is not jealous of 
the nurse, she is “humiliated” when the child displays signs of preference for the 
nurse. But in the same interview, she stated that mothers are actually pleased, 
rather than jealous, when a child loves his nurse, for this indicates that the nurse 
has been “successful” with him. It would appear that her acceptance of the official 
educational philosophy, with its picture of the ideal parent-nurse relationship, does 
not permit this woman to perceive the nurse-parent relationship as clearly in her 
role of nurse as she actually perceives it in her role of mother. 
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their interruption of the child’s daily routine — such as taking the 
child with them during the day, returning them at inconvenient 
hours, coming into the house while the children are eating, or 
putting things back in the wrong place. For example. 

All (the children) sit at the table to eat, but Ghana has not re- 
turned. YAFFA says to me, “Oh, her mother must always take her before 
she eats. It is not good.” 

As TAMAR was cleaning up (at night) she noticed that a parent had 
removed his child’s pants, which were wet, and had hung them up 
neatly, TAMAR commented sarcastically that they think they are saving 
her work! She took the pants and put them in the tub to rinse them 
out. (The point is that when pants are wet, they must be rinsed im- 
mediately, and then put in the laundry hamper. The parent did not 
want to be bothered, so merely hung them up.) 

Mothers complain about the way the nurses handle their chil- 
dren in the children’s houses, and nurses complain about what the 
parent does with his child in the parental room. Sometimes this 
criticism takes place in the presence of the children. 

Mother stands on the walk, holding Elat. Elat cries. Mother de- 
mands to know why Elat has been in bed all day; why not outside? 
The nurse says it is too hot for her to be outside, when she is still not 
completely well. The mother says it is not too hot, and as the nurse 
stalks into the house, the mother continues to grumble about Elat’s 
being “all day in the house.” 

Amir is eating a cookie. The nurse asks where he got it, and his 
mother says she gave it to him in her room. The nurse, complainingly, 
“But now he won’t eat his dinner.” The mother says, “So, instead of 
carrots, he will eat the cookie. When the meatballs come, he’ll 
still eat two.” The nurse retorts, “Who will give him two?” 

While such conflicts are infrequent and usually minor in na- 
ture, we do not know to what extent they are apparent to the 
young child or influence his development. It is difiicult to believe, 
however, that the child does not experience some tension as a 
result of these conflicts, criticisms, and jealousies. 

Parent-nurse clashes may sometimes result in the resignation 
of the nurse. If the parents of a kevutza unite in criticism of a 
nurse — whether the criticism is of a minor nature or whether it is 
a major criticism (for example, “the nurse scolds the children too 
much”; “the nurse does not love the children enough”; “the chil- 
dren don’t look healthy — they are not eating”; “the children don’t 
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like her”) — her position becomes so uncomfortable, and her work 
may be so adversely affected, that she may resign, even though 
she may have the support of the Education Committee. 

Lest this description of parent-nurse conflict be over- 
drawn, it should be emphasized that in most kevutzot the relation- 
ship between parent and nurse is one of mutual admiration and 
respect, and in which there is little if any conflict or criticism. The 
reasons for this difference among kevutzot was suggested by one 
nurse—-and observations tend to confirm her generalization: 
when the nurse accepts the parent and makes him feel welcome 
in the kevutza; when she allows, and even encourages, him to 
disrupt her routine; and when she consults with him about his 
child as if he is her equal — he then feels that he is her partner in 
the educational enterprise, and he views her as an ally in the 
socialization of his child. In such a situation the potentiality for 
rivalry, jealousy, and conflict are considerably mitigated, if not 
eliminated. It was apparent to the researchers, on the other hand, 
that when the nurse manifests a negative attitude toward the 
presence or interference of the parent, the parent feels that an 
important part of his child’s life has been closed to him by the 
nurse, and that she is opposed to his emotional involvement in his 
own child. Those nurses who appear to be most secure in their 
work almost always welcome the parent as a partner in the task 
of raising the child and are most effective in obtaining the parent’s 
cooperation. Conversely, it is among the insecure nurses that at- 
tempts are made to shut out the parent, and it is they who com- 
plain that the presence of the parents is an intrusion which serves 
to make their work more difficult. 



CHAPTER 4' PARENTS AND OTHERS 

INTRODUCTION 

Although nurses and teachers are the child’s most important 
socializers and the adults who spend the most time with him, it 
is nevertheless his parents who have the most important influence 
on the child’s emotional adjustment. 

That parents are necessary for the ‘normal” development of 
the child is indicated by many statements of the chaverim. When 
one nurse discussed a child in her kevutza who is an orphan, she 
characterized him as being a problem child. “But what can I do?,” 
she concluded, “No one, neither nurses nor aunts, can take the 
place of parents.” Another chaver asked us why we had to travel 
to Israel to study collective education when we could have re- 
mained in America and studied the same system in orphanages. 
“No,” objected his wife, “for such children have no parents, and 
how can a child be normal if he has no parents?” This difference 
— living in the same village with one’s parents and seeing them 
frequently and regularly — is the important distinction between 
the situation of the kibbutz child and that of the institutional child 
in America. 

In spite of recognizing the importance of parents, however, 
few kibbutz parents would agree with our statement that they are 
the most important influence on their children, although many 
believe that they ought to be. When, for example, the respondents 
to the Questionnaire were asked, “Are you the most important in- 
fluence on your child?” their responses were distributed as follows: 

Definitely yes 0 
Perhaps yes 1 
Perhaps no 2 
Definitely no 11 
One among others 1 
Unanswered 1 

Total 16 
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In other words, none of the fifteen parents who answered the 
question felt that they were the most important influence on their 
children. On the contrary, most (eleven) were quite sure that 
they were not. If, by “influence,” they were referring to the de- 
velopment of skills and the acquisition of kibbutz values, they 
were probably right. But if they were referring to the general 
emotional adjustment and integration of their children, they were 
probably wrong, as later chapters will indicate.^ 

KIBBUTZ ATTITUDES TOWARD CHILDREN 

The kibbutz is a child-oriented community, par excellence. In 
observing parental behavior, and from interviews with them, one 
cannot escape the conclusion that children are prized above all 
else, and that no sacrifice is too great to make for them. This 
characteristic of the parents, it must be emphasized, is not in- 
herent in the system of collective education. There is no necessary 
relationship, that is, between this attitude toward children and the 
system of collective education — other attitudes are equally com- 
patible with it. But since we observed this system as it is now 
functioning, this attitude of the contemporary parents must be 
clearly delineated. 

Measured merely by the amount of energy and money ex- 
pended on the children — and the consequent contrast between 
the children’s comforts and those of their parents — the kibbutz 
is, indeed, child-oriented. If we take into account the quality of 
the children’s dwellings, the number of conveniences and facilities 
— such as toilets, showers, hot water, modern kitchens — which 
they have (and which the parental rooms do not have), and the 
large percentage of total kibbutz manpower which is assigned to 
work with children, we can gain some idea of the importance 
which the kibbutz attaches to its children. For these investments 
in money, time, effort, and manpower represent a genuine “sacri- 
fice” by the parents. Let us take food as an example. At the time 
of this study, the food shortage in Israel was acute, and few 
chaverim ever left the dinner table with full stomachs. The chil- 
dren, on the other hand, always had as much food as they wanted, 
and their meals exhibited greater variety and possessed a higher 

^ It is curious, however, that three-fourths of the parents feel that they, with 
the equal participation of their mates, make the “important decisions” concerning 
their children. Since this is in obvious contradiction to their almost unanimous feel- 
ing that they are not an important influence on their children, we can only con- 
clude that the questions were ambiguous, or that their responses reflect what the 
parents would like to be, rather than what is, the case. 
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quality than those of their parents. For the children there were 
always fresh fruits and sweets at the evening meal; but there were 
often months when the chaverim had no fruit, and sweets were 
always a rarity. Similarly, the chaverim rarely had milk, and eggs 
were served only three times a week; but children received milk 
twice a day and an egg every day. 

One case serves to illustrate the extent to which the kibbutz 
will provide for the needs of its children. A retarded child was 
sent for special training to the city, where it cost the kibbutz one 
thousand pounds a year to maintain him. When he returned to the 
kibbutz and required special tutoring, a valuable worker was 
taken from production to teach him. 

PARENT-CHILD CONTACT 

The parents always see their children in the evening after 
work, and this is the time of day when the child always expects 
to see his parents. If the child is younger than six months, his 
parents visit him in the Nursery or take him to sit on the lawn.^ 
If he is older than six months, his parents take him to their room. 
In either case, the child remains with his parents until his bedtime, 
which means that he is with his parents every evening for ap- 
proximately two hours. On Saturdays, however, the parent may 
take his child to his room for the entire day, if he wishes, but the 
child must return to his house for his meals and nap. 

In addition to these “formal” visiting periods, there are many 
other times when a parent may see his child. Nursing mothers, for 
example, have an opportunity to see their babies many times a 
day, and since a new mother has a six-week vacation before she 
resumes work, she is free to visit her baby as often as she likes. It 
is not unlikely, therefore, that the nursing infant sees his mother 
almost as frequently as an infant in a private home. 

Even after a child is weaned, his parents are free to visit him 
at any time during the day. If, for example, a father passes his 
child’s dwelling on his way to work or on an errand, he will stop 
to visit for a few minutes. If a mother happens to work near her 
child’s house, she may take a few minutes from work and hasten 
to the kevutza for a brief visit; and if she is free for a few hours 
during the day, she may take her child to her room. There are 

® Infants are generally not permitted to go to the parental room until they are 
six months old because of the supposed danger of infection. If an infant has no 
older siblings, however, his parents may be permitted to take him to their room 
at an earlier age, about four months. 
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also many '‘chance” meetings during the day — when the ehildren 
take their daily walks around the kibbutz or into the fields. 

Although all parents visit with their children in the evening, 
there is much variation in the frequeney with which parents see 
their children during the day. Some parents visit their ehildren 
at every opportunity; others eome only in the evening to fetch 
their children. In general this difference is a function of kibbutz 
ecology, for those parents who work in or near the living area 
of the kibbutz have a greater opportunity to be with their 
ehildren than do those whose work takes them into the fields. 
For this reason, mothers are generally more frequent visitors than 
fathers, most of whom work in the fields. 

In general, and after the weaning period, the kibbutz mother 
sees her young ehild less frequently than does the mother in a 
private home. The kibbutz father, on the other hand, may often 
see more of his young ehild than does a father who lives in the 
city. For where a city father may not arrive home from work until 
his baby or toddler is almost ready for bed, the work sehedule of 
the kibbutz is deliberately arranged to permit the parent a 
maximum of visiting time in the evening. While a ehild in the 
eity, moreover, rarely has an opportunity to see his father during 
work hours, a kibbutz ehild may sometimes see his father during 
the working day. 

Despite the frequency and regularity with which the kibbutz 
ehild sees his parents, it is important to qualify this picture by 
underscoring one important fact about the parent-ehild relation- 
ship. Almost every parent has at one time or another been absent 
from the kibbutz (and his ehild) for at least a short time. Some 
few fathers, for example, work outside the kibbutz and are able to 
return home only for weekends. Almost every father is away 
periodically for a few weeks or a few months for army serviee, 
although in most cases he is able to come home for weekends. 
Both mothers and fathers — but especially mothers — may be 
sent to the city to take eourses or to reeeive training for their jobs 
in the kibbutz. In some eases, teacher-training, for example, the 
mother may be away for as long as a year, although she returns 
home for weekends. In addition to these frequent reasons for 
absence, some parents have been separated from their ehildren 
for several months while traveling or studying abroad. And, 
finally, parents may be separated from their children for two 
weeks when they take their annual vacation. For a number of 
different reasons, then, almost every ehild has been separated for 
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a varying period of time from one or both parents. In general, 
one parent remains in the kibbutz while the other is away, but 
on occasion circumstances may lead to both parents being absent 
at the same time. 

FUNCTIONS 

The functions of the parent, like those of the nurse, may be 
divided into four categories and, indeed, into the same four 
categories — caretaking, nurturance, training, and values. But 
whereas the nurse is ojSicially responsible for all four functions, 
the parent is ‘"officially” responsible for nurturance and care- 
taking only. Indeed, after the child is two years old, the sole 
responsibility of the kibbutz parent is, according to the philosophy 
of collective education, “to love” his child. It is true that the 
parent is expected to transmit the important values of the kibbutz 
to his child — but he is expected to do this merely by being a 
good chaver rather than by employing specific pedagogic tech- 
niques. If the parent performs other than nurturance functions in 
his role of parent, he does so voluntarily and with less regularity 
and frequency than do the nurses. 

Caretaking. The most important caretaking function of the 
mother is the nursing of her infant. Once her child is weaned, she 
and the father are expected to perform only one other caretaking 
function — that of putting the child to bed at night (hashkava). 
Until about six years prior to this study, parents were in charge 
of putting their children to bed until they entered grammar 
school. At that time the age was lowered to (approximately) the 
age of two — and the nurses were put in charge — because it was 
claimed that the children often became so stimulated by parental 
hashkava that they did not sleep well. Many parents, however, 
have been most reluctant to give up hashkava, and some — 
despite the official ruling — continue to put their older children 
to bed.^ Others, moreover, visit their child’s house at night to see 

^ That parents in many kibbutzim desire to put their children to bed at night 
is indicated in a published article by an educator of The Federation. He 
criticizes those parents who insist on performing hashkava, suggesting that this 
insistence implies that they are not reconciled to accepting the services of another 
chaver. Hashkava by the nurse is “basic to the structure of collective education,” 
he argues, and the abolition of the former entails the abolition of the latter. Hash- 
kava by the parent “is not economical, it is not worthwhile, it is not educational, 
and it is not the kibbutz way. It undermines not only the principal foundations 
of kibbutz education, but also the principles of kibbutz society.” 



PARENTS AND OTHERS 53 

if he is asleep and comfortable, despite the fact that there is a 
night watch to check on the children and who, if something 
is wrong in the kevutza, will call either the nurse or the 
parents. 

Parents care for their children in other ways which they are 
not expected to. Should a mother visit her child at mealtime, and 
if he is too young to feed himself, the nurse may permit the 
mother to feed him. Or, if a mother visits her young child at his 
bath time, she will bathe him. This is also true of some fathers. 
If, for example, a mother is away from the kibbutz, the father 
may come to the Nursery to give his baby a bottle or, if a father 
returns from work earlier than the mother, he may go to the 
Toddlers' House and feed his child. 

This desire of the parent, especially of the mother, to care for 
her child is apparent when the mother visits the child for a few 
minutes during the day. Some mothers bring food, such as a 
cookie or a carrot, for their children. Other mothers may say, 
“Come have a drink of water," although the child has not in- 
dicated that he is thirsty. If a mother observes that her child 
has wet or soiled his pants, she may change him herself instead 
of giving him to the nurse. It seems that many mothers need to do 
something for their children. 

Training and values. Since kibbutz parents have ambitions for 
their children, it is of some interest to know how they view their 
role as inculcators of those values and goals which they want 
their children to acquire. The Questionnaire reveals that parents 
are not in complete agreement about how much responsibility 
they ought to assume for this area of socialization. Nevertheless, 
more parents feel that they should socialize — punish or reward 
— at least some of the time, than do those who felt that they 
should not interfere at all. And, although the specific rewards and 
punishments that the parents utilize will be discussed later, it 
may be noted here that when the relative frequencies of parental 
rewards and punishments listed on the Questionnaire were 
weighted, and an average computed, the average values for 
rewards and punishments were the same. In other words, parents 
reward and punish their children with equal frequency, or so 
they report. 

In view of the fact that many parents feel that they should 
socialize their children, it is of interest to know which types of 
behavior they actually do socialize. The following lists were 
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compiled on the basis of parental responses to the Questionnaire. 
The behavior for which parents punish their children, in descend- 
ing order of frequency, are: 

1. Selfishness 
2 /Poor manners 

/Destruction of property 
3. Failure to cooperate 
4. Lack of parental respect 
5. Obscene language 
6. Uncleanliness 
7. Poor scholarship 
8. Aggression 
9. Failure in competitive task 

10. Masturbation 

The behavior for which parents reward their children, in 
descending order of frequency, are: 

1. Generosity 
2. Cooperation 
3. Private initiative 
4. Excellence in work 
5. Excellence in studies 
6. Obedience 
7. Talent or ability 
8. Victory in competition® 

Although the foregoing discussion indicates that parents do 
include the socialization of disciplines and values in their parental 
role, it is our observation that the part they contribute to the 
child’s over-all training in these areas is a relatively minor one. 
This observation is consistent with the children’s perception of 
their parents, as measured by the Moral Ideology Test. For the 
youngest children in the sample (ages six through eleven), 

® Those behaviors that are most frequently punished or rewarded correspond 
generally to those values rated by the parents as the most important, with some 
few exceptions. Good manners and respect for parents, for example, were ranked 
as the least important of values by the parents (see above, pp. 20—21); yet poor 
manners is second only to selfishness as behavior to be punished, and lack of 
parental respect ranks as fourth in order of frequency. Similarly, of the eight kinds 
of rewarded behavior, private initiative was ranked third in frequency, although 
the parents ranked private initiative as only the eleventh of the thirteen values. 
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parents represent only 18 per cent of the persons whom the chil- 
dren identify as socializers (those who praise or criticize their 
actions). This figure is not only small compared to that for the 
other important socializers — 32 per cent, each, for the educators 
and the group — but it is remarkably small when compared with 
other societies. In their cross-cultural study, Havighurst and 
Neugarten discovered that for white children in a Midwest 
American community, parents represent 45 per cent of all persons 
whom the children identify as socializers, while for seven Ameri- 
can Indian tribes, the percentages range from 39 to 78.'^ In short, 
parents are seen to play a comparatively minor part in the 
socialization of disciplines and values, whether the comparison 
be made with parents in other societies or with other socialization 
agents in the kibbutz society. 

Nurturance. The kibbutz parent is intensely attached to his 
children whom he views as the “center of the universe.” However, 
since he does not as a rule perform those caretaking and training 
responsibilities that are generally considered to be expressions of 
love, how does he communicate this love to his offspring? The 
nature of parent-child interaction depends upon the ages of the 
children, but even in infancy — and this is the first way in which 
a parent demonstrates his love — the parent assumes the role of 
playmate. The following excerpt illustrates the nature of such 
interaction when a mother visits her baby in the Nursery during 
the day. She brings her older son with her. 

PNiNA comes with Ahuv (four years) . . . PNINA takes Tsvi (ten 
months) from bed, sits on the floor, her legs stretehed out . . . Tsvi 
laughs to see her, waves arms, lies across her legs . . . Ahuv brings 
toys for Tsvi . . . PNINA gets up, gets toys . . . Tsvi lies on floor now, 
looks around . . . PNINA watches him . . . Ahuv is roaming around, 
returns, sits with PNINA, picks up a toy, talks to her about the toy . . . 

Robert J. Havighurst and Bernice L. Neugarten, American Indian and White 
Children (Chicago: University of Chicago, 1955), pp. 117-118. The percentage 
difference between the kibbutz and the other cultures is even greater than it 
appears if one considers that the age range for the White sample was from ten 
to eighteen, and for the Indian samples, eight to eighteen. That is, the range 
begins at an age which is from two to four years older than the kibbutz sample, 
when one would expect the role of the parents to be less important. It is reasonable 
to assume, therefore, that the difference between the kibbutz and the Havighurst- 
Neugarten samples would have been even greater had the latter included children 
of a younger age. The logic of this argument is borne out if the kibbutz sample 
be enlarged to include subjects as old as eighteen (the upper age-range of the 
Havighurst-Neugarten sample). When this is done, the percentage for the kibbutz 
subjects is not eighteen, but fourteen. 
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She hands him another one, he plays with it . . . Ahuv then sits on a 
stool . . . Tsvi still lies on the floor, looks around ... he tries to 
crawl, scoots a little . . . PNINA asks Tsvi, “Where is Ahuv?” . . . Tsvi 
pays no attention . . . PNINA tells him to come to her, but he does not 
. . . She picks him up, holds him for a second on Ahuv’s lap, then sits 
him on her knees . . . then holds him again on Ahuv’s lap . . . Tsvi 
laughs, waves his arms . . . Ahuv asks PNINA to do it again, but she 
doesn’t . . . Tsvi lies on mother’s stomach and legs, waves his legs and 
arms . . . YONAH (mother) comes, but her baby is asleep, so she sits 
and talks to PNINA . . . Tsvi lies on stomach on floor, plays with teeth- 
ing ring . . . PNINA watches him, listens to Ahuv talking . . . PNINA 

strokes Tsvi, pats him . . . Ahuv is standing on the stool, looking 
at truck outside . . . Tsvi tries to scoot around . . . YONAH leaves 
. . . Tsvi scoots a little, comes to me, touches my foot. I call his 
name, put my pencil in front of him . . . He looks at it, touches it 
. . . PNINA says, “No, Tsvi, it is forbidden” . . . Tsvi scoots around 
. . . Mother gets a toy, shows it to him, calls him ... he turns, comes 
to toy, takes it, plays . . . Ahuv sees Tamar (baby), asks who she is 
. . . PNINA tells him, then moves Tamar’s crib away from the plant in 
the corner, talks to her a second. Tamar laughs to PNINA . . . PNINA 

sits on stool, gets up, walks off porch . . . Ahuv looks out the screen 
. . . Tsvi plays with toy, scoots under Tamar’s crib . . . He plays 
there, rolling the toy on the floor . . . scoots occasionally . . . Ahuv 
calls PNINA, walks away ... Tsvi plays on . . . PNINA returns . . . 
Tsvi sees her, stretches arms and chest, smiles and smiles . . . He turns 
away, lies down, pulls the toy to and fro . . . He watches Mother, then 
scoots around . . . Mother suggests to Ahuv that they put Tsvi to bed 
. . . Ahuv jumps gleefully, says yes . . . Ahuv kneels, clasps Tsvi’s 
wrists, stands up, says, “He doesn’t want to,” Tsvi scoots around . . . 
PNINA has arms around Ahuv’s waist; Ahuv talks to me . . . Mother 
lifts Tsvi, puts him in bed, hugs him, says goodbye ... Tsvi cries and 
cries . . . PNINA and Ahuv walk off ... Tsvi stops crying . . . Ahuv 
runs back a second, calls Tsvi . . . Tsvi looks, then turns to look at 
baby in bed behind him, who is trying to reach him . . . Ahuv goes 
. . . Tsvi lies quietly . . . 

When the child is older and goes to his parents’ room in the 
evening, the time may be spent in various ways. A few toys are 
always kept in the parental room with which the child may play 
when he visits. At times, the parents may actually participate 
in this play with toys; at other times, they may merely observe 
while their child plays with them alone. Many parents read aloud 
to their children, and, when the weather is pleasant, almost all 
families take walks around the kibbutz. They visit the animals, go 
into the fields, or visit other families. This is also the hour when 
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the teakettle is brought out, and while the parents drink their 
tea, the child eats his cookie, cake, or a piece of fruit.® 

It must be emphasized that this evening visit of the child with 
his parents is the Children’s Hour. These (approximately) two 
hours are set aside by the parent to be devoted exclusively to his 
child and to whatever his child wishes to do. One of the impres- 
sions gained from observing the Children’s Hour is that the 
exclusive attention to the child for two hours places a burden upon 

the parent that he is not always able to sustain, for he frequently 

does not know what to do with his child for two whole hours. 

This is particularly true in the case of very young children whose 

verbal achievement is still low and whose attention span is always 

brief. A few parents, indeed, intimate that there are even times 
when they are bored by their children. In the following illustrations 

the parents are visiting their children in the Toddlers’ House, for 

the children have been ill and may not yet be taken to their 
parental rooms. 

Ami is sick and his father comes to see him. He reads to Ami, show- 
ing him each picture in the book, and asking, “What is this?” If Ami 
does not know, his father tells him . . . He carries him to the window. 
They look outside . . . He sings to him, sits with him on his lap. 1 
have the feeling that he is at a loss to know what to do with Ami, how 
to amuse him. 

In the yard, the parents sit with their children, holding them. The 
parents talk to each other and to the children. Again I have the impres- 
sion that the parents really dont know what to do with their children. 
Avi’s parents are the only ones who do not hold him, but who let 
him play in the yard, while they sit and watch him, and at times talk 
to him. 

® When the respondents to the Questionnaire were asked, “What do your 
young (under twelve) ehildren do when they visit you?,” they ranked the six 
items on the list in the following order of importance: 

1. Walk around kibbutz 
2. Read aloud 
3. Play 
4. Converse 
5. Study 
6. Listen to radio 

I was both amused and amazed to discover that not only had I omitted eating 
from the list, but that not one parent had added it. One can account for this 
omission only by suggesting that we all took this activity so much for granted that 
we failed to single it out. 
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One of the important ways, then, in which the kibbutz parent 
communicates his love for his child is by creating a feeling of fel- 
lowship between the child and himself. A second way in which the 
parents demonstrate love for their children is by their personal 
devotion. The early hours of the evening are set aside by the 
parents for their children. For many parents this represents a 
sacrifice, since these hours are often the only ones they might 
otherwise employ in pursuing their own interests, such as reading, 
studying, or conversing. But no parent would think of making 
other plans for the Children s Hour. Thus, the visitor who arrives 
at the kibbutz at this hour will gain some odd impressions. In 
the winter he may walk through the entire village without en- 
countering a single person, and may think the village deserted. 
Everyone, of course, is with his children. 

It is not only that the parent sets aside these hours to be 
devoted to his child, but that he spends these hours as the child 
wishes. If the child wishes to take a walk, the parents take a 
walk; if the child wishes to visit a friend, they visit a friend; if 
the child wishes to hear a story, they tell him a story. In short 
the child controls the situation. Parents not only allow their 
children to control the visiting situation, but they rarely scold 
them at these times, and they deliberately refrain from arguing 
or disagreeing between themselves.^ 

This devotion is seen in most graphic form in hashkava. 
Whether the nurse or the parent puts the child to bed, the routine 
is the same (see pp. 2II-2I2) but the atmosphere is quite 
different. When the parent puts his child to bed the process may 
take as long as an hour, in contrast to the nurse’s half-hour. The 
parent requires twice as much time to put his one child to bed 
as the nurse requires to put all the children to bed. 

This time difference between nurse- and parent-supervised 
hashkava is a function, primarily, of the child’s insistence that the 
parent remain, and of the parent’s willingness to accept the 
many ruses he employs to obtain this end. He may ask for a 
drink of water, say he wants to sit on the pot, ask for another 
kiss, and so on — all with the goal of keeping the parent in the 
room. And our observations indicate clearly that these young 
children have learned that they can delay their parents’ departure 
by crying; for the parents will not leave so long as the child cries. 

® Some parents claim that they are wrong in never permitting their children to 
witness normal disagreements between them, for the children consequently gain 
a distorted view of adult life. 
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After his mother put him into bed, Moshe began to whine. Mother 
says, “No, I won’t go yet.” 

Mother puts him into bed, and Tsvi begins to whine — he doesn’t 
want her to leave. He lies down, and she talks to him, plays with him 
— patting him, etc. Every time she suggests that she leave, he whines. 
Finally, his sister gets bored, says, “Mother, let’s go.” But mother says, 
‘‘What can I do, he doesn’t want to go to sleep.” 

Father puts Amnon into bed, says “shalom.” Amnon whines and 
whines. Father talks to him, pleads with him — “bedtime, have to go, 
you’re a big boy.” 

No matter how trivial a child’s request, the parent complies if 
possible. 

At dinner, CHAVIVA sits and slices olive after olive to spread on 
bread. I ask her, “How do you have the patience to do this?,” and she 
answers that it is not for her, but for her children, who had asked for 
an olive sandwich, LEAK, also sitting there, says, “For the children, 
there’s always patience; for yourself, never.” 

A third way in which parents demonstrate love to their chil- 
dren is by affection, both physical and verbal. Verbal affection 
is seen most clearly in the use of terms of endearment and pet 
names. Pet names for children are common, the most frequently 
heard being ‘"Chamudi” (my charming one, my lovely one) and 
“Boobeleh” (little grandmother).^^ 

Physical affection takes the form of hugging, patting, caressing, 
stroking, and kissing. Babies and toddlers are kissed on any part 
of the body — chest, belly, arms, legs, forehead, cheek, head — 
except the mouth, buttocks, and genitals. Older children are 
generally kissed only on the cheek or forehead. Parents always 

But when these mothers were asked if this would be reciproeal — would their 
children do the same for them when they grew up? — one mother said no, “but 
they in turn will do it for their children. It will be passed on.” And a father said 
that when the parents get old, the children will build an “old-folks home” for them 
up on the mountain to get rid of them. We shall discuss some possible reasons 
for the parents’ devotion to their children, and their willingness to do anything 
for them, but one of the reasons is surely not because the parents expect their 
children to reciprocate. 

^ Almost all names are both Yiddish-ized and diminutized after the Yiddish. 
Ghana, for example, becomes Chaneleh; Yitzhak becomes Itzik; Yaakov becomes 
Yankeleh. Some children are also given nicknames by their parents and/or nurses. 
One baby, for example, was called Pushkin, because he closely resembled an in- 
fant photograph of the poet. Another baby was called “Nylon Balon” (nylon 
balloon) because she was round and fat like a balloon! 
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kiss and/or hug their children when they greet them; they may 
display physical affection many times during their visit with 
them; and when they leave they always kiss or hug their children 
in farewell. In general, when a parent greets his child he is 
almost always effusive in his affection and, in some instances, 
the physical affection displayed by the parent reveals clear erotic 
overtones. 

A fourth way, unwitting to be sure, in which parental love for 
their children is demonstrated to them consists in their emotional 
involvement. Some parents are so involved with their children 
that they become dejected should the child not respond with 
equal fervor. For example: 

A mother brings her son to his house at bedtime, and asks him for 
a kiss at the door. The hoy refuses. Mother trembles, turns pale, says, 
“All right,” and walks away. She returns in a few minutes, again asks 
him for a kiss, and he agrees. She kisses him desperately before leaving. 

A mother passes the yard where the children are playing and asks 
her son for a kiss. He refuses, whereupon she says that she will not 
leave until he kisses her. He refuses again, and she seizes him and 
kisses him against his will. 

Still other parents indicate jealousy of their children’s other 
attachments. 

Father asks Anat (three years) to leave with him, but she insists on 
remaining in the kevutza. Nurse tells her to go with father, but she 
says she wants to stay, and goes to sit next to the nurse. Father is mani- 
festly distressed, attempts to induce her to go with him with offers of 
goodies and the promise of a visitor. He gives the appearance of a man 
who has heen deeply threatened. 

Ghana (three years) is sitting on my lap, and her parents come in. 
Her mother, taken ahack, says, “What’s this?” Her father says (with 
every appearance of seriousness), “We are terribly jealous of you.” 

As in other cases, hashkava provides the best clue to this 
involvement. We have already noted that the child attempts to 
prolong the parent’s departure. But the parent’s desire is no less 
intense than the child’s. At times the effusiveness with which 
parents take their farewell is so extreme that, as we frequently 
recorded, “It is as if they are never going to see their children 
again, or at the least, as if they are preparing to leave on a long 
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journey in which they will not see their children for months, 
instead of the next day.” 

Kibbutz parents, we conclude, are greatly devoted to their 
children, expressing their love in various ways. We may assume 
that parental love in the kibbutz stems from the same motives as 
such love in any other community, and hence requires no special 
explanation. But the intensity of parental love in the kibbutz — 
one of its characteristic features — does require explanation, for 
it is not unlikely that its various possible motives can have some- 
what different effects on the emotional development of the 
children. Why, for example, does the parent await his evening 
visit with his child with eager anticipation, regarding it as the 
high point of his day? Why do so many parents give the impres- 
sion of anxiously serving their children, lest the child cry and the 
parent lose his love? Why do so many parents pitch their evening 
visits at such a high level of emotion — devoting each moment to 
the needs and attention of their children? Questions like these 
cannot be answered by reference to universal motives for parental 
love. 

One possible explanation for the intensity of parental love in 
the kibbutz — an explanation suggested by some parents — is 
that the parent regards the separation from his child as a severe 
frustration, and uses his relatively brief visits with his child to 
obtain as much gratification as possible. This is particularly true 
for the mother. Even some mothers who believe that collective 
education is wonderful for the children are less than enthusiastic 
about its effects on the parents. ‘‘Life in the kibbutz is best for 
the children,” said one mother, “but very difficult for the parents.” 

She explained that she and many other parents feel that they are 
not with their children enough. A few mothers state directly that 

the system frustrates their maternal needs, and some explain 

that the woman’s function “. . . as a mother has been removed 

and nothing else has been put in its place.” 

It is not only the parent-child separation that is frustrating for 

many parents, but also their lack of opportunity to perform many 
of the caretaking chores. We have already discussed the insistence 

of many parents on performing those caretaking chores of which 

the system was designed to relieve them. This insistence seems to 

^ It is of interest to note that the parents (at least those who responded to 
the Questionnaire) are opposed to having the children sleep in their rooms. Of 
fifteen respondents, twelve checked “definitely no,” one checked, “perhaps no,” and 
only two checked, “perhaps yes.” 
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represent an attempt to satisfy frustrated parental needs. As one 
mother, protesting the policy of having the nurses put the older 
children to bed, expressed it: 

Life in the kibbutz is difficult. The showers and toilets we are forced 
to use are enough to warrant such a statement. But to that must be 
added the noisy and hurried dining room, the hard work day, the lack 
of real recreation. We really don’t have much . . . All we have left is 
our children, and we don’t even have them, for they are in the chil- 
dren’s house. And now they even took hashkava away from us. Why? 
because the “experts” say that the parents spoil them when they put 
them to bed. This may be true, but you have to think of the parents 
sometimes, too, and not always of the children. 

Thus, deprived of those ‘'normal’' means of expressing love and of 
obtaining gratification, and limited to a brief visit each day, the 
parent exploits to the fullest his two hours in order to gain, as 
it were, enough satisfaction from his child to suffice till the next 
visit. 

Another possible explanation for the parent’s deep involvement 
with his child — one again suggested by some parents — is the 
fear of losing the child. One of the radical differences between 
the kibbutz and the more conventional system of child-rearing 
is that the child in the kibbutz literally does not need his parents 
in order to satisfy his physical needs. Unlike the family-reared 
child, the kibbutz child is not dependent upon his parents for 
food, clothing, or shelter. Hence, if the kibbutz child does not 
like his parents, he does not have to maintain relations with them 
— he does not have to go “home.” Indeed, there are times when 
some children do not. In any event, since the child is independent 
of his parents, they may be motivated to be as loving to him as 
possible for fear that they might lose him. This fear, we believe, 
is one of the reasons why the parent rarely disciplines his child 
and makes every effort to please him. 

Fear of losing the child has still another dimension. One of the 
basic reasons for which these parents established the system of 
collective education, it will be recalled, was to preclude a repeti- 
tion in their children of their own rebellion against their parents. 
And this motive still operates today. It is as if the parents wish 
to prevent parental rebellion in their children by lavishing love. 
Many are quick to speak of the sacrifices they make for their 
children, and at times one gets the impression that they are 
implying, “You see how much we love our children?” But it is 
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not so much the researchers, as it is their children, whom the 

parents wish to convince of this fact. At a grammar-school com- 
mencement, for example, three mothers gave short speeches, all 
stressing the same theme: The school is wonderful for the children, 
and the teacher is excellent because she is so good to the children. 
Here the children are happy; here they know no bitterness or 
difficulty — may this situation prevail in the high school as well! 
But more important than the words spoken were their overtones, 
for, as recorded at the time: 

The children must have the impression that they are the most im- 
portant objects in the world. Nothing matters but that these almost 
priceless jewels should always “have it Good” and that they should 
experience nothing but happiness. 

The following statement of a chavera reveals the motives for 
parental devotion and sacrifice more directly. 

In the early days, we did not have many children because condi- 
tions were too difficult, but we soon realized that without children we 
had nothing to do here . . . What is our goal? That our children 
should follow in our way. That is the only thing we have . . . Here 
the children receive everything prepared for them — there is no reason 
for them to rebel. 

The future of the kibbutz — and, indeed, of the kibbutz 
movement — depends upon the children, and the parents want 
to make sure that their children find it a satisfactory life. 

A final explanation for the intensity of parental love — and 
the one most frequently stated or implied by parents themselves 
— is the guilt of the parent. A few parents state explicitly that the 
reason kibbutz children are ‘‘spoiled” is that they (the parents) 
have not really accepted collective education; that they feel that 
they are depriving their children of a home, of a family, of a 
private room, and that, as a result, “They bend over backwards to 
give their children love and affection.” It is true that some parents 
state ffatly that their system is the “only way” to raise children 
and that if the children were ever to live with the parents they 
would leave the kibbutz. It is also true that of the fifteen 
respondents to the Questionnaire item, “Do you approve of 
collective education?,” nine checked, “definitely yes.” On the 
other hand, 40 per cent of the parents were willing to concede, 
even on a paper and pencil test in which defenses are operating 
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at optimum strength, that they had some doubts about the system. 
Moreover, to the question, ''Are the nurses and nursery teachers 
v^ell qualified?,” only five checked "definitely yes.” In other words 
even those parents who approve of collective education in theory 
have some doubts about its personnel — that is, about its actual 
practice. On the other hand, two of the parents who expressed 
some doubts about collective education replied that the nurses 
were "definitely” well qualified — indicating that their doubts, 
at least, concern the system as a system. 

It should be noted, finally, in refutation of our final hypothesis, 
that ten of the fifteen respondents checked "definitely no” to the 
question, "Could you have assured your children of a better hfe 
had you reared them privately?,” and the remaining five checked 
"perhaps no.” It is our impression, however, that the parents 
interpreted this question in terms of material benefits. Often in 
the course of discussions parents, some of whom we know to have 
doubted the psychological benefits of the system, would point out 
that they would not have been able to provide their children 
with as high a standard of living and education had they raised 
them privately. 

Despite the questions raised by the Questionnaire results, we 
would defend our interpretation on the basis of personal inter- 
views with mothers, most of whom were not so confident about 
the desirability of collective education as the former results 
suggest. One mother states, for example, that, while the system is 
on the whole a good one for the children, it is very hard on the 
younger children — "for they are lonely for their parents.” A 
mother who has been a nurse for many years says that she is 
still not entirely convinced about collective education — she 
doubts that the system, both in theory and practice, is good for 
the children. Still another mother says that the system is not good 
for the child because he does not receive real warmth. "This 
(warmth) can come only from the mother,” she explained. "The 
child here never gets the feeling that his mother cares for him 
from all the little things — the cooking, mending, and so on that 
mothers elsewhere do.” 

On the basis of personal interviews, we are confident about one 
fact. Many parents view their relegation of their children to the 
nurseries and the delegation of parental responsibility to nurses 
as a rejection of their children — as indeed it is, in a physical, if 
not an emotional, sense. But after "rejecting” the child, by plac- 
ing him in the children’s nurseries, the parent feels guilty, and 
one may observe in his behavior a typical rejection-guilt pattern: 
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the parent rejeets his ehild by plaeing him in the ehildren s 
house; but he waits eagerly for the child to emerge and dawdles 
over him before returning him. 

If, then, the educational system represents a structural ''rejec- 
tion of the child, there are other, subjective and personally ex- 
perienced, bases for rejection. These include the facts that in the 
earliest days of the kibbutz the physical and social conditions were 
such that children were not desired, that even today a woman who 
works in a productive branch and who enjoys her work is forced 
to leave her work for approximately a year if she has a baby, and 
that every child born in the kibbutz represents another depriva- 
tion for the parent and for the kibbutz as a whole. Thus, the parent 
who does not really want his child for these realistic reasons 
reacts to his negative emotion with guilt, and must prove to 
himself that he really loves his child by lavishing him with affec- 
tion. 

DETHRONEMENT 

Although the kibbutz parent is intensely devoted to his chil- 
dren, the expression of his devotion is not the same for all his 
children. The kibbutz, to be sure, is child-centered, but its focus 
is almost always on the youngest child. Hence when a new baby 
is born the older child is almost always "dethroned,” and the love 
and attention originally lavished upon him by his parents are 
transferred to the new baby.^^ This is not to suggest that all 
kibbutz children are rejected to the same extent or in the same 
way when a sibling is born; indeed, many parents are sensitive 
to the problem of sibling rivalry and attempt to mitigate the 
effects of the new arrival as much as possible. Such parents, for 
example, will visit the older child frequently in his nursery; they 
stay at home so that he may visit them in their room; and in 
general they show him that the advent of the new sibling has not 
affected their love for him. Nevertheless, the evidence over- 
whelmingly indicates that the youngest child is in general the 
object of greatest parental attention and even preference. 

When, on the Questionnaire, the respondents were asked, 
"Which child do you love the most?,” they answered as follows: 

“ Some nurses believe that if thfe oldest child is a male, this dethronement is 
not too severe, for such a child — the bechor — is still viewed with some of the 
overtones of traditional Jewish culture, in which he is granted a position of primacy 
in the family. Theoretically, it is he who carries on the family name and tradition; 
and he is, moreover, the waited-for kaddish, the one who will recite the memorial 
prayer for his parents when they die. Again, we note the perpetuation of tradition 
in this anti-traditional society. 
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Oldest 0 
Second 0 
Third 0 
Youngest 4 
All equally 3 
Only one child 3 
Unanswered 6 

Total 16 

It must be noted that only the first four entries were listed 
on the Questionnaire, and of these four, only the youngest was 
checked by any of the respondents. Of even greater interest are 
those six parents who failed to answer the question at all, but 
one can but speculate about their reasons for omitting the 
question. 

Far more revealing than the Questionnaire is the evidence 
based on observation. Observing a family group, one immediately 
notes that it is the youngest child, often a baby, who receives 
the most attention. Parents and older siblings alike devote their 
time to the baby — talking and cooing to him, holding him on 
their laps, encouraging him to crawl or walk. Any performance 
on the baby’s part is greeted by all with excitement and praise. 
When we wanted to photograph family groups, both the parents 
and the older children would help in posing the baby; while our 
interest was in photographing the entire family, the parents 
always behaved as if only the baby were to be photographed. It 
was he who was encouraged to smile and to look at the camera 
while the older children were disregarded. 

Two typical examples of a parent’s ignoring an older child 
or of showing a preference for the younger are: 

Father walks into the dining room earrying Tamar (three years), 
and Yehudit (seven years) is walking by his side. Mother is working in 
the kitchen. She sees them, runs over, seizes Tamar in her arms, kisses 
her, hugs her, etc. Yehudit stands there; mother ignores her. Yehudit 
looks hurt and walks away. 

Mother comes in, tries to feed Elat (four years), who has thus far 
not eaten supper. She refuses to eat and begins to cry. Mother says, 
“Why are you the last one every day? We’ll go home with the baby and 
wait for you.” Father comes in with the baby and gives the baby some 
of the food and milk. Elat watches with a look of apprehension. Sud- 
denly, as if she can bear it no longer, she screams, “Mother!” 
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However, despite this dethronement, the older ehildren eon- 
tinue to be important objeets o£ parental pride, eonversation, and 
emotional involvement (exeept in the presenee of their younger 
siblings). Some, indeed, eontinue to be overproteeted by their 
parents who eontinue to bring ehildren of sehool-age to the 
dormitory at night, help them to undress, and put them to bed.^^ 

OTHERS 

Although the ehildren live in separate houses, it would be a 
mistake to assume that this isolation results in eontaets with only 
parents and nurses. On the eontrary, their wide and varied 
eontaets, with both adults and other ehildren, provide an ex- 
tensive knowledge of the kibbutz world and a high degree of 
seeurity within it. 

In the first place, the children of any one kevutza have contact 
with their neighbors -— children who occupy adjacent or nearby 
dwellings and who are in the same general age range. Children 
in neighboring groups may play together, occasionally aggress 
against each other, and sometimes socialize each other. But such 
interaction with neighbors is not frequent, and there are instances 
in which two groups of children may play on the same porch or 
in the same yard without any interaction between them. When 
interaction does occur, it always takes the form of one or two 
children from each group playing together, rather than entire 
groups. There is no tendency for group cohesiveness to break 
down or for new alignments to be formed. The integrity of each 
group always remains intact — a trait that continues throughout 
the childhood and adolescence of each kevutza. Even in the 
Grammar School where several groups live, eat together, and 
share some formal activities, each group remains a distinct unit. 

Second, and more important, the children have frequent 

Nurturant attitudes on the part of parents are expressed not only toward 
their pre-adolescent children, but to their adolescents as well. For while, on the 
one hand, the kibbutz (that is, the parents) imposes adult responsibilities on its 
adolescents — expecting them to work in the kibbutz economy, for example — it 
views them, on the other hand, as defenseless children who must be protected 
from the cruel outside world. This attitude emerged clearly in a debate concern- 
ing the proper time for admitting the high school seniors to membership in the 
kibbutz. The teachers argued that the seniors should not be admitted to member- 
ship until their return from army service, lest they think that membership was a 
status they could gain automatically. And, they contended, the graduates had to 
prove themselves worthy. The parents, however, were unanimously opposed to 
this point of view. Life in the army, they argued, is difficult, and their children 
were about to enter the cruel world for the first time. They should be elected to 
membership immediately, so that they might have the security of the knowledge 
that they had a home to which they could return. The parental view prevailed. 
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contacts with unrelated adults and with older ehildren. For the 
younger children, such contacts come primarily with visitors to 
the kevutza — with adults and children who come to the house 
for a few minutes during the day. Sueh visiting is extensive, as 
is illustrated by the frequeney of visitors to one kevutza of 
two-year-olds: over a period of twelve half-days, there were 57 
visitors to the kevutza. These visitors may be broken down into 
the following eategories: 

Mothers 8 
Fathers 7 
Grandmothers 3 
Siblings 12 
Nurse’s ehildren 3 
Unrelated adults 10 
Other unrelated children - 14 

Total 57 

The children thus see many people, both relatives and non- 
relatives, during the day. As they grow older their contacts 
increase as they observe other groups of ehildren, as well as 
adults at work. For the older ehildren — those in the Grammar 
Sehool — sueh eontaets with other individuals result primarily 
from their own inereasing mobility, rather than from adult visits; 
for chaverim visit primarily the younger ehildren, and there are 

few visitors to the sehool. 
The adults who visit any one kevutza may include not only 

its parents and grandparents, but others as well. Of these three 
categories, however, the strongest relationship established by the 
children is with the parents of other children in the kevutza. 
When a mother visits her child during the day, for example, all 
the ehildren in the group run to her, sit on her lap, cluster around 
her. When she kisses her own ehild goodbye, the others often ask 
to be kissed too. Sueh an attaehment derives from the faet that 
parents are attentive to all the ehildren in their child’s group. 
In the Nursery, for example, a mother may eare for another 
baby by changing his diaper, by eomforting him if he cries, by 
talking to him or hugging him if she passes his crib. Her concern 
for the welfare of the other ehildren eontinues as they grow 
older, and she distributes her affeetion and solicitude among all 
the children of the group. In similar fashion sueh a parent may 
train the children as well. If a ehild aggresses, he will tell him 



PARENTS AND OTHERS 69 

to stop; if a toddler soils his pants, he may point out that the 
child should have asked for a chamber pot. 

Grandparents^^ — more specifically, grandmothers — adopt 
similar attitudes toward all the children of the kevutza. If the 
grandmother brings some goodies with her when she visits her 
grandchild, she brings enough for all the children. While she is 
present she exercises her authority over all the children, repri- 
manding them and comforting them. 

Parents and grandparents are constant visitors to any one 
kevutza; thus all the children form continuing relationships with 
them. But the children’s more casual contacts with other adults 
also have an influence on them. In view of the extreme child- 
centeredness of the kibbutz, it is not surprising to find that adults 
make frequent, if casual, visits to the children’s houses, especially 
to those of the very young children. When a baby is born, for 
example, friends of the parents go to the Nursery to see the new 
infant. When an adult passes a yard in which young children are 
playing, he usually stops for a few minutes to talk to the children 
or even to sing them a song. If a child is crying, the passerby 
attempts to console him, hugging and caressing him. If a child 
aggresses, the passerby may scold him and tell him that ‘fit is 
not nice.” 

The children interact with adults in other areas of the kibbutz 
as well. When the young children go on their daily hike, they 
may be stopped by an adult who talks to them, praises them, or 
displays affection. The children have an opportunity to observe 
adult occupational roles in their walks through the kibbutz. And 
workers may not only stop work to play with the children but also 

demonstrate their work, even allowing the children to help them 
for a few minutes. Such adults also discipline the children if neces- 

sary — ordering them “not to touch,” occasionally threatening 

punishment if the children misbehave. 

Older children who visit younger ones — whether they be 

siblings, children of the nurse, or unrelated to anyone in the 

kevutza — display the same nurturant and disciplinary behavior 

toward them as do adults. Visits from older children, especially 

those in the Grammar School, are frequent, and are made more 

often by girls than by boys. Girls from the Grammar School are 

important socializing influences on the very young children, the 

There are as yet too few grandparents in Kiryat Yedidim for them to become 
important influences in the socialization of the kibbutz children. At this time, 
grandparents bear no official responsibility, but adopt a role similar to that of the 
parents — they love and indulge their grandchildren. 
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toddlers. Indeed, their visits are encouraged by the nurses, for 
when they visit, they act as nurse-surrogates, performing most of 
the patterns within the nurse’s role. They initiate and supervise 
play, they discipline and prevent the children from hurting them- 
selves, and they are nurturant toward them — dressing them, 
combing their hair, hugging and kissing them. Such behavior is 
not only modeled on the nurse’s behavior, but it is also performed 
with the precise language that the nurse uses and often with the 
same vocal intonation. The adult attitudes are further per- 
petuated by such older children when they meet younger ones 
anywhere in the kibbutz — the younger child is always stopped, 
hugged, disciplined if necessary. As one might predict, the 
younger children in their turn are devoted to their older visitors, 
and almost always greet them with joy and affection. The older 
child thus gains much maternal gratification from the situation. 

Thus it is that young children in the kibbutz have frequent 
contacts with individuals outside their immediate group. And 
all these people assume obligations toward the children — for in 
the eyes of the kibbutz members each child belongs to all. This 
feeling of belonging to the entire group surely gives young chil- 
dren a strong sense of security in their little world, and the 
frequency of visitors accustoms them to the presence of strangers 
— for the young children accept strangers readily, greeting them 
with interest, curiosity, and often with immediate affection. 

But such personalized contact with many people has another 
important influence. The individuals who interact with children 
not only give them warmth and affection — a source of security 
— but they also inculcate kibbutz values by their disciplinary 
behavior. This is of general theoretical importance, for the chil- 
dren thus become sensitive to the judgments of many people, an 

experience which conditions them for the adult life in which 
sensitivity to the entire group is a most important form of social 
control. Hence, for the children from ages six through eleven, 
persons other than parents, educators, and peers represent 20 
per cent of all socializers — as revealed, at least, by the Moral 
Ideology Test.^® If this is a valid measure, the role played by 
''others” is important indeed, for the percentage is higher than 
that even of the parents. 

There is, finally, one other consequence of these frequent and 
warm contacts with adults and older children. We have observed 

This figure is derived from the table (see Appendix C) on Moral Surrogates, 
in which the values for “kibbutz” (under “group”) and for “others” (under 
“specific person/status”) are combined. 
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that such individuals visit only the younger ehildren, and that 
their chanee contaets with sehool ehildren, for example, are not 
characterized by the warmth and interest that deseribe their 
relations with younger ehildren. As the ehildren grow older, then, 
they experience a “rejeetion' by the entire kibbutz — a rejeetion 
that differs only in intensity from that they may have experieneed 
with their parents. Even only ehildren, not displaeed by aetual 
siblings, are displaced by their (younger) sociologieal siblings, 
so that they too experience rejection by those to whom they 
'‘belong.” This eontrast between expeetaney (love and attention) 
and aetuality (rejeetion) is, aeeording to some nurses, one of the 
most diffieult experienees in the life of the kibbutz child. 



- THE CHILD’S RELATIONS WITH 
CHAPTER D- PARENTS AND PARENT-SURROGATES 

NURSES AND NURSERY TEACHERS 

Love. If the nurses^ grow to love the children in their kevutza, 
the children in turn grow to love and depend upon their nurses. 
But a child seldom becomes attached to a nurse who is not 
attached to him. This differential response on the part of the 
child begins in infancy. The head nurse in the Nursery is of the 
strong opinion that a baby begins to respond to her as an in- 
dividual only when she begins to respond to him as an individual, 
rather than as a biological organism. Since she responds to 
each baby differently, each, in turn, responds to her differently. 
Some babies will go to her immediately when she holds out her 
arms; others go much more slowly. Similarly, there are nurses to 
whom some babies refuse to go at all; and some babies refuse to 
eat if a particular nurse feeds them. The head nurse is emphatic 
about the reason for these latter responses. ‘'When a nurse picks 
up a baby and he cries, I know there is nothing wrong with the 
baby; but something is wrong with the nurse, for babies love to 
be picked up and played with.’' Thus a baby responds, even at 
this young age, to the nurse’s covert dislike of or disinterest in 
him. 

Since the typical nurse is nurturer and comforter, it is small 
wonder that, as one nurse expressed it, “The children are very 
tied to the people who take care of them.” There are times when 
a child may prefer his nurse to his own mother. Moreover, there 
is evidence to indicate that some children would like to combine 
mother and nurse into one person. Children, for example, will 
unwittingly address the nurse as “Mother,” although it is admit- 
tedly difficult to know whether they confuse the two women 
or whether they have a truly synthetic mother imago — a fusion 
of the mother-figure and the nurse-figure. Sometimes children 
deliberately put the nurse in the place of either parent. One nurse 

^ The term, “nurse,” will be used for nurse and nursery teaeher, alike. 
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reports that her eharges often tell her, *‘You are my mother.” 
When her parents left on their annual vacation, Dena told 
SHOSHANNA, “Now that my parents have left, you will be my 
mother.” And when Ziva’s father was called into the Army 
Reserve, she informed ZEHAVA that, ‘‘You will be my father.” 

The children express their attachment to the nurse in in- 
numerable ways. There is, first of all, the fact that they frequently 
manifest physical signs of affection for her. 

GHANA comes in the room, stands. Iris (two years) runs to her . . . 
hugs her, laughs, clings to her. GHANA lifts Iris by the hands, and Iris 
climbs up her stomach. Then Rafi tries, and climbs all the way to her 
chest . . . 

As SHLOMiT dresses Yehuda (two years) he laughs, puts his arms 
around her as she buttons his suspenders, and pats her hreasts. 

HELKA is ironing. Mimi (three years) stands next to her, watches, 
thumb in mouth. Suddenly, she hugs and kisses HELKA. 

Children not only give physical affection to the nurse, but 
they persistently seek sheer physical contact with her. If, for 
example, a nurse sits on the ffoor to read to the children, or if she 
sits on the grass to observe their play, children will swarm over 
her — sitting in her lap and on her legs, lying with their heads in 
her lap, standing next to her with their arms around her.^ 

The nurse, moreover, is considered by the children as a 
protector. If a child is attacked by another, he often turns to the 
nurse for solace and/or protection. If he hurts himself by falling 
or running into a wall, he runs to the nurse for consolation. If 
the nurse is available, she is able to pacify him within a few 
minutes; if she is not, the child’s cries may continue for some 
time. The children not only turn to the nurse for protection; they 
in turn protect her. On the few occasions, for example, that chil- 
dren in the Kindergarten attempted to aggress against the nurse, 
other children immediately rushed to her defense. 

The child’s attachment to the nurse is revealed in his desire 
for her attention and approval. When children are painting or 
drawing, they constantly ask the nurse to help them in their work, 
to get them a crayon, to bring them a clean sheet of paper. A 

^ In general the nurses accept and return this voluntary affection. Sometimes, 
however, if the acts become too pronounced, a nurse may insist that they cease. 
Ron (four years), for example, had a tendency to smother his nurses with affec- 
tion. He would crawl all over the nurses when they were sitting down, and the 
nurse’s response in one instance was typical; “Ron, I don’t consent”; “Ron, I 
don’t want it”; “Ron, that’s enough.” 
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child eats all his food, and proudly announces this fact to the 
nurse; another swings on one foot, and demands that the nurse 
observe this accomplishment; a third rides his tricycle without 
hands and insists that the nurse come outside to watch him. The 
following example illustrates not only the children s desire for 
the attention and approval of the nurse, but their rivalry for this 
attention and approval. 

SHTJLA and the children (in the Kindergarten) work in the garden 
that they are making. All have small rakes and hoes, and are working 
under SHULA’S guidance . . . AU talk at once and clamor for her atten- 
tion. ‘"SHULA!” . . . “SHULA!” . . . “SHULA! Come to me!” . . . “SHULA! 

I will bring fertilizer” . . . “SHULA! I will bring water!” . . . All the 
children are eager for SHULA’S approval and from time to time one will 
hear, “SHULA, did I work well?” “And I?” “SHULA, did I work terribly 
hard?” . . . She cannot compliment one without complimenting 
all . . . 

This desire for the nurse’s approval undoubtedly accounts for 
the fact that few acts of disobedience of, or aggression against, the 
nurses were observed during this study (see pp. 168-170), al- 
though this absenee may be motivated by fear rather than love. 
Children, for example, will almost always obey the nurse when 
they will not obey others. Often we would tell a ehild to do 
something, only to have him ignore the request. But if the nurse 
made the same request, the ehild would almost always obey her 
promptly. The ehildren, moreover, generally obey their regular 
nurses more than they do their substitute nurses. In one kevutza, 
for example, the toddlers were not permitted to play in the shower 
room nor were they permitted to play with the dishes. These rules, 
never violated when their permanent nurses were present, were 
frequently broken when a substitute was on duty. 

The ehildren not only love their nurse, but they are jealous 
of the love she displays toward other ehildren. One of the few 
sourees of eompetition within the kevutza is eompetition over the 
nurse; for from the earliest ages, the ehildren attempt to monopo- 
lize her attention, her affeetion, or her lap. 

RACHEL picks up Arych (one year, four months) to feed him, puts 
him on her lap. He screams . . . and she sets him on the floor . . . 
takes Moshe and starts to feed him . . . Ary eh then really begins to 
scream and cry, and tries to climb on RACHEL’S lap. RACHEL returns 
Moshe to his mother, picks up Ary eh and feeds him. He eats quietly 
and very well. 
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ROSA sits on the floor. Amir (two years) and Mirav pile on her lap. 
Omri tries to sit too, but there is no room. He tries to foree Amir off 
. . . ROSA helps Omri to sit on her knees. 

Amikam (two years) tells SHLOMIT that she belongs to him. Pnina 
says no, SHLOMIT belongs to her. SHLOMIT says she belongs to both 
Amikam and Pnina. And Amikam, seeing Avinoam, says, “And to 
’Noam too.” 

ETTA asks Mordeehai (three years) to get her an apron from the 
laundry. He says no, and she asks Miryam, who is delighted; where- 
upon Mordeehai rushes out of the house, pushes Miryam out of the 
way, insists that he go. 

If a nurse comments that one child cleans up very well, another 
immediately announces, ‘1 can too.” If a nurse tells one child 
that she loves him very much, the others also insist, “Me too.” 
Rivalry for the attention of the nurse is particularly acute when 
two groups are first combined into one Kindergarten, and the 
nurse of one group assumes responsibility for the enlarged kevutza. 
In one such instance the nurse, in order to establish rapport with 
the children with whom she was not acquainted, decided that 
she would put this new group to bed at night and have another 
nurse put the other children to bed. The children in the latter 
group bitterly demanded that she put them to bed too. The nurse 
solved the problem by putting both groups to bed at night, but 
quarrels still existed over whom she was to kiss goodnight first. 

The children not only express jealousy of the nurse’s attention 
to their peers, but they may also resent her affection for adults. In 
one kevutza the children frequently asked the nurse about her 
husband — where she went with him, what she did with him, 
and why she loved him so much. 

Still another manifestation of attachment to the nurse occurs 
when she returns to the kevutza, whether she has been away for 
several days or only several hours. When she arrives, she is always 
greeted with enthusiasm. One child sees her and exclaims, 
“GORAH is here!,” and the others rush to her with manifest joy, 
embrace her, tell her what they are doing, etc. Again: 

LEAH comes into the house to give the children supper. They had 
last seen her at noon. All run to her, shouting, “LEAH! LEAH!” 

The children are playing in the bedroom . . . ZEHAVA (who has 
not been here since morning) comes in. One of them shouts, “Look 
who’s here.” They run towards her, Ron jumping into her lap first. 
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Similarly, if a nurse walks past the ehildren’s yard on her day off, 
all the children call and run to her; and if a nurse who has 
formerly worked with the kevutza returns for a visit, the children 
run to her, hug her, and in various ways express their continued 
affection for her. 

Still other expressions of attachment occur. The children take 
great delight in helping the nurse: they set the table, fetch the 
food, empty the garbage. The nurse may ask one child to fetch 
the food from the kitchen, and four others volunteer to go with 
her. The nurse sits on the grass and says that she is going to get 
up, and two boys immediately rush to help her rise. 

A final indication of the children’s positive relationship to the 
nurse consists in the observation that the greatest degree of 
esprit de corps obtains when the nurse is either directing or 
observing their play. At such times, there is always the most mer- 
riment and laughter, and it is then, too, that there is the least 
aggression and conflict. 

Fear and hostility. The above response, of course, may be the 
result of fear as well as of love, which leads us to record another 
observation. Children not only love their nurse; they are also fear- 
ful of, and sometimes hostile to, her. Fear is expressed in their 
reluctance to commit any act in her presence of which they have 
reason to believe she disapproves. 

Tsvi (two years) starts to hit Anat. TAMAR looks at him. He stops 
in the middle. 

Avinoam (two years) hits SHLOMIT as she is dressing him. SHLOMIT 

says no, he is not to hit. Avinoam kisses her, and a moment later, kisses 
her again and pats her head. 

Avraham (two years) pulls a blanket off a bed. I tell him no, but 
he does so anyway, ROSA eomes in, and he drops the blanket immedi- 
ately, looks sheepish, ROSA picks up the blanket from the floor and asks, 
“Who took it?” Avraham says, “Noo, noo, noo.” ROSA says, “That’s right 
— noo, noo, noo.” She looks at Avraham with a pretend-angry look. He 
stands a second hesitating, then runs to her, throws his arms around 
her. She picks him up. 

Hostility may be expressed in both verbal and physical ag- 
gression, as well as in disobedience, although all such acts are 
very infrequent among these children. If, however, a nurse is 
disliked by her kevutza, or has difficulty in controlling the 
children, the incidence of aggression and disobedience increases. 
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Such a nurse, furthermore, is unable to elicit the cooperation and 

assistance of the children. One nurse who was disliked by her 
charges because of the tension and sharp temper she often dis- 
played was often observed to evoke a negative response when 
she asked for volunteers to help her carry the food from the 
kitchen. 

That the children have hostile, as well as tender, feelings 
toward their nurses is not at all surprising. Since the nurse is the 
most important disciplinarian in their lives, it is to be expected 
that she is the source of much frustration. Among the preschool 
children the most frequent occasion for crying — other than 
frustration imposed by peer aggression or conflict — is some 
action of the nurse which the child perceives as frustrating. A 
count was made of all crying in two of the children’s groups in 
which the instigation was unequivocally identifiable. Of a sample 
of ninety-four cases, sixty-seven, or 71 per cent, were seen to be 
provoked by the nurse. She had prohibited some activity, insisted 
that the child engage in some activity, refused to accede to a 
request or desire, threatened to punish a child if he persisted in 
a tabooed activity or given attention to another child. 

This same pattern holds for the older children. According to 
the Moral Ideology Test, the grammar school children view their 
nurses (and teachers) as their most punitive socializers. They 
are not only perceived as playing a critical role twice as frequently 
as a rewarding role in socialization, but their critical role is as 
important (quantitatively) as that of all other persons — parents, 
peers, other kibbutz members — combined. These test results 
are entirely consistent with ethnographic observations. A fourth- 
grade child, for example, wrote an essay describing a hike which 
the children had undertaken during a regularly scheduled class. 
The trip was fun, she wrote, but the children were most con- 
cerned that the teacher not be angry with them. When they 
returned, she writes, they were “happy to see that the teacher was 
not angry.” Again, when the children of the fourth grade were 
playing charades, the child enacting the charade attempted to 
represent the assigned word by feigned scolding and shouting. 
The other children guessed from his behavior that the word he 
was trying to act out was “nurse.” (They were wrong.) 

Insecurity. In general, the attachment of the children for their 
nurses is mueh stronger than these negative attitudes; and its 
positive consequences are of the greatest importance for the 
children’s emotional development. But there are certain malad- 
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justive consequences of this attachment which have an important 
influence on their development, and which must be examined in 
detail. These arise from the discontinuity of nurses in the child’s 
life, a discontinuity which characterizes both the daily life of the 
child and his development over time. 

It has been noted that there are two permanent nurses in each 
kevutza and, in addition, a substitute nurse who works with the 
children when a permanent nurse is absent. While the kibbutz 
would like to ensure the continuity of the relief nurse, this is 
seldom possible in view of its manpower shortage. Thus, the 
children may be cared for by one relief nurse for a day or two 
during one week, and on the following week, another may be 
assigned. This discontinuity exposes the child to different person- 
alities, attitudes, and, in some cases, conflicting socialization 
techniques (see Chapter 3). What is the reaction of the children 
to the absence of a permanent nurse to whom they are so 
deeply attached? That the absence of the latter nurse is frequently 
disturbing to the child is evidenced by such signs as increased 
restlessness, whining, and apathy in play when a strange nurse is 
on duty alone. If, for example, a child awakens from his nap and 
finds that a substitute nurse is on duty, he often calls for his 
regular nurse; though he submits to the ministrations of this 
substitute, often during the day he asks for his regular nurse. 
Furthermore, if a substitute nurse is working in the house at the 
same time as a regular nurse, some children will refuse to permit 
her to perform certain functions, such as dressing or bathing 
them, demanding that the regular nurse do this. In one group of 
four-year-olds the typical reaction to a substitute nurse is pro- 
longed sleep and, indeed, one boy simply refuses to get out of 
bed. In a group of three-year-olds one boy expressed his attitude 
toward his nurse’s weekly absence by announcing that he would 
not give his ‘love to the nurse who takes a day off and leaves” 
him. Hence, children are not only disconcerted by the temporary 
absence of their nurse, but they may view this absence as a 
personal rejection. 

The most difficult experience of discontinuity, however, is 
that which characterizes the relations between child and nurse 
over time. Infants leave the Nursery when they are approximately 
one year old. In theory, the new nurse or nurses that they acquire 
at this time should remain with them at least until they enter the 
Kindergarten, and, preferably, until they enter Grammar School 
— for the kibbutz believes that the children should know the 
security of having the same nurse during the entire period of the 
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“tender age.” But, as we have observed, this eontinuity seldom 
exists and a nurse rarely remains with her kevutza throughout 
this period. This severanee of the deep emotional relationship 
that exists between ehild and nurse is a source of great disturbance 
to the children, and it is all the more intensified if they feel 
their nurse’s departure to be a personal rejection. The readjust- 
ment period is made even more difficult by the fact that the 
techniques of adjustment and interaction developed in response 
to one nurse must be discarded, and new ones acquired. 

Difficult as the departure of a nurse is for the children, its 
worst consequences can be mitigated if the children get to know 
and love the new nurse before the old one leaves. Often, however, 
there is no time for such a transition period. Sometimes it is 
overlooked from sheer carelessness; sometimes it is precluded by 
the manpower needs of the kibbutz. In either event, this sudden 
and abrupt change of nurses only intensifies the difficulties for 
the children. 

Abrupt discontinuity may begin at the earliest age. During the 
course of this study, for example, the nurse who was assigned to 
work in a newly created Toddlers’ House spent no time at all 
working with the babies in the Nursery. One morning, she arrived 
at the Nursery and took the five babies, who had never before 
seen her or their new dwelling, to their new home. That the 
infants are disturbed by this abrupt change will be noted later, 
but it is impossible to decide to what extent their disturbance 
is a function of change in nurses, and to what extent it is a 
response to the entirely new world to which they are abruptly 
introduced. 

In the older groups, where the departure of the nurse is not 
accompanied by consequent changes in the children’s physical 
or social environment (the children remain in the same house 
and with the same kevutza), the manifest disturbance of the 
children may be attributed exclusively to their separation from the 
nurse. When the nurse in one kevutza left to study in Tel Aviv, 
one two-year-old protested against any nurse who took her place. 
He cried often and did not want his parents to leave him at night. 
When at last he accepted the new nurse, he was afraid lest she 
leave too. One day his mother met him — dirty, crying, and 
sucking his thumb — on her way to the dining room. The new 
nurse, whom he had finally accepted, had gone to eat, and he was 
afraid lest another new nurse come to bathe him. When still 
another nurse who had left to study in Tel Aviv returned on 
weekends, she would see the children in her former kevutza. One 
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three-year-old always refused to greet her, and would either look 
the other way or walk away if she approached him. 

These same painful reactions to the departure of the nurse 
occur even among older children, extending as far as the Gram- 
mar School, When the children of the second grade entered the 
Grammar School, their necessary separation from their previous 
nursery teacher was almost traumatic. As their new teacher related 
her initial experiences with these children: “To leave MALKA (the 
nursery teacher) was a horrible experience for them. They 
became very aggressive, and my first two months with them were 
impossible.” The children would constantly hit each other, and 
often became hysterical. They would scream and hit tables, chairs, 
and doors for no apparent reason. If the new teacher attempted to 
interfere, they would hit her. Their love for MALKA lasted a long 
time. They would ask each other, “Who is better — MALKA or 
GHANA (the new teacher)?,” and then agree that to love CHANA 

was disloyal to MALKA. When they had a class project which they 
particularly enjoyed, they asked the teacher, “Is it true that MALKA 

told you to have this project?” 

PARENTS 

Love. Parents are the children’s most important love-objects 
— a not unexpected finding in the light of the discussion of 
parental behavior. In spite of the fact that the child may see his 
parents for only two hours a day, these two hours are the most 
important of the day for him. In the kevutza, the child is merely one 
of eight or sixteen children, all of whom must share the love and 
attention of the nurse. But for two hours every day, he becomes 
the center of the universe — his slightest whim is immediately 
gratified, love and affection are lavished upon him, and he has at 
last the exclusive attention of adults, his parents. Of his nurses 
the child must always say, “They are owrs”; but of his parents he 
may say, “They are mine.” ^ 

The contrast between the child’s experience in the kevutza and 
in his parental room has been noted by Irvine:^ 

It seems likely that the rather unstimulating and frustrating environ- 
ment of the ehild under three, and the limited physieal and emotional 

® This paragraph applies without qualification to only children. If a child has 
siblings, he must share his parents. But even then tlie description is not without 
validity. Kibbutz children — except for those of sabras — are, for the most part, 
widely separated in age. Hence, the youngest child, in effect, is an only child, 
insofar as his opportunities for monopolizing his parents’ attentions are concerned. 

^ Irvine, “Observations on the Aims and Methods of Child-Rearing in Com- 
munal Settlements in Israel,” p. 264. 
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contact which he often has with his metapeleth, has enhaneed for him 
the intensity of his relations with his parents and the signifieanee of 
the family room. 

In the kevutza, the child from the earliest age is expected to — and 
must — subordinate his own needs to the needs of the group. 
Because he cannot have all his needs satisfied immediately, this 
situation demands a high level of frustration tolerance. But in 
the parental room, with its extreme indulgence, the child daily 
receives ego satisfactions in the form of intense love and nur- 
turance. And this indulgence is accentuated by another aspect 
of the parent-child relationship — the secondary role played by 
the parents in child training. To the extent that socialization 
demands require the inhibition of impulse, socialization itself is 
unpleasant; its unpleasantness is heightened by the use of negative 
sanctions. The Moral Ideology Test reveals that the children do 
not perceive their parents as punitive, but, in contrast to their 
teachers and nurses, as highly indulgent. When asked to name 
the ones who would praise them for their good deeds, the children 
(age six through eleven) named their teachers and nurses, on the 
one hand, and their parents, on the other, with equal frequency. 
But when they were asked to name the persons who would 
criticize them for bad deeds, they named their nurses and teachers 
three times as frequently as their parents. The parental room, in 
short, is a much more permissive place than the dormitory. 

The contrast between these two experiences — the dormitory 
and the parental room — only serves to intensify the importance 
of the latter. Thus this overstimulating and highly satisfying two- 
hour period becomes terribly important for the child, and the 
parents, who are responsible for it, become strongly cathected. It 
is the intensity of this relationship that establishes the parent 
as the most important influence on the child’s development. 

The importance of the parents in the child’s development, as 
measured at least by the child’s deep attachment to his parents, 
must be seen within the structural context of kibbutz socializa- 
tion. Parents, unlike his nurses, are relatively stable figures in 
the child’s environment. Attachments to a nurse can be, and 
indeed frequently are, broken. Because his nurses are transient, 
permanent attachments to them are necessarily precluded. But 
however transient his nurses, the child’s parents are constant; and 
the greater the impermanence of his nurses, the more important 
becomes the constancy of his parents. Thus, his parents become 
the child’s constant and stable points of emotional reference. 
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But we need not remain content with these speculations con- 
cerning the attachment of the child to his parents. On the 
Emotional Response Test, for example, the role played by the 
parents is exclusively positive. Parents are never mentioned as a 
source of anger, fear, shame, or sadness. It is only the absence of 
the parents — due to travel, illness, or death — that is responded 
to with sadness or is perceived as one of the worst things that can 
happen. 

The child’s attachment to his parents is supported, most im- 
portantly, by ethnographic observations, from which the follow- 
ing examples are chosen at random. Children often refer spon- 
taneously to their parents during the day. A two-year-old walks 
around the yard singing, ‘‘Come, Daddy”; a three-year-old plays 
in the sandbox and sings, “Here is Daddy!”; another two-year-old 
plays outside after supper and sings, “Mommy, come to Elat!” 
Many children, furthermore, cry for their parents when they have 
been hurt or when they want something. Often, to be sure, they 
cry for the nurse, but frequently they cry and scream for “Daddy!” 
or “Mommy!,” or for both. In short, the parent is perceived as 
protector and comforter. 

When a substitute nurse refuses to give Nili (four years) a cookie, 
Nili says, “My mother says that Tm a sweetie, and she’ll give me 
cookies.” 

Amos (five years) accidentally bumps into Shula and hurts his 
head. He wails, “Mother,” for a long time. 

Yuval (four years) tells Amir (four years) that the children from 
the next kevutza will come at night and beat him up. Amir looks un- 
happy . . . Yuval leaves, and Amir says to himself, “My father is 
stronger than they are, and he won’t let them.” 

Many children visit their mothers at work during the day, if 
that is possible. A child is praised by his nurse for a drawing he 
has made, and he says he is going to take it to his mother. A 
child is reprimanded by the nurse, and he runs to his mother. Or, 
a child for no immediate reason decides to visit his mother. A 
four-year-old threatens to kill his nurse, and another child says 
he should not do it, for the nurse’s children would cry. 

Children often identify other children by designating their 
parents. When the daughter of ZEHAVA (the nurse) came into 
the room, for example, Zeviah said, “Here comes Shula. We too 
have a Shula, Shula of YAEL. This is Shula of ZEHAVA.” At times, 
a young child will say, “All the parents are mine,” and nurses 



83 THE CHILD S RELATIONS 

report that a child will occasionally announce that X and Y are 

his parents although they are in fact the parents of another child. 

The importance of the parents for the children may be 

observed even in peer aggression. Livid with rage, a ten-year-old 

could think of no more aggressive epithet to hurl at a peer than, 

'T hope your family dies tomorrow; I hope your family dies today; 

I hope your family dies right now!” 

That the child is deeply attached to his parents is revealed, 

more systematically, by the joy with which he greets them when 

they come for him in the evening. The last meal of the day is 

the meal at which chaos and utter confusion often reign — 

because the children are excited about the imminent arrival of 

their parents. This excitement is apparent even among the infants 

in the Nursery, who become so excited when they see their 

parents that they refuse to allow the nurse to feed them.^ The 

arrival of the parents is always greeted by grins, joyous cries, a 
great deal of running back and forth, throwing of arms around 

the parents, and innumerable squeals of “Mommy” and “Daddy.” 

But the children are not only happy to see their parents when 

the latter arrive, they are equally unhappy when they do not 

arrive at the expected time. For example: 

. . . Around 9:00 (A.M.), Esther (sixteen months) begins to ery . . . 
she eries and eries . . . CHAYA takes her inside, says she doesn’t know 
why she is erying, but thinks it may be because her mother usually 
comes to see her at this time and has not yet come. 

If children are eager to see their parents after the day’s 
separation, they are doubly eager to see them after a more pro- 
longed absence. Children await the return of their parents from 
a trip with great anticipation. They were frequently heard to tell 
their nurses or peers, in a tone of great joy, that “in another three 
days” or “in another two days” or “tomorrow,” “my parents will 
return.” 

This reaction is found among the very young children, as 
well. In the example below, Omri’s parents have been on 
vacation for two weeks, and his nurse has told this two-year-old 
boy that his parents are coming home that very day. 

® That the babies who are weaned have already begun to perceive their 
parents as playmates is indicated by the fact that they will often refuse to allow 
their parents to feed them. When such a baby sees his parents, he is, as the 
nurses say, “ready to play”; the baby will eat only when the parent gives him to 
the nurse, who then feeds him. 
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. . . (In the afternoon, Omri is in his crib) . . . the door opens, and 
Omri jumps up, yells. GHANA comes in, and Omri looks disappointed, 
subsides . . . (later) . . . the door opens, and ETTA comes in. Omri 
hears the door open, jumps up, faces the door, eyes wide — sees ETTA, 

subsides, looks out the window, jabbers a little ... (at supper), Omri 
suddenly begins to cry. GHANA comforts, strokes him. He puts two 
fingers in his mouth . . . ETTA calls out the window to Omri’s mother, 
tells her she may come in. The mother enters, but Omri does not see 
her. She calls his name, he turns around, grins, waves his arms to her 
excitedly. 

Similarly, 

Naomi (nine years) wrote her mother a letter when the latter went 
to the city overnight. She gave her the letter upon her return the next 
day. In the letter she wrote that she loved her and missed her, that she 
could not wait until she returned, and that she wanted ten kisses in 
exchange for her absence. 

The children are as reluctant to see their parents depart 
(whether at night or after a brief visit during the day) as they 
are eager to see them arrive. While most children do not cry when 
their parents leave, many children do; and some babies, too, will 
cry for a few minutes after their parents leave. Unfortunately, 
we have no information on the average duration of such crying, 
but we recorded instances of a child’s clinging to a parent for as 
long as fifteen minutes, begging him not to go, and then crying 
“Father” or “Mother” for almost the same length of time after the 
latter’s departure. 

The following illustrates the reaction of a child to her mother’s 
departure during the day. 

Pua (two years) sees her mother in the distance, yells, '‘Mommy!,” 
and runs to the fence. Her mother calls, “Shalom!,” says that she is 
working now, and that she does not have time to come — she will come 
to see her later. Mother stands and repeats this over and over again, 
not going. When she finally goes, Pua cries — stands at the fence and 
yells and cries . . . Pua still cries, tries to climb through rails of 
fence . . . 

Another indication of the child’s attachment to his parents is 
revealed by his pride in and identification with them. Children 
may refer to their parents’ work with pride — for example, “My 
father drives a tractor,” or “My mother works in the chicken house.” 
Older children may announce that when they grow up they will 
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do whatever work their fathers or mothers do. In play children 
often assume the role of their parents: a girl whose mother is a 
nurse insists on being the nurse when they play “nurse and 
patient ; a boy whose father is an electrician announces that he 
will be the electrician when they play with “wires.” There are 
still other ways in which a child expresses identification with his 
parents. Some children make model objects of sand which they 
may identify as mother or father. When they look at picture books, 
adult figures are often identified as mother and father. 

The possessive pride which many children reveal toward 
parents is indicative of strong identification with them. When a 
group of three-year-olds went for a walk one day, they passed 
the laundry: 

Mimi says to Zevia, “There’s your mother’s dress hanging on the 
line” (it was). Zevia becomes excited and runs to the nurse to tell her 
that she has seen her mother’s dress. 

The nurse announces that CHAIM (father of Miryam) has to sub- 
stitute for MOSHE in a kibbutz committee. Miryam begins to shout with 
glee, “My father! That’s my father!” 

The nurse says the bicycle is broken and they will have to give it 
to SHAiKE (the father of Amnon) to be fixed. Amnon asks, “To SHAIKE?” 

And when the nurse says yes, he says proudly, “To my SHAIKE!” 

Finally, children refer to their parents as authority figures, or 
they brag about them both absolutely and competitively. 

Ghana (four years) says that the birds from Africa like cold 
weather. When the other children challenge the truth of her statement, 
she says, “It’s true — my father told me.” 

Nadav (five years) has a pocket knife, and Nili says that her father 
has a big knife. Nadav says his father has a sharp knife. Boaz shouts 
that his father has a big knife. Esther says that her father has a sharp 
pocket knife. Boaz says that his father also has a pocket knife, and that 
he (his father) will give it to him. 

When someone showed a picture of two French beauty queens to 
Eldad’s (twelve years) parents, he commented that “My mother is 
more beautiful than both of them put together.” 

Identification with parents is seen also in the children’s at- 
titude toward their parental rooms. When asked where they live, 
for example, some children mention their parental rooms rather 
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than their kevutza. By the same token, the term cheder sheli (my 
room), refers almost exclusively to the child’s parental room 
rather than to his nursery. Among the older children, on the other 
hand, “my room” becomes “our room,” but the reference is the 
same — the parental room. Thus, when nine-year-old Ghana 
discussed her vacation, she said it would be “after we move into 
our new quarters.” It was her parents, of course, who were 
moving into new quarters, and not her kevutza.® 

Although the child’s relation to his parents is one of deep at- 
tachment, it should not be concluded that the children would 
prefer living with their parents. The children of grammar-school 
age, at any rate, dislike sleeping in their parents’ rooms. When the 
school dormitory was being replastered, for example, the students 
had to sleep for two nights in their parents’ rooms. When asked if 
they enjoyed this experience, most of them answered in the nega- 
tive. So, too, when the seventh-grade students were told that they 
could not enter the high school dormitory for one week after the 
beginning of the school term, they insisted upon remaining in the 
grade school dormitory, rather than moving into their parents’ 
rooms. 

Hostility. Despite the preceding discussion, it should be 
stressed that the relation of the child to his parent is not free from 
hostility. On the contrary, some children have been observed to 
express negative and hostile feelings toward their parents. Occa- 
sionally a child may refuse to go to the parental rooms in the eve- 
ning, and may visit his nurse’s room instead. One five-year-old 
girl always refuses to visit her parents, although no one knows 
the reason for her rejection of them. When her parents come to 
fetch her, she refuses to leave with them and prefers instead to 
remain with the nurse. Still another child expresses rather direct 
hostility toward his mother. 

Ephraim (four years), according to the nurses, is deeply attached 
to his father. One day he was speaking of his parents and said, “I 
belong to my father and the animals belong to my mother.’" 

* By identifying with his parents and with their room, the child is, at the same 
time, emphasizing a social group whose structural significance in the kibbutz is 
minimal — the family. For the child there are at least two important groups: one 
is comprised of those children and adults with whom he interacts in the nursery; 
the other is comprised of those children and adults with whom he interacts in his 
parental room. And for the child the latter is both a structural, as well as a 
functional, unit. 
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If we are correct in inferring that “animals” equal this boy’s 
siblings, then the statement indicates not only hostility toward the 
mother, but also hostility towards siblings. The most blatant 
expression of dislike occurs in the example below. 

The teacher of the fourth grade is discussing parent-child relation- 
ships with the class, and comments that all children love their parents. 
Amir, who rarely speaks in class, speaks up to deny this, and says he 
does not love his parents. 

Such expressions of hostility occur infrequently, however, and are 
negligible compared to the positive attitudes. 

Insecurity. Since the child reacts to his parents and apparently 
perceives them in a manner similar to that with which he reacts 
to and perceives his nurse — he responds to the presence of both 
with joy and affection, he seeks comfort and protection from both, 
he identifies with both, and he may on occasion be hostile to both 
— what then is the difference between the child’s relations with 
his nurse and with his parents? If emotions such as joy, love, or 
pride can be described in quantitative terms, we may state that 
the child responds to his parent with more joy, with more love, 
with more pride than he does to his nurse. The intensity of the 
child’s attachment is evidenced most strongly by his reactions to 
the absence of his parents, to the birth of a sibling, and in the 
behavior of those children whose mothers are also nurses. 

There are three types of parental absences to which a 
kibbutz child may be exposed. These are the daily separa- 
tion, temporary absences of the parent from the kibbutz, 
and permanent absence resulting from parental death or resigna- 
tion from the kibbutz. 

The child’s feelings about the daily separation from his parents 
may be inferred from two sets of observations. The first is that 
most children appear to be content in their groups, which would 
seem to indicate that they are not disturbed by parental absence. 
But, as has been noted above, many children seek out their parents 
— more particularly, their mothers — during the day for no im- 
mediate or specific reason; and the frequency and regularity with 
which many children leave their groups to seek out their mothers 
is probably an indication either of dissatisfaction with the group 
situation or of insecurity about the mother, or of both. A few 
mothers say that all the children under the age of three are inse- 
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cure because of the mother's absence, and one such mother asked 
to be assigned to a work-position that would place her near her 
young son s dwelling. When she first began to work there, her son 
came every day to make sure she was there. After a few weeks, 
however, he took her presence for granted, and no longer visited 
her daily. This mother felt that her nearby presence gave her son 
a security he had previously lacked. In short, the daily absence of 
the parents is disturbing for at least some of the children, which in 
turn may be interpreted as a measure of the latters' attachment to 
them. 

How the child feels about the temporary absence of his parents 
is quite clear. Parental absence of a few days brings about no 
observable change in the behavior of the older children, although 
it may affect the infants. Babies whose parents are away from the 
kibbutz for only a few days behave no differently, so far as gross 
observation of behavior can reveal, but one infants' nurse is of the 
opinion that subtle changes in such babies' behavior always take 
place — changes which she cannot describe but which she feels 
are there — and particularly during the afternoon visiting hours. 
It is this nurse's conclusion, after many years of experience, that 
babies are always unhappy when their parents go away, even for 
a short time. 

Although apparently unaffected by a brief absence, the ab- 
sence of one or both parents for a period of more than a few days 
brings about a number of changes in the older child's behavior. 
Some reactions of children to such separations are illustrated 
below. 

The most disturbed child in his group is Yitzhak (four years), and 
he has had the least satisfactory family life. One of his parents has 
always been absent from the kibbutz — his mother for training in the 
city, his father for army service. Both were absent together for over 
two months when he was three years old. He is a constant thumb- 
sucker and is a social isolate, withdrawn. He occasionally interacts 
with the other children, but only to irritate them and to elicit their 
physical aggression. He is afraid of them and never retaliates. 

Avram (three and one-half years) is the most aggressive child in 
his group. His mother was away for six months, returned only a short 
time ago. After her departure, he became enuretic, although he had 
been continent before. Prior to her absence, he had been no more aggres- 
sive than the other children; indeed, immediately following her depar- 
ture, he became quite passive and constantly asked the nurse, “Am I 
a good boy?” The nurse tried to console him for his mother’s absence, 
and would take him to her room after work. When they went on a hike. 
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Avram would insist on walking next to her and would ery as soon as 
she left him. He beeame jealous of the nurse’s own ehild, and even 
today threatens to kill him or remarks that he is ‘not sweet.” 

Shortly after his mother left, he appeared to have forgotten her 
very existenee. One day he told another child that her mother was 
really his mother. When the nurse pointed out that he had his own 
mother, he said, “No, I don’t have a mother any more.” 

A few months before his mother returned, he became extremely 
aggressive, and this has continued up to the present time. That he is 
still insecure is shown by other symptoms as well. For one thing, he 
visits his mother at her work at every opportunity. For another, he still 
demands enormous amounts of love from his nurse, asking her many 
times a day if she loves him. Often when he awakens in the morning 
he tells her that, “Today Til be sweet.” The other day, when we all went 
for a hike, we passed the mail truck. When the nurse asked what the 
truck was for, Avram answered, “To bring me letters from my mother.” 

During the course of this study, we were able to observe Amir 
(twenty months), whose mother was away for six weeks. His father 
works outside the kibbutz, and comes home only on weekends. The 
nurse cared for the boy during the week, taking him to her room and 
putting him to bed at night. During the mother’s absence, the father 
remarked to the observer that his son seemed very sad these days, but 
that he did not think it had anything to do with the absence of the 
mother, for Amir never mentioned her! The nurse, however, noted that 
the boy was now “afraid of all new people,” and that since his mother 
went away, “it has been terrible for him.” Amir exhibited two signs 
of disturbance during his mother’s absence — he became the most 
aggressive child in the kevutza, and he spent a great deal of his time 
sleeping. His aggression continued after his mother’s return; his need 
to sleep diminished considerably. When his mother returned, Amir 
either did not or would not recognize her. By the second day, however, 
he greeted her joyfully when she came to visit him. 
f 

The following excerpt from the diary of a kibbutz mother also 
reveals how painfully a child can be affected by prolonged pa- 
rental absence. In this case, both parents were away for several 
weeks. The boy was approximately two years old at the time of the 
incident. His highly perceptive mother writes: 

We have just returned to Kiryat Yedidim. Our absence was very 
painful for Yaakov. The nurse tells me that many evenings he did not 
sleep. One night the watchman found him standing in front of our door, 
with his thumb in his mouth. When SHLOMO (the father, who returned 
a week before the mother) came home, Yaakov would not let him 
leave the house in the evening, and cried when he did leave. When I 
returned, Yaakov did not recognize me, and he ran to SHLOMO. NOW 
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when I leave him in the evening, he always asks me: “You’ll never 
leave me again, never?” He has deep fears about being left alone again. 
He has begun to suck his thumb ... I have to stay with him at night 
until he falls asleep. 

The same boy reacted with anger when his father went on a 
trip at a later date. The child, now a few months older, says to his 
mother: 

Father went to Tel Aviv. All the children will be very angry with 
my father, and father is fooia . . . (His mother asks if he is angry 
with his father, and he says) . . . All the children will be angry with 
Father. 

These examples reveal that any temporary separation from 
either one or both parents may be highly disturbing to the child, 
who may express his disturbance in a number of ways — with 
fear, guilt, aggression, withdrawal, enuresis, thumb-sucking. Many 
of these symptoms, furthermore, continue long after the parent 
has returned. This disturbance, again, is a measure of the intensity 
of the child’s attachment to his parents. 

There are a few children in this age range who have experi- 
enced a permanent separation from one parent, the father, either 
through death or divorce (followed by departure from the kib- 
butz ). From the behavior of such children, we may infer that the 
presence of both parents is important for the child in the kibbutz. 
For example, Tamar (two and one-half years), whose father died 
before her birth, is the only child in her kevutza who did not es- 
tablish a relationship with the observer. That Tamar, even at this 
young age, realizes that she has no father and suffers in this knowl- 
edge is illustrated by the fantasy she once expressed to the nurse. 
‘‘You know,” she told the nurse, “I have no father now. But once 
my father and I went for a walk, and we went into the fields.” 
(The nurse did not know what to say to the girl, and finally an- 
swered that that was right — that once her father was alive and 
with her.) Tamar later repeated her fantasy to the other chil- 
dren. 

It might be noted that the other children express confusion and 
curiosity about a child whose parent is dead, and their questions 
indicate at least some anxiety on their part. Two-year-old Chava 
one day asked her mother, “Where is Tamar’s Daddy? He is not 
good!” The five-year-olds in another group frequently spoke about 
the fact that Shaul had no father. They would ask him why this is 
so, and finally Shaul asked the nurse, who explained it to him. 
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The absence of a parent because of divorce can be as disturb- 
ing as absence through death: 

The parents of Amnon (five years) have been divorced since his in- 
fancy, and his father does not live in the kihbutz. Until quite recently, 
Amnon wet his bed every night, except when his father came to visit 
him. Recently, this pattern has been reversed. Amnon is now continent 
and wets his bed only during his father’s visits (aggression against 
father?). 

From the great disturbance that the absence of the parent 
causes the child, it seems quite clear that the latter’s relationship 
to his parent is an intensely emotional one and that the parent is 
the child’s most important love object. Another measure of the in- 
tensity of the child’s attachment to his parents is provided by the 
behavior of those children whose mothers are also nurses. Such 
children visit their mothers every day, often several times a day, 
and their behavior during these visits indieates that they view their 
mother’s eharges as a threat to their own relationship with her. The 
kevutza of one two-year-old, for example, occupied a house imme- 
diately next to the house in which his mother worked as a nurse. He 
thus saw her caring for children younger than he all through the 
day. He became so upset by this, and cried so whenever he saw his 
mother, that she demanded that her son’s kevutza be moved to 
another dwelling where he would not be able to observe her so 
frequently. 

That a child should become highly disturbed by the daily ob- 
servation of his mother’s persistent devotion to eight other chil- 
dren, rather than to himself, is understandable. But it is under- 
standable only if he is deeply attached to her and desires her love. 
For only then is her devotion to the other children perceived by 
him as a threat to himself; and the more threatening he perceives 
her devotion to the other children, the more intense, we may infer, 
is his attachment to her. 

The behavior of the child in such a situation not only reveals 
the intensity of the child’s attachment to his parents, but, as in 
the case of parental absence, it also points to an important source 
of emotional disturbance in kibbutz children — the child’s percep- 
tion of his mother’s maternal behavior toward other children. And 
this disturbance is increased by the behavior of the mothers. Many 
mothers who are nurses discourage their children from visiting 
them at work: first, because many realize that it is disturbing for 
their children, and, second, because such children — especially 
when they are very young — interfere with their work. Occasion- 
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ally such a nurse will become so irritated by her child’s behavior 
— nagging, whining, interfering, or often aggressing — that she 
will scold her child, telling him to leave and not to come again. 
Thus, such a child may easily come to feel that his mother’s 
charges are preferred to him. Such a situation is, in a sense, an 
extended-sibling relationship. 

It has already been noted that, as a general rule, parents 
lavish their attention on the younger sibling, who is almost 
always the favorite child. Hence the reaction of the older child to 
what we have termed his “dethronement” is an excellent measure 
of his attachment to his parents. If he is deeply attached to his 
parents, he will be greatly disturbed by the new sibling, who is 
obviously a threat to the continuation of his parents’ love. If he 
is not greatly attached to his parents, the new sibling will not be 
perceived as a threat and, hence, the child should show few signs 
of disturbance. 

All evidence points to the same conclusion: sibling rivalry 
(and its concomitant symptoms) is not only found in the kib- 
butz, but it is very intense. As might be predicted from the 
parents’ preference for the younger child, however, sibling rivalry 
is typically asymmetrical — in general the older siblings are hostile 
toward the younger. 

That parents are aware of sibling rivalry in their children is 
revealed by the Questionnaire. In answering the question, “Do 
you observe sibling rivalry in your children?,” the majority indi- 
cated that they did: ten of the thirteen parents with two or more 
children checked “definitely yes” or “perhaps yes.” And when 
these same respondents were asked, “Did your child experience a 
crisis at the birth of a younger sibling?,” their responses were 
similar: eight of the thirteen checked “definitely yes” or “perhaps 
yes. 

It is comparatively simple to document these figures with both 
observations and interview data. Hostility toward a younger sib- 
ling often begins at the birth of the new baby. Amir (three years) 

refused to enter his parents’ room when the baby was there; his 
parents could not even mention the baby’s name without his be- 
coming upset. Rachel (four years) wanted very much for her 
mother to have another baby. But after its birth, she begged her 
father not to go to the Nursery, but to remain with her. Ziva (four 
years) reacted with great anxiety when a sibling was born. She 
stopped all creative work (drawing, coloring, and so on), could 
not perform physical exercises, and required help for every task. 
She was so hostile toward the baby that her parents were unable 
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to leave the two alone together and feared that Ziva might literally 
kill the baby. If she learned that the baby was in her parents’ room, 
she would refuse to go there. Simla (ten years), whose troubles 
began when her baby sister was born two years ago, has become 

neurasthenic. Her ambivalence to the baby may be seen in almost 
all their interactions, of which the following example is typical. 

Shula’s mother is walking with the haby. Shula sees them, runs to 
them, and kisses the baby many times, aeeompanied by exaggerated 
statements of love. The baby hits her in the faee with a piece of bread, 
and she jumps up, complaining to her mother about how hadly the 
baby treats her. 

These examples are typical of the reaction of a young 
kibbutz child to a new sibling, and typify the anxiety that is 
aroused by this experience. There are instances, however, of much 
greater and persistent disturbance which are presented in the 
following case histories. These cases are atypical in their extremity 
— but by their very extremity they indicate how deeply attached 
some children are to their parents, and how greatly disturbed they 
become when they believe they have lost the love of their parents. 

Ephraim (five years) is jealous of his baby brother, and has devel- 
oped hostile feelings toward his mother — for she has transferred her 
affection from him to the baby. He once told his nurse, “Mother is so ir- 
ritable; she is always yelling at me.” He loves his father intensely, and 
when the latter went on vacation, he refused to visit his mother and went 
to his nurse’s room instead. When she asked him why he did not go to his 
parents’ room, he replied that his father was away. The nurse remarked 
that his mother was at home, and Ephraim replied, “She’s with the baby, 
and that does not interest me at all.” When the baby is in the same room 
with him, he becomes unhappy and withdrawn, and returns to his 
normal self only after she has left. His problem has become intensified 
now that the baby is older and has begun to receive more attention 
from the father. Thus Ephraim has lost his mother and is in the process 
of losing his father. When the baby was born, Erphraim became enu- 
retic. This has improved recently, and he wets his bed only when his 
nurse is away from the kevutza for more than a day. His mother says 
that she knows Ephraim’s incontinence is a result of her neglect, but 
she claims that her work and her baby consume all her energies and 
time so that none are left for Ephraim. 

Amir and Yehuda (seven years) are twins. When they were babies, 
Amir was beautiful, Yehuda unattractive and physically weak. Everyone 
— parents and relatives — preferred Amir to Yehuda. Their older sister, 
for example, would go to the children’s house and, ignoring Yehuda, re- 
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turn with only Amir. An aunt made a beautiful jacket for Amir, but 
nothing for Yehuda. As the twins grew older, however, the situation 
changed. Yehuda was discovered to be quite bright and Amir some- 
what retarded. The parental attitudes reversed themselves completely, 
and Yehuda became the favorite. The parents would often brag about 
Yehuda in the presence of Amir. 

For obvious reasons, the twins did not relate well to each other, and 
their nurse tried to separate them as much as possible — putting them 
to sleep in different rooms, seating them at different tables, etc. But 
when the nurse left the kevutza for a short period, the substitute nurse 
decided to put the twins together — an act which the twins’ nurse 
describes as ‘‘the beginning of the end.” For Amir would do nothing 
without first assuring himself that Yehuda was also doing it, and he 
insisted on imitating all Yehuda’s behavior. 

When the kevutza began its first formal education, Yehuda learned 
rapidly — Amir not at all. He became absorbed in his own fantasy 
world and was oblivious to external stimuli. He had, moreover, a low 
level of frustration tolerance, crying frequently. It was decided to 
transfer Amir from the first grade to the Kindergarten, where he be- 
came the oldest child in the group. 

Since the transfer, Amir has become much better adjusted. The 
nurse has tried to give him responsibilities to make him feel important, 
and he has accepted these responsibilities with pride. For the first time 
since infancy, Amir is beginning to feel loved and accepted. Originally, 
when he was transferred, he complained to the nurse that the 
other children did not love him. The nurse finally succeeded in con- 
vincing him that they did, although this was difficult to do, not only 
because in actuality the other children are ambivalent to Amir, but 
because his need and demands for love are so great. At the same time, 
Amir has ambivalent feelings toward the other children, and spends 
much time scolding them and “tattling” on them to the nurse. 

One day, during the course of this study, the children all wrote 
letters for their game of “post-office.” Amir wrote a one-line letter: 
“RUTHI (the nurse) loves me.” Thus Amir has at last found one person 
who can help him, but his desire for parental love is still frustrated, 
and it is still intense. One day, for example, the nurse and Amir were 
walking down the path when they met Yehuda. Amir asked where their 
father was, and Yehuda replied that he was at home. Amir asked, and 
repeated the same question over and over again, “Did he ask about 
me? Did he ask where I was?” 

Chaviva (seven years) is the second of three children, and since 
the birth of her two-year-old brother, she has been completely ignored 
by her parents. She is always seen hanging in the background while 
her parents lavish their attention on the younger child. In spite of this 
rejection, she visits her brother every day in his kevutza, and spends 
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more time with his group than she does in her own group. When she 
visits, she assumes the role of a parent-nurse towards her brother — 
dressing him, teaching him to draw, playing with him, and watching 
over him when the nurse is not present. She also assists the other 
toddlers, and cares for them as she does for her brother. Since she 
spends so much time with her brother, Chaviva does not have to in- 
teract with the members of her own kevutza. Thus, in one sense, her 
behavior represents a retreat from her age-peers, and an opportunity to 
regress to her brother’s age and still be superior to him, 

YafiFa (eight years), the most disturbed child in the school, is prob- 
ably schizophrenic. Her parents never gave her much love or 
affection, and when her brother was born (when Yaffa was three), they 
withdrew the little they had given her previously. Her mother claims 
that she does not have time to devote to her, and her father does not 
even plead this excuse — he is simply not interested. When her teacher 
attempted to speak to the parents about Yaffa’s problems, her father 
refused to listen. As her nurse expresses it, “Yaffa is like an abandoned 
child.” The extent to which she feels abandoned may be gauged by her 
request that her nurse become her mother. According to the nurse, 
this is the first time that a child has made such a request.'^ 

There are, then, a number of symptoms that seem to occur as 
a result of sibling rivalry and of real or imagined rejection by the 
parent. These symptoms — hostility, withdrawal, regression, anxi- 
ety — are in general the same symptoms that children manifest 
when they are separated from their parents. We would suggest 
that both situations are perceived by the child as parental depriva- 
tion, and that this deprivation is as intensely painful as the former 
parental gratification was pleasurable. Indeed, the latter gratifica- 
tion is responsible for the child’s ultimate perception of his situa- 
tion as a depriving one. 

It should be noted that the effects of sibling rivalry are, if 
anything, stronger among the school children than among those 
of preschool age. Because the births of children in the average 
kibbutz family are often widely spaced, many children in the 
younger grades have only recently acquired a new sibling. And 
since the period of indulgence and high nurturance has been rela- 
tively long, the “rejection” attendant upon the birth of a sibling, 
and the consequent frustration, is concomitantly severe. Almost 
all emotional problems in this group can be traced to the arrival 

Some time after the completion of this study, this child was placed under 
psychiatric care with a diagnosis of schizophrenia. 
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of a sibling and the attendant rejeetion of the older sibling. The 
others are associated with rejecting parents in general. 

In conclusion, the child’s attachment to his parents is a strong 
one, and any threat to it may lead to emotional disturbance. We 
know of no instance in which an ‘"emotionally adjusted” child has 
impaired relations with his parents, or in which an emotionally 
disturbed child has unimpaired relations with his parents. 



PART III • THE FIRST YEAR 





CHAPTER 6^ INFANCY 

PRENATAL FACTORS AND BIRTH 

In Kiryat Yedidim the decision to have a baby is an individual 
matter. Critics of the movement often charge that, at least in the 
early days, parents had to obtain permission from the kibbutz to 

have a child. The chaverim deny this, saying that such a decision 
was always the individuaFs rather than the group’s. In those days, 
however, many couples had a tacit agreement not to have children 
too soon or, at least, to limit themselves to one or two children. 
These decisions were based on a number of considerations. First, 
there were a few settlers who came to Palestine with the “emanci- 
pated” idea of not having any children at all. This was a reaction to 
the large families they had known in Europe and to the impossibil- 
ity of providing a good education for so many children. Second, 
and more important, were the difficult conditions under which the 
pioneers lived in the early days of the kibbutz. The food shortage, 
the lack of adequate housing, and the difficult climate convinced 
many chaverim that it would be unfair to have children under 
such conditions. The general instability of the kibbutz, further- 
more, created an atmosphere of uncertainty, and chaverim were 
reluctant to have children until their future on their own land 
seemed assured. A third important factor was family instability. 
Many of the original “marriages” were so unstable — “There was 
really no such thing as a family,” commented one chaver — that 
many chaverim felt that it would be unfair to have children. For 
all these reasons, the birth rate during the early days of Kiryat 
Yedidim was low.^ 

^ It is not unlikely, however, that in those first days it was at least suggested 
that the kibbutz regulate the birth rate, for it was felt that even individual acts 
should be discussed and approved by the entire group. Members recall with great 
amusement the town meeting that was held when the first baby was born in 
Kiryat Yedidim, for the purpose of selecting a name for “their” child. Similarly, 
when a certain couple wished to leave the kibbutz in those early days, the town 
meeting debated whether it should permit their child to leave with them, for many 
chaverim argued that he was not only a child of his parents, but a child of the 
kibbutz as well. The child was permitted to leave, of course, but even today any 
child who leaves the kibbutz because of the resignation of his parents still retains 
the rights of a kibbutz child. Should he wish to return to study in the high 
school, for example, he may do so as his birthright. 
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Today, when physical conditions have improved and family 
and kibbutz stability seem assured, the birth rate is on the in- 
crease. Whereas most of the older families limited themselves to 
two children, it is predicted that the new generation of sabras will 
have as many as four or five. For today, as a nurse expressed it, 
“They don’t wait — they get married and settle down to their 
main job of having children!” 

Babies are generally planned in Kiryat Yedidim, and modern 
contraceptive devices are known and easily available. The authors 
were informed that some kibbutz women, too embarrassed to re- 
quest contraceptive devices from the dispensary, do not utilize 
them, but there is no way to determine the reliability of this re- 
port. It is known, however, that unplanned pregnancies do occur 
and that in the past there was a high incidence of abortion because 
of all the conditions that inhibited the desire for children. 

Abortions are infrequent today for two reasons. The original 
motives for restricting the population of the kibbutz no longer 
obtain; and Israeli physicians, we were informed, have an informal 
agreement among themselves to perform abortions only when 
absolutely necessary, in order to compensate slightly for the mass 
slaughter of Jews under Naziism. It should be noted, however, 
that abortion is legal in Israel, so that it is still possible for a 
kibbutz woman to obtain an abortion, and she sometimes does. 
Such abortions, however, are not broadcast and one learns of them 
only through general gossip. According to such gossip, at least 
two abortions occurred during our stay in Kiryat Yedidim. In both 
instances, the women had borne children only a short time before 
again conceiving, and it was assumed that they did not wish to 
have their work schedules disrupted so soon again. The fear of 
illegitimacy is not a motive for abortion, for the kibbutz does 
not recognize the concept of illegitimacy.^ There have been a 
few cases of unknown paternity in the history of Kiryat Yedidim, 
but the chaverim say — and observation confirms their statements 
— that there is no prejudice or ill-will felt toward either the 
mother or the child. Both are treated precisely as are other 
mothers and children. 

As has already been indicated ^ neither the husband nor his 
wife have any economic anxieties, nor must they make any plans 
concerning their child’s future life. These and other problems that 

^ The State, however, does stigmatize a child born out of wedlock, for, accord- 
ing to Orthodox Jewish law, an illegitimate child has no civil rights. 

^ Spiro, Kibbutz, pp. 86-87. 
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confront prospective parents in our society are unknown in Kiryat 
Yedidim. 

The majority of women in the kibbutz enjoy healthy pregnan- 
cies, with few difficulties and little complaint. Some of the older 
women, however, have had difficulty both in conceiving and in 
carrying, and this the kibbutz physician attributes to the high 
incidence of abortion in the past. The regimen followed by a 
pregnant woman is an individual one, but there are always some 
general changes in her routine. Until her eighth month of preg- 
nancy there are no changes in her activities. Beginning with the 
eighth month, her workday is reduced to five hours, although she 
may continue to work in her regular work assignment. This 
schedule is highly flexible, however, and depends upon the wom- 
an's individual needs and condition. 

There is generally no change in the woman’s diet until her 
sixth or seventh month, at which time it is supplemented with an 
extra egg each day, milk at each meal, and fruit at least once a 
day. It is of interest to note that this supplement is ostensibly pro- 
vided for the health of the baby, rather than for the health of 
the mother. Since there are both a full-time physician and nurse 
in the kibbutz clinic, the woman can receive medical attention and 

advice as frequently as she chooses, the frequency of medical 
attention and examination depending upon the individual. 

The casualness of the pregnant woman’s regimen is a clue to the 
kibbutz attitude regarding pregnancy. Although this attitude is 
highly favorable — for ''a child of the kibbutz” will soon be born 
— pregnancy is regarded as a “normal ” condition, and it is as- 
sumed that the woman will continue with most of her daily 
activities. It is further assumed that she has sufficient intelligence 
to take care of herself and to give up those activities which she 
finds too taxing. There is thus no air of anxiety or overprotection, 
and little tendering of advice. 

The mother does not enter the hospital, which is about twenty 
minutes distant from Kiryat Yedidim, until she is certain that she 
is in labor. She is accompanied either by the kibbutz nurse or by 
a member of the Health Committee, and she goes either by car or 
truck. Her husband, however, “goes back to sleep,” in the words 
of one informant, as “the woman does not want him to wait so 
long in the hospital.” Only after the delivery does the father visit 
the hospital. 

Prior to the construction of this hospital — that is, for the first 
thirteen years of kibbutz existence — babies were born in a neigh- 
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boring kibbutz under less than optimum conditions. The hospital 
consisted of a wooden shack which had neither electricity nor run- 
ning water. There was no resident physician, and the physician 
from the closest town arrived on horseback. 

Except in the case of an unnatural delivery, no anesthetic is 
used during childbirth. So far as kibbutz women are concerned, 
this is not important, and they have a tradition of evincing no 
external signs of pain. There are neither cries nor shouting — be- 
havior which the kibbutz claims to be characteristic of non-kib- 
butz women — for a chavera would be ashamed to cry. “You can 
easily distinguish a city woman from a kibbutz woman,” com- 
mented one informant, “by the degree of self-control displayed.” 
Among kibbutz women, those from Kiryat Yedidim have a reputa- 
tion for being the most stoic. “If you are from Kiryat Yedidim, you 
don’t cry,” is the way it is put, and the women from Kiryat Yedi- 
dim are careful to maintain this reputation. One of the mothers 
told the researchers that her labor pains were so great that she did 
cry, and as a result she was ashamed “for a long time after.” 

Following delivery, the mother and child remain in the hos- 
pital for five days, although they formerly stayed eight days when 
the hospital shortage was not so acute. There is no rooming-in 
system, and the infant remains in the nursery, which no one, ex- 
cept doctors and nurses, may enter. 

While still in the hospital, the baby is named by his parents. 
In the past, names were usually chosen from the Bible or from 
nature. During the Nazi persecutions, however, infants were 
named for friends or relatives who were killed in Europe. Now 
that the sabras are having their own children, there has been a 
return to the Bible and to nature as sources for names. 

Upon returning to the kibbutz, the infant is immediately 
placed in the Nursery where, if he is a male, he is circumcised 
whenever the kibbutz doctor “has the time.” The mother returns 
to her room where she is confined for one week. Since her meals 
are brought to her from the communal kitchen, she leaves her 
room only to nurse her baby in the Nursery. In the past, a woman 
received a month’s vacation from work following her return from 
the hospital, but this has since been extended to six weeks. She is 
given a special diet during this period (not only to help her regain 
her strength, but, again, to ensure nourishing milk for the baby), 
and she may have as much food as she wishes. When she returns 
to work, she works only four or five hours a day, for she nurses her 
child five times a day. As the mother begins the process of wean- 
ing, which is begun usually during the third month and ends at 
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the beginning of the ninth month, she adds one hour to her work 
sehedule for every nursing she eliminates. By the time she has 
given up all but two nursings, the ones in the morning and eve- 
ning, she has resumed her regular work schedule, as well as her 
normal existence in other respects. 

THE NURSERY 

Physical setting. We may now look at the Nursery where the 
baby spends the first year of his life. It should be noted that this 
is a new building and that its conveniences were not found in the 
old Nursery which was abandoned only a few years ago. The old 
one was primitive in many respects. It did not, for example, have 
running water, so that the nurses had to carry water from the 
kitchen, a distance of about one city block. 

The present Nursery is a long, modern building consisting of 
six rooms. The first room contains six baby cribs and a chair by 
each crib for the nursing mother; a waist-high bathtub built into 
the wall; and a dressing table with drawers for diapers, clothing, 
and medicine. The second room contains a sink where the dishes 
are washed; a built-in table for food, liquids, teakettle, and so 
on; an electric hotplate; and cabinets containing clothing, equip- 
ment, and white coats for the nursing mothers. The third room 
is used as a small playroom, although in times of illness or over- 
crowding it too may be used to hold one or two beds. It contains 
a case with a few toys, a low table and four tiny chairs, and a col- 
lapsible fence. The fourth room is the bedroom for the older 
babies, most of whom are in the later stages of weaning. It con- 
tains cribs for all the babies this age — seven at the time of the 
study — a round table where the nurse sits when she feeds the 
babies, and a bathtub and dressing table. Room five is the bed- 
room for the oldest babies, already weaned, and it is furnished like 
the other bedrooms but is smaller. The sixth room is a cloakroom 
and storage room which, in time of illness or overcrowding, can 
accommodate a crib or two. 

Surrounding the entire Nursery on all four sides is a porch, 
which is divided into three sections. One section, containing seven- 
teen cribs, is screened and the babies are put here during the day 
to be in the sun. The second section is not screened and is used 
as a kind of play-pen or terrace for the older babies. Those who 
are learning to crawl and to stand are put here in the morning, 
and here too many parents sit with their babies in the evening. 
The section of the porch in the rear of the house is used for hang- 
ing out hand-laundry and for storing extra furniture. 



104 CHILDREN OF THE KIBBUTZ 

The physical structure of the Nursery, it is apparent, affords a 
maximum opportunity for interaction among the babies, for ob- 
servation and exploration of their world in both its physical and 
social aspects, and for the development of motor skills. They are 
not confined within individual cubicles, nor are they separated 
from each other by partitions of any sort; and the bars of their 
cribs are spaced widely enough apart so that their view is not 
obstructed. 

These optimum conditions characterize the purely physical 
aspects of the house as well. The rooms are kept spotlessly clean 
— for example, the floors are washed twice a day. The large win- 
dows permit sunlight and fresh air to enter, and if this is not 
sufficient, the babies can be placed in the sun on the porch. Food, 
which is prepared in the children’s communal kitchen, is fresh, 
nutritious, and abundant. 

Clothing and toys. Since they are not toilet trained until after 
they leave the Nursery, the babies wear diapers throughout their 
entire stay. Rompers are always worn to hold the diaper in place. 
According to a nurse, pins are not used because they do not wish 
to give the baby any feeling of restraint, and from experience they 
have discovered that the babies object to the restraint which the 
pinned diaper imposes upon them. (A young American immigrant 
pointed out that the Israeli pins were unreliable, so that it would 
be dangerous to use them on the babies.) 

Although babies are swaddled until the age of three months, 
the swaddling technique exerts little physical restraint. The swad- 
dling is loose and is tantamount to covering the baby with a 
‘receiving blanket,” except that the ends are tucked in at the 
baby’s waist — but loosely, so that it is easily and frequently 
kicked off. Since the days are generally hot, the babies are usually 
swaddled only at night. According to one nurse swaddling is prac- 
ticed for two reasons. It keeps the babies warm, and “they seem 
to want it,” so that after the swaddle is removed the babies begin 
to wear rompers immediately to take its place. 

During the day the babies wear unironed shirts and rompers 
— their “old” clothes. In the afternoon, however, they are dressed 
in ironed clothes which are both newer and nicer than the ones 
they had worn in the morning. As in the case of their parents, the 
former clothes are called “work clothes” and the latter, “sabbath 
clothes,” a distinction which will be made the rest of their lives. 
All clothing is communal, except for a few exceptions which have 
been permitted in the Nursery, as they have in the kibbutz at 
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large. If, for example, a baby receives a sweater as a gift from 
friends or relatives outside the kibbutz, or if he receives a dress 
or pair of rompers as a gift from America, that garment may be 
kept for him alone to wear until he outgrows it. Except for these 
instances all babies are dressed alike, and there are no sex differ- 
ences other than those introduced because of gifts. A baby girl, 
that is, may wear a dress if she receives it as a gift, instead of the 
usual shirt and rompers. Some mothers, moreover, may tie a rib- 
bon in a baby girl’s hair which then distinguishes her from the 
male infants. 

Toys, too, belong to the Nursery, and are played with by all 
the children. But should a baby receive a gift of say, a cradle gym 
or a rattle, these will be attached to his crib and will be used by 
him until he leaves the Nursery. For the most part, toys consist 
of plastic animals and dolls, with an occasional roller toy, such as 
a chicken on wheels. Every baby six months or older has at least 
a cradle gym, wooden beads, or plastic teething discs tied to his 
bed. Rattles and teething rings are also attached to all the cribs. 
In general, there are few toys, and there are none of the so-called 
“educational” toys so popular in the United States today. The 
nurses complain of this, and say that even the few dolls available 
are poorly made and difficult to keep clean. 

Daily routine. The following schedule is by no means inflexible, 
but it does, within a small variation, describe the typical day of 
the Nursery. 

5:30-6:00 
6:00-8:30 

8:30-9:30 

9:30-10:30 

10:30-1:00 

1:00-3:00 

3:00-5:30 

5:30-7:00 

7:00 
10:00 

A.M. — The babies awaken and their pajamas are changed. 
A.M. — The nursing mothers come to nurse their babies, and the 

weaned babies are fed by the nurses. After this morning 
feeding the babies are put in their beds — on the porch in 
the summer, in their bedrooms in the winter. Those babies 
who can crawl are put out on the terrace to play. The house 
is cleaned, the beds changed, and the nurses eat breakfast. 

A.M. — The babies are bathed by the nurses and their clothes are 
changed. 

A.M. — The mothers come to nurse their babies, while non-nursing 
babies are fed by the nurses. 

p.M. — The babies are put to sleep either on the porch or in their 
rooms. 

p.M. — The babies are fed. After eating, the babies are changed 
and put back to bed. 

p.M. — The babies are dressed by the nurses. The younger babies 
are put back to bed; the older ones are put on the terrace 
if the weather permits. 

p.M. — Another feeding. After eating, the babies are taken by their 
parents, who either play with them in and around the 
Nursery or take them to their rooms. 

p.M. — Bedtime. 
p.M. — Feeding for the younger babies who still have a night nursing. 
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INTERACTION 

There are various categories of persons with whom the infants 
interact and from whom, presumably, they learn. Their most fre- 
quent contact is with the nurses. 

Nurses. Aside from their mothers, the infants are in the care 
of two full-time, trained nurses, one trained nurse who works only 
a half-day, and one untrained nurse. The latter serves as a replace- 
ment for any regular nurse who may be absent. The nurses’ 
schedules are staggered (so that not all are present all the time) 
to ensure the presence of at least one nurse from the time the 
babies awaken in the morning until their parents visit them in the 
evening. There are three nurses on duty in the early morning, one 
in the late morning and early afternoon, and two in the late after- 
noon. The nurses’ workday ends shortly after the parents arrive 

to visit their babies. There is no nurse on duty in any children’s 
house at night. There is, however, a night watch (shomeret lailah) 
who goes from house to house to check on all the children. Each 
round requires approximately one hour. Babies (with the exception 
of nursing infants) awaken infrequently at night, but when they 
do, the watch attempts to pacify them. She also covers those 
whose blankets have slipped off, and in general sees that their 
needs are met. Should a nursing infant cry from hunger long be- 
fore his mother is scheduled to feed him, she will call the mother. 

The primary duties of the nurse are, necessarily, of a caretak- 
ing nature. Almost her entire day is devoted to caring for the 
physical needs of seventeen babies and to cleaning the house. The 
affection she is able to bestow on her charges must therefore al- 
ways come in the course of these caretaking duties. Most nurses 
perform their duties with a maximum of warmth and affection, but 
occasionally a nurse cares for a baby in a perfunctory manner, 
with a minimum of stimulation for the baby. The following illus- 
trates this perfunctory behavior. 

SHULAMiT comes on the terraee, lifts Raehel (eleven months) who 
grins, laughs eagerly . . . Inside SHULAXIIT undresses her, puts her in 
the tub . . . Raehel laughs when SHULAMIT soaps her . . . SHULAMIT 

says to me that Rachel is tieklish — otherwise she doesn’t say mueh 
. . . Rachel splashes a little, laughs when soaped and rinsed . . . 
While drying her, SHULAMIT gives Raehel a eomb to play with. She 
puts it in her mouth . . . SHULAMIT hums while dressing Raehel, does 
not talk or play with her. 
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It should be remembered that all the babies are bathed at the 
same hour, so that the nurse eannot devote mueh time to eaeh 
baby. Nevertheless, the absence of conversation, play, and cud- 
dling is conspicuous in this case as compared with the more typical 
behavior of the nurses. The bath period, including the dressing of 
the baby after his bath, is the time of day when, theoretically, the 
nurses deliberately play with the babies. Because most of the 
nurse’s interaction with the babies involves the satisfaction of a 
physical need, play is a byproduct of this contact. The bath period, 
however (as well as the dressing period in the afternoon), is 
recognized as a play period and, according to the head nurse, 
some nurses actually make a game of the bath itself. This latter 
statement is true in the sense that the nurse will frequently talk 
and sing to the baby, as well as coo and caress him, while she 
bathes him. As a result most babies enjoy their baths, as their 
smiles and laughter indicate. 

Perfunctory care may be found in feeding as well as in bath- 
ing: 

Rachel (eleven months) is asleep at 10:00. Nurse eomes to feed 
her, wakes her — she was not in a deep sleep. Raehel is erabhy, whines. 
Nurse tells her to eome and eat, takes her to other room; Raehel sits on 
her lap. She drinks greedily from eup, stops for breath only twiee . . . 
Nurse gives last few mouthfuls with a spoon. Raehel eats it well, then 
gets mashed potatoes and a little meatball . . . Raehel takes, then spits 
out a little meat, then some potatoes ... (I am not sure that nurse 
allows her enough time to swallow eaeh mouthful) ... In approxi- 
mately ten minutes from time she began to eat, Rachel is back in bed. 

Again the reality of having to feed all the children within a 
limited time period prevents the nurse from lingering long with 
each one. Still, the feeding described is unusually rapid and 
characterized by little interaction between nurse and baby. 

Compare these two perfunctory cases of bathing and feeding 
with two more warm and affectionate examples. It should be noted 
that in all these illustrations the duties are performed rapidly, but 
they are quite different qualitatively. 

MALKA undresses Danny (six months) . . . He laughs. She says, 
“He feels that I love him” . . . She pats him, kisses his body ... In 
tub he is afraid, MALKA reassures him, tells him it is not hot ... in a 
second he laughs and splashes . . . while drying him MALKA talks to 
him. She coos, he smiles back . . . MALKA gives him nosedrops while 
she talks . . . He takes it quietly . . . grins . . . Back to bed with a 
kiss. 
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MALKA feeds Giora (ten months) on her lap . . . She hugs him, 
talks to him . . . He laughs, giggles excitedly . . . MALKA says Giora 
does not want to eat fast, just slow . . . She sings to him, sings his 
name . . . MALKA tells him to “finish already” . . . then jabbers to 
him, sings, hugs him, pats him . . . He laughs and laughs. 

In general, then, nurses are warm and affectionate with the 
babies; and it may be assumed that the attitudes of love and per- 
missiveness that pervade the Nursery ensure a high level of grati- 
fication for the babies, despite the fact that their opportunities to 
interact with the nurses are usually limited to those which arise 
in the process of caretaking. If a baby experiences frustration, 
therefore, it is primarily because his individual needs cannot al- 
ways be satisfied in a system based on routine. Differences in need 
are often great, not only because each infant has his own rhythms, 
but because there is an age difference of one year separating the 
youngest from the oldest; and yet they are all expected to conform 
to the same schedule. 

The most frequent occasion for frustration as a result of in- 
stitutional routine is prolonged crying without attention. Ideally, 
say the nurses, a baby is not allowed to cry, and when he does a 
nurse always goes to see what is wrong. This statement is only 
partially true, however, and often depends upon the particular 
nurse and the particular baby. An experienced nurse, such as the 
head nurse, can identify every baby by, and knows the meaning 
of, his cry. Hence she can distinguish between serious and other 
kinds of crying and can regulate her response accordingly. Others 
not so experienced may allow serious cries to go unheeded for 
some time. The nurses' statement is true, moreover, if a nurse 
happens to be in the room where the baby is crying. If, however, 
she is busy elsewhere and the cry does not sound too serious to 
her, she may wait five or ten minutes — or even longer — before 
she goes to see what is wrong. For example, 

Ron (five months) cries loudly for ten minutes before nurse comes. 
She puts him on his stomach, and he stops crying ... In a few 
minutes, he cries again ... No one comes ... In five minutes he 
cries himself to sleep . . . Awakens in a few minutes, cries again . . . 
Face is red from crying . . . Nurse comes in four minutes, puts him 
on his back . . . He stops crying, and falls asleep. 

Yaakov (nine months) is in isolation, sick . . . cries and cries . . . 
no one goes to him . . . RACHEL explains that he is spoiled . . . 
Fifteen minutes later she takes him a cup of cereal . . . stops crying. 
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It should be noted in these examples that the nurse not 
only waits for some time before she attends to the baby’s needs, 
but that her attention consists in a mechanical manipulation of the 
baby rather than of the giving of warmth and affection. Although 
this is entirely understandable in terms of the nurse’s busy routine, 
the baby’s emotional needs may still remain unsatisfied. 

On the other hand, nurses attempt to recognize individual dif- 
ferences and to deal with them to the extent that their schedule 
permits them to do so. If a baby cries from hunger much before 
his scheduled feeding, the nurse may bring him his food early. 
So, too, if an infant finds it difficult to sleep when other babies are 
present, an attempt is made to give him some privacy. When she 
finished feeding Shula, for example, LEAK was about to put her in 
her room when she noticed that Shimon, sleeping in the same 
room, was rocking in his sleep. 

She cannot, says LEAK, put Shula in there now, for Shimon will 
wake up. She says that Shimon cannot sleep when others are around — 
he must be alone, for he is a ‘"prince.” That is, he is “spoiled somehow” 
and refuses to sleep when others are in the room. So LEAH takes Shula 
back to her crib on the porch. 

The parents. We have noted that the mother of a young infant 
has considerably more contact with him at this age than she will 
when he is older, for she comes to the Nursery several times a day 
to nurse. She may, furthermore, visit her baby at other times of the 
day as well, if she happens to be free. But although the mother’s 
primary contacts with her infant occur during the feeding period, 
the interaction between mother and child is not confined solely 
to nursing. For at these times, she also changes her baby’s diaper, 
plays with him, bathes him if necessary, and puts him back to 
sleep. The average mother spends from forty-five minutes to one 
hour with her baby when she comes to nurse him. Thus the infant 
has frequent and intimate contact with his mother, and it is not 
surprising therefore that she is the first individual for whom he 
shows recognition. 

In the past, this characterization of the mother-infant relation- 
ship would not have applied. Until about fifteen years ago, the 
Nursery was viewed as a hospital, in which order and cleanliness 
reigned supreme. The mother was allowed to visit her baby only 
at the scheduled feeding periods, and when she arrived the nurse 
had prepared everything for her — the baby was already bathed 
and his diaper had been changed. The present head nurse, upon 
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assuming her position, insisted that the Nursery be a “house” and 

not a “hospital,” and that the mothers be allowed to care for their 

infants in other ways as well. At first, some nurses resisted these 

changes, for the order that had formerly prevailed was destroyed. 
Even a few mothers objected, for they had been accustomed to 

the nurses’ doing everything for them. It is apparent, however, 

that today almost every mother enjoys the opportunity to care for 
her baby when she visits him. While she does not attempt to pro- 

long the feeding time unduly, neither does she attempt to shorten 

it by encouraging the baby to “hurry up” or by failing to “play” 

with him, change his diaper, and stay with him a few minutes after 

returning him to his crib. 

Today, too, fathers are encouraged to visit their infants when- 

ever they please, although permission to enter the room during 

nursing depends upon the attitudes of the mothers who are nurs- 

ing at that time.^ Aside from those infrequent occasions when a 

father, arriving early in the evening, may undertake to feed his 

baby, his sole role from the very beginning is that of playmate to 

his child. In general, it may be said that most fathers display an 

interest in their infants immediately, holding them, bouncing 

them, discussing with their wives and the other mothers their 

baby’s particular characteristics, and proudly heralding the ap- 

pearance of each new accomplishment. This interest in and inter- 

action with the baby increases as the infant develops new skills. 

Peers. A source of constant stimulation for the baby is his 
peer-group. The babies are together the entire day. They sleep in 
the same rooms, eat at the same time, and play on the floor to- 
gether. They stimulate each other. Babies were observed to recog- 
nize and to be aware of individual babies by the age of five 
months. By this age they look at other babies and show definite 
signs of awareness such as laughing, babbling, waving of arms and 
legs, and touching. This awareness, of course, increases with age.^ 
The following excerpts from the process records are typical of the 
interaction among the babies. The first excerpt occurs on the ter- 
race. These babies are not in their cribs. 

^ The group of nursing mothers observed during this study did not object to 
the presence of a father of a nursing infant. They did object, however, to the 
suggestion that I — not a member of ‘‘the family” — be present. 

^ The recognition of adults is earlier. According to the head nurse, an infant 
can recognize his mother during the second month and the head nurse by the 
end of that month. 
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Uzi (ten months) and Yaakov (nine months) are on the poreh, 
looking at eaeh other ... Uzi touehes Yaakov with his hand, they 
touch each other’s hands and jabber . . . Giora (ten months) lies on 
his stomach, Amir (twelve months) crawls to him, lies on stomach 
next to him . . . Giora touches him, both wave their arms . . . Rachel 
(eleven months) crawls to Giora, sits by him, rocks, stares at him, pokes 
his nose with her finger . . . She puts her head on the floor, Giora 
touches it . . . Rachel stares and stares at him ... he sucks . . . 
Rachel puts her fingers in her mouth . . . Rachel sits up, Giora reaches 
for her hand, shakes it . . . Giora rolls over, touches her head and arm 
. . . Rachel crawls away from Giora . . . crawls to Avshalom (eleven 
months) and Amir, “hugs” him . . . Yaakov is almost crawling, gets to 
Giora, touches him, holds his hand . . . Giora jabbers, touches 
Yaakov’s foot . . . Yaakov crawls away ... Uzi tadpoles to Yaakov, 
they sit on each other, touch each other, feel each other . . . 

The following incident occurs while the babies are in their beds 
on the porch. When the cribs are on the porch they are close 
enough to each other so that the babies can touch each other. 
(The babies’ rocking brings the cribs into contact with each 
other.) 

Amir (twelve months) and Avshalom (eleven months) stand facing 
each other . . . Amir laughs, hits Avshalom’s face. Avshalom laughs 
. . . Yitzhak (eight months) and Ron (six months) look at each other, 
babble . . . Ron gets excited, laughs . . . Avshalom and Amir sit 
. . . Amir puts hands through rails of bed, tries to reach Avshalom . . . 
Yaakov laughs . . . Giora (ten months) lies on back, waves his limbs, 
talks to himself . . . Tamar (eight months) begins to cry . . . Naomi 
(eight months) watches Giora . . . Yitzhak waves, laughs, kicks his 
leg . . . Avshalom and Amir stand facing each other, Avshalom pokes 
Amir’s eye, hits his head. Amir hits Avshalom . . . They touch each 
others’ faces and hands, laugh, sit down . . . Stand again, “hug” each 
other . . . Amir jabbers, laughs to Avshalom . . . Avshalom sits and 
rocks . . . Amir lies down . . . They stand, make “raspberries” at each 
other . . . Amir lies down . . . Avshalom still stands . . . 

There is much evidence to indicate that after the babies be- 
come adjusted to the group, they feel secure within it and object 
to being separated from it. The babies seldom cry in the evening 
when the adults leave the Nursery, for example, and it is not an 
unlikely hypothesis that the presence of their group is at least 
partially responsible for this behavior. 

That the babies feel most secure when in the presence of their 
peers may be inferred from other evidence as well. The babies 



112 CHILDREN OF THE KIBBUTZ 

object to being separated from the group, for example, whether 
the separation takes the form of isolation in a separate room within 
the Nursery or in their parental rooms. One baby became so upset 
when her bed was moved to another room that she refused to 
nurse. Another baby, when compelled to stay in his parents’ room 
for a short time because the other babies in his group were ill, 
cried most of the time and would not permit his parents to leave 
the room. This behavior disappeared as soon as he returned to 
the Nursery. Babies show signs of disturbance, moreover, even 
when their cribs are rearranged so that they are no longer near 
the babies with whom they had previously interacted. 

This attachment to the group is most perceptible in the case of 
the older babies, those ten months and older, who have already 
begun to form their own selective in-group. They play most fre- 
quently with each other, and generally play within an area which 
makes them visibly a social group.^ Indeed, a baby no more than 
a month younger than they has difficulty in becoming part of the 
group. They interact with him much less frequently than with each 
other, and it may take several days before he is completely ac- 
cepted. 

SOME BEHAVIOR SYSTEMS AND THEIR SOCIALIZATION 

Motor behavior. At the time of observation, there were seven- 
teen babies in the Nursery — twelve males and five females, who 
ranged in age from four days to twelve months. All were con- 
sidered to be normal and healthy babies, both in terms of nurses’ 
reports and of the researchers’ observations based on American 
norms. 

There appears to be little difference between the motor devel- 
opment of American infants and the oldest kibbutz infants. Ac- 
cording to the norms established by Gesell,^ American infants sit 

alone and creep by forty weeks. By twelve months, the American 
infant stands and cruises. At the time of our observations in the 
Nursery, three children, ages ten months, ten and one-half months, 
and eleven and one-half months, respectively, were already stand- 
ing and cruising. They also sat alone and crawled. A fourth infant 
stood at nine months and began to creep at that age. He could 

® Their contacts with each other are more frequent than their contacts with 
the younger babies, for these older babies sleep in a separate room, their cribs 
are placed together on the porch, and they are more often placed on the terrace to 
play. 

^ A. Gesell and C. S. Amatruda, Developmental Diagnosis (New York: Hoeber, 
1941). A. Gesell et al. The First Five Years of Life (New York: Harper, 1940). 



INFANCY 113 

also sit alone. A fifth baby was able to crawl at eight months, and 
at nine months was making definite attempts to stand. He was 
already able to sit without support. One nine-month-old baby 
began to raise his head and chest at that age, and at ten months 
began to scoot. This case of retardation was not viewed by the 
nurses as cause for alarm, as it was felt that his retardation was 
due to his unusually large head — merely too large for him to sup- 
port as yet.® Of the three other babies in the last quarter of their 
first year, one was trying to sit alone at eight months, and it was 
obvious that she would soon be successful in her attempts; the 
other two, aged nine months, did not yet sit alone, crawl, or stand. 
They could, however, roll over, raise their heads and chests, and 
showed definite signs of alertness and interest in their surround- 
ings. 

Some kibbutz mothers claim that living in a group accelerates 
the maturation processes of the babies, for they stimulate each 
other to talk, stand, and walk, so that kibbutz babies are preco- 
cious by comparison with city children in the development of 
these behaviors. Our observations did not substantiate these 
claims. For if the infants who were in the Nursery at the time of 
our study may be said to have constituted a representative sample 
of kibbutz infants, then the above summary of motor development 
would seem to disconfirm the hypothesis that communal living 
accelerates the process of motor development.^ Nor is there any 
evidence for the converse hypothesis — that lack of adult encour- 
agement retards such development. Although babies are per- 
mitted to develop motor skills at their own pace without special 
urging or stimulation from the nurses, the observations in- 
dicate that their rate of development conforms to American 
norms. (It is our impression, however, that although the nurses 
do not encourage the development of motor skills, the parents do.) 

As for language development, no words were actually used 
by any infant, although many parents claimed that their babies 
could say ‘"a-ba” (“Daddy”), and so the older ones could — but 

® Although the infant’s mother expressed some concern, she was reminded by 
the nurse that her older child had also had this difficulty as an infant, but had 
later been able to catch up with his age group. 

® There does seem to be some indication in the older groups of acceleration in 
both motor and social development as a result of group living. However, the 
influence is from the older children in the group to the younger; the younger 
attempt to emulate the older children. This matching behavior is particularly 
pronounced when two groups of slightly different ages are combined into one; 
the nurses report that there is almost always a rapid spurt in the development of 
the younger children as a result. 
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there is no evidenee that they actually used it in reference to their 
fathers. Babbling and jabbering appeared to be normal, how- 
ever.^^ 

Feeding. All kibbutz mothers, according to a nurse, are eager 
to nurse their children (although there was one exception to this 
rule in the recent past) and they do ‘"anything they can” in order 
to have milk. Mothers, furthermore, wish to defer complete wean- 
ing as long as possible. The mothers have a “myth,” says one nurse, 
that mother’s milk is the best food for babies, so that even after 
the babies are eating solids, some mothers insist on nursing their 
babies before giving them the solids. For some mothers, moreover, 
nursing is a source of personal gratification, and they are reluctant 
to give it up even though their babies may receive little nourish- 
ment from the milk. 

Today, the entire process of nursing, weaning, and self-feeding 
is relaxed and permissive. But this was not true in the past. Until 
approximately ten years prior to this study, babies were forced to 
eat even if they were not hungry, and many feeding problems 
resulted from this policy. The policy of forcing an infant to nurse 
was based on the physician’s insistence that every baby should 
weigh at least eleven kilos at the age of one year.^^ 

In the past, moreover, the kibbutz ideal of equality was ap- 
plied as strictly to infants as it was to adults. Since it was believed, 
for example, that all babies should weigh the same number of 

“ Since, lacking data, motor and verbal development are not discussed in later 
chapters dealing with the older children, a few observations about the role of 
the nurse may be made here. Again, as in the Nursery, little attempt is made by 
the nurses to hasten their development. Each child is permitted to develop such 
skills at his own pace, and, indeed, one occasionally has the impression that the 
nurse’s behavior tends to discourage, rather than to encourage, achievement. The 
nurse does not always have the time to wait for a new toddler to slowly walk from 
one room to another, and in her haste to get on with her work she will often carry 
such a child, thus preventing him from learning to walk as quickly as he might. 
On the other hand, should a child be unusually slow in learning to walk, the 
nurse, insofar as her time permits, will often encourage him to walk — helping him 
to do so by holding his hands and walking with him, or holding out her arms and 
asking him to walk to her. Such a child may also receive special exercises from the 
physical therapist to hasten his development. 

While the nurses make no specific attempts to hasten the children’s acquisition 
of language skills, they are concerned with it and quick to praise such develop- 
ment. “Oh,” says one nurse, “Chanele is speaking Hebrew so nicely now — you 
have no idea!” “Iris,” says another, “that’s not right. Don’t say, chultza-ah, say, 
chultz-a.” “Amir, it’s pee-pee, not pee-pee-ee-ee.” “Oy,” groans the nurse. “All 
the children talk like that, it’s terrible.” 

Interestingly enough, many of the babies who were compelled to eat did not 
attain the prescribed weight — a situation that induced anxieties in both nurses 
and mothers. 
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kilos, it was agreed that they should all receive the same quantities 
of food. Individual differences among infants were not recog- 
nized.^^ This rigidity applied to weaning as well. Eating from a 
cup or spoon, for example, was introduced abruptly, and babies 
who wished to continue nursing from either the breast or bottle 
were not permitted to do so. 

Within the past ten years, however, this rigidity has been 
almost entirely replaced by an emphasis on individualization. The 
ideal of equality is no longer felt to apply to infant development. 
Hence, infants are not compelled to eat if they do not wish to; no 
arbitrary optimal weights are established, and the entire weaning 
process is a gradual one. When cereal, for example, is added to the 
evening meal, it may be fed to the baby in a bottle, and those 

who do not eat well from a cup also receive their vegetables in a 
bottle. As one nurse remarked, they no longer believe in “arguing 
with the baby,” so that the bottle is not eliminated until the baby 
no longer wants it. 

The mother nurses the infant for the first time twelve hours 
after birth, so that his sucking may stimulate her flow of milk. 
For the same reason the baby is not given any food except tea 
(which he receives in a bottle according to a fixed schedule of five 
or six times a day), for it is believed that by keeping the baby 
hungry he will want to suck. Being hungry, the babies not only 
cry frequently during the first few days but lose weight as well. 

Upon returning to Kiryat Yedidim the new mother nurses her 
baby six times a day for six weeks. This is the period, it will be 
remembered, in which she enjoys a complete vacation from her 
work, so that the midnight feeding which this schedule imposes 
upon her is not unduly burdensome. This latter feeding is gradu- 

ally omitted during this six-week period by progressively deferring 
the time of the feeding from 12:00 to 1:00, to 2:00, to 3:00, etc., 

^ This emphasis on equality was applied not only to the gaining of weight 
and the intake of grams, but to all other matters as well. Parents, for example, were 
enjoined not to show more affection to their own babies than to others in the 
Nursery, and all babies were quite literally to be regarded as one’s own. The 
anxieties engendered by the effort to scatter one’s love and affection without dis- 
crimination soon brought the state of affairs to “absurdity,” and a more relaxed 
and natural approach came to be accepted. Today it is apparent that parents, while 
primarily absorbed in their own children, have a definite affection for the other 
babies in the Nursery and especially for those other babies who share their in- 
fant’s room. It is also apparent, however, that a mother’s primary love and at- 
tention goes to her own baby. When, for example, a mother works as a nurse 
in the Nursery, she goes immediately to her own baby if he cries or needs at- 
tention. If it is another baby in need of attention, however, she takes her time 
about helping him. This preference seems to be unconscious, and is denied when 
another nurse points it out. 
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until the baby sleeps the entire night without waking for a feed- 
ing. Should the baby ery at night mueh before the mother is 
seheduled to nurse him, the night watch will call her. In the past, 
however, the mother was not called and the watch tried to appease 
the baby. The present system of calling the mother was instituted 
about fifteen years ago by the new head nurse over the objections 
of the mothers, who complained that it was an unwelcome burden, 
particularly in the winter months. Many women still object to the 
night feeding and, according to one informant, “they wait for the 
day when the nurses tell them they need not come any more.” 

Before describing the nursing situation, mention should be 
made of those few mothers who have no milk. Today a baby is 
put on a formula as soon as it is discovered that his mother is 
unable to nurse. In the past, however (until about fifteen years 
ago), the baby was nursed by other nursing mothers, a procedure 
consistent with the original notions of collectivism and equality 
that were rigidly enforced in Kiryat Yedidim. One of the nurses 
characterized this practice as “a mess,” as it created tensions for 
everyone concerned. The baby, however hungry, was forced to 
wait for his feeding until his wet nurse had nursed her own baby. 
The wet nurse, moreover, did not always have sufficient milk for 
two babies, so that the infant was often nursed by more than one 
woman. But this practice was hard on the other babies as well. 
Since it was thought that the principle of equality demanded that 
all infants weigh the same, it was agreed that all babies be given 
the same amount of milk at each feeding. Thus even if a woman’s 
own baby wanted one hundred and fifty grams, the feeding 
stopped at one hundred grams — the prescribed amount — so that 
she would have enough milk for the other baby. For the mother 
herself the use of a wet nurse had unhappy consequences. Al- 
though the other mothers did not derogate her for her “deficiency,” 
she nevertheless felt inferior to them.^^ Moreover, since she was 
unable to nurse her infant, it was ruled that she should return to 
her work immediately — for she was not needed in the Nursery. 
Hence, such a mother was able to see her baby only after she had 
completed her day’s work. 

Eventually the protests of the mothers resulted in the abolition 
of wet or communal nursing, and infants whose mothers had no 
milk were instead given a formula by the nurses. This still meant 

According to the nurses, the attitude of nursing mothers toward mothers with 
no milk is “neutral.” But, given the prevailing belief that mother’s milk is the 
“best” for the baby, it is not surprising that some mothers who are unable to nurse 
develop strong feelings of inadequaey. 



INFANCY 117 

that such mothers had little eontaet with their babies. This final 
inequity was ofiieially recognized by The Federation a few years 
ago when it ruled that mothers who were unable to nurse should 
be permitted to give the formula until their babies were four 
months old. 

Although eollective nursing of a baby whose mother has no 
milk has long been abolished, all nursing takes plaee within a 
communal framework. All the nursing babies sleep in the same 
room, and it is there that they are nursed by their mothers. And 
since all the mothers adhere to the same feeding schedule, they 
nurse their babies at the same time as well as in the same place. 
Hence, from infaney, eating for the sabras is a shared experienee, 
and even the intimaey of mother-love is not private. For the 
mother, nursing becomes a soeial oeeasion in whieh gossip and 
conversation ean be shared with other mothers while she shares 
her milk with her baby. 

In general, nursing today proeeeds at a relaxed pace, and often 
in the process records the relaxed attitudes of the mothers are 
noted. The following typical excerpt suggests something of the 
atmosphere that eharacterizes the nursing situation. 

5:45 A.M. ... In room #1, SHULA, the only nursing mother here, 
is nursing Yair (two months) now . . . 5:48, RACHEL comes in, wear- 
ing a mask and gown,^^ gently awakens Shlomit (three months) to 
nurse her . . . sits down, holds Shlomit on her lap, offers the breast 
. . . SHULA puts Yair on his bed, is talking gently to him . . . 5:52, 
VARDA comes in, wipes off breast — sees Danny laughing and babbling, 
goes to him, laughs, straightens him out on the bed, asks him what he 
did (he slid over to one side) . . . then, she wakes Neir (five months) 
by touching him, gently lifting . . . puts him on her lap, gives him 
the breast . . . RACHEL is quiet, stares out the window . . . looks at 
Shlomit to see how she is doing . . . Shlomit puts her hand on the 
breast, moves her hand around . . . RACHEL holds Shlomit down in 
front of her, talks to her, calls her pet names, clucks, gets up, carrying 
her over her shoulder . . . 6:02, VARDA presents breast to Neir, who 
touches, but does not nurse . . . VARDA smiles at him, looks at him, 
rocks him, talks to him, holds him up, hugs him, talks, makes noises to 
him . . . DINA comes in with daisa for Danny, says, "good morning” to 
him . . . Danny grins and waves . . . mother dresses him, he kicks 
and jabbers . . . Shlomit is dressed, waves and babbles happily. 
Mother asks her why she is so happy, goes to the tub, pumps out 
remaining milk (Shlomit is on bed) . . . RACHEL picks up Shlomit, 

All nursing mothers wear white gowns for nursing, and they change from 
their work clothes to these gowns when they arrive at the Nursery. Masks are 
worn only when the mother has a cold. 
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who begins to cry . . . mother asks, “What happened, darling, what 
happened?”, sits down, gives her the breast — Shlomit sucks . . . 6:24, 
VARDA comes back, lifts Neir, talks to him, laughs, kisses him on cheek, 
hugs himd^ 

The weaning process begins about the age of three months, at 
which time a cup of fruit puree, consisting generally of mashed 
banana and/or apple and orange juice, is given to the baby at his 
1:30 p.M. feeding. The mother first offers the baby the “solids,” 
either with a spoon or directly from the cup.^^ In most instances 
the cup presents no problem because of the gradualness with 
which it is introduced. If the baby rejects the cup when it is first 
presented, the mother is instructed by the nurse to remove it im- 
mediately. They try again on succeeding days until the baby ac- 
cepts it, a process which rarely takes more than a week. If the baby 
continues to reject the cup or spoon, the food is offered to him in 
a bottle.After the baby either accepts or rejects the solid, the 
mother nurses him. She continues this process, gradually increas- 
ing the amount of fruit, until the nursing is completely eliminated. 
By the sixth month the babies generally double their weight, 
which may be taken as a clue to the adequacy of the feeding 
routine. 

The mothers in this illustration are considerably more passive at this early 
morning feeding — that is, they “play” less with their infants and converse less 
with each other — than they are at later feedings. Having only just arisen, they 
are not yet fully alert and active. In all cases where the record states that the 
mother “talks” to the baby, it refers to baby talk and terms of endearment. 

The cups used are large china cups which are sterilized prior to each feeding 
by being filled with boiling water. 

At the time of observation, however, only two babies — one nine months 
old, the other eight months — were taking bottles, and this occurred only at the 
5:30 p.M. feeding. 

“ The following represents a detailed summary of the weaning process. In the 
fourth month, the 9:30 A.M nursing is supplemented with a vegetable puree, con- 
sisting generally of tomatoes, carrots, potatoes, and, later, ground liver. If the 
mother has sufficient milk to continue nursing, this diet will continue until the 
sixth month. If, however, she begins to lose her milk, other feedings will be sup- 
plemented as well. At the 5:30 P.M. feeding, for example, the baby is introduced 
to daisa, a combination of very rich milk, cereal (corn starch), and much 
sugar. Once the weaning is completed, this is the form in which the baby receives 
all his milk. 

At the age of six months, the infant’s 10:00 P.M. feeding is eliminated, so that 
the baby is then fed four times a day. If the mother has sufficient milk, all feed- 
ings will include nursing. There is, however, considerable individualization in this 
routine. If the baby is feeding well and appears to want to continue the night 
feeding, the mother may continue to nurse him at night beyond his sixth month. 
If he is not eating well, however, this night nursing may be eliminated even before 
the sixth month. The procedure adopted depends upon the individual baby’s needs. 
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Weaning is generally completed by the end of the eighth 
month for it is rare that the mother has enough milk to nurse 
beyond the beginning of the ninth month. Many babies, moreover, 
do not wish to nurse beyond that time and become angry if they 
are offered the breast. Others want either the mother’s milk or 
the solids, but not both. Hence the general policy is to eliminate 
the mother’s breast entirely by no later than the beginning of the 
ninth month, and the morning meal then consists of daisa. 

Although weaning is not completed until the end of the eighth 
month, the nurses begin to feed the babies before that time. In 
general this occurs at the sixth month, when the mother gives up 
the 10:00 A.M. feeding. If a mother wishes to feed her baby her- 
self, however, and if she can leave work at that time, she may do 
so. Most mothers do wish to feed their babies, so that the shift 
from mother to nurse as the giver of food is generally a gradual 
one. If the baby is not taking solids well, however, the nurse will 
not permit the mother to feed her baby, as he will want to nurse 
— and the point is to eliminate the nursing at this time. 

Once the babies are old enough to be fed by the nurses, they 
are fed in the following manner. The food is wheeled on a little 
table into one of the bedrooms (or onto the porch) where the 
babies are usually fed. The nurses sit in chairs beside the table and 
feed the babies, who sit on their laps. 

The behavior of the nurse while feeding the babies varies. 
Sometimes she sings to the baby as she feeds him; sometimes she 
talks to him or coos at him. At other times, when the baby is first 
learning to eat at the table or when he appears apathetic, the nurse 
may pretend to drink from the cup (although she does not put 
her mouth on the cup) and smack her lips, hoping to stimulate 

Since most mothers are eager to give up the night nursing, the mother’s attitude, 
as well as the infant’s needs, plays its part in this flexibility. 

At six months, also, the 10:00 A.M. nursing is eliminated, and egg yolk and 
butterfat are added to the vegetable puree. By the age of approximately seven 
months, the 1:30 P.M. nursing is eliminated. By this time, the mother is usually 
beginning to lose her milk, and she is almost fully reintegrated into her work 
routine, so that it is difficult for her to come to the Nursery. At this time, a raw 
egg may be added to the infant’s fruit. 

At the eighth month, the 5:30 nursing is eliminated, for by this time most 
mothers have little milk left. If a mother has sufficient milk, however, and wishes 
to do so, she may continue this nursing until the ninth month. Since the mother 
does not have to leave her work for this nursing, but comes after she has finished 
for the day, economic factors do not play a part in determining the conclusion of 
this nursing period. For most babies, however, this nursing is eliminated by the 
eighth month, and they receive only daisa. 

The early morning nursing, at 6:00 A.M., is the last to be eliminated. The reason 
for this is that the mothers are rested from their night’s sleep, and it is assumed 
that their milk will be both nourishing and sufficient. 



120 CHILDREN OF THE KIBBUTZ 

the baby to drink. Frequently, however, the nurses converse with 
each other while they feed the babies. In any event, feeding is a 
rapid process, seldom lasting more than twelve or fifteen minutes. 
The babies are usually hungry and eat rapidly and well, and the 
nurses do not encourage leisurely eating or playing after the meal. 

This rapid feeding by the nurse may be contrasted with the 
more leisurely feeding by the mother, who spends at least forty- 
five minutes nursing and/or feeding her infant. Even in the last 
days of weaning, when she gives her baby only solids, she prolongs 
the feeding. This sudden shift to a rapid feeding constitutes a dis- 
continuity in the feeding experience of the baby.^^ 

The babies are first trained to feed themselves at about the 
age of nine months, which is also the age at which weaning comes 
to an end. As is true of many aspects of collective education, there 
is a wide age range within which this training occurs. Since the 
nurses do not have the time to devote to the training of one child, 
they wait until a group of children has attained the maturity 
necessary for the training. Hence, although no baby is trained to 
feed himself before the age of nine months, some do not receive 
such training until they are twelve months old, at which time a 
number of babies are trained at the sartie time. In general, the 
principle concerning such matters is a simple one: in those train- 
ing areas which demand a certain stage of maturation, the 
younger child is not accelerated beyond his maturation stage in 
order to accommodate to the group; rather, the older child is 
retarded until the younger ones reach the required stage. 

When this training begins, the four or five babies who are 
ready for training are seated at a miniature table — exactly like 
the ones they will use for the next few years. The nurse places a 
bowl of food before each child, and permits him to hold a spoon. 
She feeds each child in turn. If a baby attempts to feed himself, 
she encourages him by guiding his hand from the bowl to his 
mouth; if, however, the baby does not take the initiative in feed- 
ing himself, the nurse makes no attempt to encourage him. At the 
time of observation, none of the five babies who had begun to sit 
at the table made any attempts to feed themselves. The goal in 
the Nursery, however, is not actually to train the child in self- 
feeding, but merely to accustom him to sitting at a table with 

One may speculate on the relationship between this rapid feeding in in- 
fancy and the hurried eating that characterizes the sabra at his meal. The adolescent 
and adult sabras eat rapidly, and the former leave the table only a few minutes 
after they sit down. 
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his own bowl of food and his own spoon, so that when he moves 
to the Toddlers’ House, this arrangement will not be new to him 
and genuine training can begin.^^ 

Because of the generally permissive nature of the nursing and 
feeding situation, there are seldom any feeding problems in the 
Nursery. Minor feeding problems do occur, however, when some 
babies begin to teethe, and they must then be fed with great care. 
When feeding problems do arise in the Nursery, they are, accord- 
ing to the nurses, almost always the result of a mother’s forcing 
her child to eat. If the mother persists in this behavior, the nurse 
will intervene and insist that the mother adopt a more permissive 
attitude. In those rare instances when a mother fails to conform 
to the nurse’s dictum, and the child continues to refuse to eat, 
the nurse may even refuse to permit the mother to feed her baby. 

Two elements of the feeding process in the Nursery — its 
routinization and its communal nature — result in certain nega- 
tive consequences for the child. Because the babies are all fed on 
the same schedule, a baby may cry from hunger for a long time 
before he is fed. If a nursing baby cries for food when his mother 
is at work, nothing can be done about it.^^ Some babies were ob- 
served to awaken as much as thirty minutes before the scheduled 
arrival of their nursing mothers and cry the entire time or else 
cry themselves to sleep again. In the case of at least one infant, 
the mother invariably arrived late — as much as half an hour — 
for her feeding (much to the nurses’ indignation), and the baby 
cried with hunger the entire time. A nurse tried, unsuccessfully, 
to pacify him. Babies who are already weaned may also cry from 
hunger and often they too are allowed to cry until their scheduled 
mealtime. In some instances, however, when a baby cries long 
before mealtime, and cannot be pacified, the nurse may go to the 
kitchen to bring him his food early. 

Again, since all babies are fed on schedule, it is sometimes 
necessary to awaken them for a feeding. When this occurs, the 
baby often cries and becomes irritable. Notations such as the fol- 
lowing appear often in the process records. 

^ Soon after the weaning is completed, other foods in addition to those already 
mentioned are added to the babies’ diet. At the 10:00 A.M feeding a meatball 
and mashed potatoes are added to the meal and, at twelve months, biscuit or 
bread is added. At the 5:30 P.M. feeding, cottage cheese, in a semi-liquid form, 
and a cookie or piece of bread are added to the meal. 

Pacifiers are not used in the Nursery. The nurses know that pacifiers are now 
commonly used in the United States, but they point out that the problem of 
accounting for and keeping clean seventeen pacifiers makes their use in the Nurs- 
ery impractical. 
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GORAH awakens Uzi (six months) to feed him . . . He cries and 
cries . . . 

A second potentially disturbing element in nursing inheres 
in its communal nature. We have already observed that both 
nurses and mothers spend much of their feeding periods in 
conversation with each other. At times these discussions become 
heated and may cause the infant to stop nursing or to be ignored 
by the adult who is feeding him. In the illustrations below, the 
first is of nursing mothers, the second of nurses, mothers, and 
visitors. The latter is an extreme example, but serves to indicate 
the commotion that can arise from communal feeding and its 
effects on the babies. 

RACHEL and POLA are talking (while nursing) . . . RACHEL is heated 
in argument . . . Neir stops nursing . . . VARDA holds him, kisses him, 
laughs at him ... he does not nurse . . . VARDA says, “Phooey on 
RACHEL.” She holds him up, rests his head on her shoulder ... he still 
does not nurse. 

Three of the oldest babies are sitting at their table, being fed. 
Baby’s mother feeds Uri (ten months); at the same time, she is yelling 
at a chavera who has come to tell SARA (nurse) something about the 
work in the communal kitchen . . . Mother listens and talks while 
feeding Uri . . . Avshalom (twelve months) is balking, not drinking, 
so SARA takes him from his chair, puts him on her lap . . . He refuses 
to drink that way, so she puts him back in his chair . . . He still re- 
fuses, so she removes the cup ... Uri finishes eating; mother is still 
arguing with chavera and SARA, loudly, vehemently . . . mother gets 
up, holds Uri, goes to the corner of the porch, stands and argues with 
SARA, while Uri looks around . . . mother walks with Uri, still arguing 
with SARA, who feeds Tamar (nine months) on her lap . . . Mother 
listens to SARA while hugging and kissing Uri, then she argues some 
more . . . Mother is practically crying, her voice is choking, breaking 
. . . argument continues, with everybody yelling . . . everybody is 
arguing at once, shouting at each other. 

Thus, in this one section of the porch, there were eleven 
babies (those who were not mentioned in the process record were 
in their beds), three nurses, two mothers, and three other women 
of the kibbutz. The presence of eight adults, all arguing vehe- 
mently, may have confused the babies as much as the record 
surely confuses the reader. They were not interested in their 
food and for the most part, sat quietly watching the proceedings. 
This example is also typical of evening feedings, where — al- 
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though arguments are not taking place — great confusion is 
created by the arrival of mothers, fathers, and siblings. There 
are many instances of babies’ refusing to eat after their parents 
arrive and/or ignoring their food to watch the people troop in. 

Toilet and sexual behavior. Training in eating and self-feeding 
is the only formal training that babies receive in the Nursery. In 
the past, however, when babies remained in the Nursery until 
the age of eighteen months, it was there that they received their 
first toilet training. Now that they leave the Nursery at the age 
of one year, such training does not begin until after they enter 
the Toddlers’ House. “Training” in this context refers to formal 
training, for even in the Nursery nurses and parents communicate 
their attitudes about excretion to the babies; and in some cases, 
this communication is so effective that the babies modify their 
behavior as a result. One nurse, for example, explained that she 
does not like the babies to defecate on her and that, moreover, 
they don’t. At first she was puzzled by this, for she observed that 
these babies did defecate on their parents and other nurses. Then 
she remembered that whenever she holds a baby and he seems 
about to urinate or defecate, she holds him away from her. Thus 
the babies learn not to excrete on her, for, “They know I don’t 
like it.” 

Attitudes toward soiling are communicated verbally as well. 
Hence: 

LEAH changes Avshalom (eleven months), who has soiled his diaper 
. . . She says, “Phooey, pisher!” 

Uzi (ten months) has soiled all over himself and his bed — even has 
it in his hair . . . later, SARA comes to bathe him, sees the mess, says, 
“Phooey, phooey,” makes signs of mild disgust, undresses him, carries 
him off to be bathed. 

In these ways, negative attitudes toward excretion are com- 
municated to the babies long before formal training is instituted. 
In general, however, the attitude is permissive. In the past, for 
example, when babies frequently played in the nude, they had 
many opportunities to play with their faeces — which they were 
allowed to do with impunity. Since they are rarely nude today, 
they have much less opportunity for such play, but if they do, the 
response of the nurse is permissive. 

This permissive attitude prevails also in the changing of 
diapers. The nurse’s routine obviously prevents her from chang- 
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ing a baby’s diaper immediately after he has wet or soiled. The 
youngest babies seem to find a wet diaper uncomfortable, for 
they cry until their diapers are changed. As they grow older, 
however, they apparently become adjusted to what had formerly 
been an uncomfortable sensation, for they no longer cry. 

The same permissive attitude applies to sexual manifestations. 
Masturbation at this age was rarely observed in the course of this 
study. The nurses say that it now happens infrequently, but that 
in the past, when the babies were kept nude for long periods, 
masturbation was not infrequent. In her fifteen years in the 
Nursery, the head nurse recalls only one case of a persistent 
masturbator. 

PHYSICAL AND EMOTIONAL HEALTH 

In general, it may be said that infants lead relatively secure 
lives in the Nursery, and that attempts are made by those who 
care for them to provide them with a high degree of physical 
and emotional gratification. So far as physical health is concerned 
the kibbutz provides optimum facilities, prophylactic and thera- 
peutic alike. 

In addition to the medical care provided by the kibbutz 
physician and nurse, the babies’ health is supervised by a pedia- 
trician, who comes once a month to examine all of them. Infant 
mortality is low and, while no statistics were obtained, we were 
told of only two infant deaths in the recent past, both of which 
occurred while the infants were still in the hospital. Epidemics 
are relatively unknown, and the incidence of disease does not 
appear to be greater in the kibbutz than among infants else- 
where. Immediate quarantine (in separate rooms, separate build- 
ings, or in the hospital) is one factor in the absence of epidemics. 
Shots and vaccinations for smallpox, typhoid, diphtheria, and 
tetanus are administered during this first year by the kibbutz 
nurse. 

The babies seem to be emotionally healthy, as well, and one’s 
general impression from observing them is of a group of happy, 
contented babies. At times, however, they display forms of 
behavior which are generally regarded as symptoms of dis- 
turbance. Thumbsucking, for example, is manifest, and occurs 

^ During the period of observation in the Nursery, four infants were ill. One 
who developed “swollen glands” was hospitalized for a short time; the others who 
displayed symptoms of fever, excessive crying, and occasional vomiting, were 
immediately quarantined, and the illnesses lasted only a few days. The nurses 
reported instances of occasional high temperature, but with one exception there 
were no serious illnesses. 
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both when the babies are in bed and at play on the floor. Jouneing 
oecurs frequently, particularly at bedtime. Babies jounce when 
asleep as well as when awake. Some few babies bump their heads 
against their beds or against the wall, and the nurses claim they do 
this when they are frustrated. Although every instance of these 
symptoms was not recorded, they are noted many times in the 
record, and babies are characterized as being thumbsuckers, 
jouncers, and so on. Of the eleven babies who were six months 
or older at the time of observations, ten were noted as being 
thumbsuckers. The one exception, a male, was the baby who was 
nursed for a longer period (through the ninth month) than any 
other baby in the Nursery at that time. Of the ten babies who 
sucked their thumbs, four also manifested jouncing behavior, 
and three were observed to bump their heads against cribs or 
walls. In sum, three of eleven babies manifested all three symp- 
toms of disturbance, one manifested two symptoms (thumbsuck- 
ing and jouncing), and six displayed only thumbsucking behavior. 
One baby manifested no such symptoms. Of the six babies in the 
Nursery who were less than six months of age, two were char- 
acterized by the observer as thumbsuckers. 

TRANSITION TO TODDLERs’ HOUSE 

Since such frustrations as are experienced by infants result 
primarily from the routinization that must inhere in any collective 
framework, rather than from lack of interest, understanding, or 
warmth, it would appear that the first important trauma in the 
lives of these infants probably does not occur until after they leave 
the Nursery and enter the Toddlers’ House at the age of ap- 
proximately one year. As a rule, babies do not make this move 
individually; rather, four or five of the oldest infants who have 
attained the age of one year are moved as a group, and later, 
whenever other infants in the Nursery have matured sufficiently, 
they are added to the group to form the new kevutza of eight 
toddlers. When they move, they acquire a new nurse; they move 
into an entirely new physical environment (a new house); and, 
for some of them, there is a change in their peer-group as well, 
for they may be placed in a group with several children whom 
they either do not know or do not remember. 

The education authorities are not unaware of the emotional 
disturbance that such a configuration of abrupt changes may 
create for the children, and an attempt is made to mitigate some 
of the more disturbing consequences by ensuring some con- 
tinuity in nurses. This the kibbutz hopes to achieve by assigning 
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the new nurse to work in the Nursery for several weeks prior to 
the babies’ departure — thus providing an opportunity for them to 
form an attachment to her in a familiar and secure setting. There 
are, nevertheless, occasions when this palliative is not applied, 
and when the babies have no contact with their new nurse prior 
to moving to their new dwelling. During the course of this study, 
for example, the nurse assigned to the new kevutza arrived at the 
Nursery one morning and abruptly moved the five oldest babies 
— with no previous preparation for them — to the Toddlers’ 
House. 

This abrupt transition from familiar faces, house, and schedule 
— it can be assumed — is highly disturbing for these babies (it 
will be recalled that the mere shifting of cribs in the same room 
is sufficient to upset them). Unfortunately, however, we were 
unable to observe these five babies at the time of their transition. 
Some months later, however, one baby was moved from the 
Nursery to this new kevutza, and he was observed at this time. 

Ron (thirteen months) is in the crib in the front yard; the others 
are in the back. He was moved without any previous preparation and 
without any previous acquaintance with the nurse. He has just awak- 
ened, and looks groggy and crabby. But his face also indicates past 
crying, and I (A.G.S.) have the feeling that this was a period of 
suffering for him. He recognizes me, and I pick him up. The nurse 
comes out, and I remark that he does not seem happy. She replies that, 
of course he isn’t — everything is still so nev/ for him, and he is not yet 
adjusted. I take him into the backyard and set him in the pen with the 
other babies. He looks “at home” immediately, busies himself with the 
toys there, crawls around, stands, smiles at me, and seems to accept the 
other babies casually — as they seem to accept him. 

Five days after this observation, the first interaction between 
Ron and any other child in the group was noted. Three days 
later, he was observed to laugh for the first time. During this 
initial period, he ate little, slept frequently, and — when the 
observer was present — rarely left her side. For Ron, she was the 
only point of continuity, for he had known her in the Nursery. 

Some months following this addition to the group, two more 
babies were added to complete the kevutza of eight, but their 
move was made with a nurse who had been working with them 

Since the children’s response to the observer may be a function of his sex 
and general personality characteristics, and since I observed some of the groups 
and my wife observed others, it is desirable that the reader be aware of the iden- 
tity of the observer. The initials, A.G.S., refer to my wife; the initials, M.E.S., are 
mine. 
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for several weeks in the Nursery and who then became the 
assistant nurse in the new kevutza. These two babies had pre- 
viously been observed in the Nursery, so that their behavior in the 
Toddlers’ House could be compared with their previous behavior. 
In the Nursery, both babies had been characterized as “active, 
alert, and outgoing” (although not in equal degree). Immediately 
after their move, both appeared quiet, passive, and withdrawn 
(in equal degree). Their initial reactions were in sharp contrast 
to their previous behavior, as the following excerpt — recorded 
about one week after they had been moved — indicates. 

Naomi (fifteen months) and Chaim (fifteen months) are together 
in the lul (play-pen). They stay together, and seem apathetic. There is 
no crawling to-and-fro, no jabbering, no happy gurgling — as hoth 
babies were wont to do in the Nursery. They are completely silent, 
just staring. They do not smile, and refuse to respond when I (A.G.S.) 
call their names (something they had always done). Their faces are 
alternately sad and serious, SHULA tells me, “All is not well with them.” 
Their first day here, Chaim cried all day, and Naomi refused to look 
at anyone. They do not even respond to YAFFA, whom they know well. 

After observing these babies on later occasions in which they 
displayed similar behavior, the observer wrote: 

I cannot help but feel that this sudden move — to a new house, new 
physical conditions, new children — is a painfully frightening ex- 
perience for these bahies . . . 

Regrettably, this study came to an end shortly after these two 
babies were moved, so that we were unable to follow their 
behavior and to discover how much time elapsed before they 
became adjusted to their new situation. From the recorded 
observations, however, it is clear that the passivity and withdrawal 
with which these babies responded to their move continued for at 
least two weeks, although toward the end of that period they 
began to display some interest in the other children and in their 
surroundings. 
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PART IV ■ “THE TENDER AGE” 





CHAPTER 1' FORMAL AND INFORMAL STRUCTURE 

THE SAMPLE 

At the approximate age of twelve months babies move from 
the Nursery to a new house — the Beth Peutot or Toddlers’ 
House. They remain in this same house until the Kindergarten age 
of four, at which time they merge with the children of another 
kevutza of similar age to form a Kindergarten (Gan). 

Even prior to entering the Kindergarten, however, there is one 
important change in the formal structure of the kevutza — the 
acquisition of a nursery teacher in addition to the permanent 
nurse. This change generally occurs at the age of approximately 
three years. Toddlers’ Houses are composed of eight children and 
two nurses, and these two nurses remain with the children until 
they receive a nursery teacher. When two groups are merged into 
a Kindergarten, only one of the two nursery teachers and one of 
the two nurses assume responsibility for the new group. The 
number of adults in charge of any group, therefore, is always two, 
no matter how many children may be in the group. 

In Kiryat Yedidim at the time of this study, there were three 
Toddlers’ groups that had not yet acquired nursery teachers; two 
Nursery Schools (those that were in the charge of nursery 
teachers); two Kindergartens; and one Transitional Class (the 
kevutza that has not yet entered grade school, although its formal 
educational instruction has begun). Although we observed all 
three Toddlers’ groups, the two older have been combined (for 
purposes of analysis) into one group (Group H), for they were of 
approximately the same age and, moreover, few differences in 
interaction and socialization emerged from an analysis of the 
data. Of the two Nursery Schools only one was observed; of the 
two Kindergartens, the older one was observed for such a brief 
period that it is not included in the analysis, although illustrations 
from it may occasionally be presented. The Transitional Class was 
also observed for only a brief period and it too has been omitted 
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Table 1. Age, sex, and siblings of children of the preschool kevutzot. 

Group 

Mean age Age 

Sex 

Younger 

siblings 

Older 

siblings Years Months Years Months 

I 1 3 1 1 M 0 0 
1 2 M 0 2 
1 3 M 0 2 
1 3 M 0 2 
1 4 F 0 0 
I 4 M 0 0 

KEVUTZA A 

II 2 1 7 M 0 0 
1 8 F 0 3 
1 8 F 0 1 
1 10 M 0 2 
I 10 M 0 1 
1 10 F 0 2 
2 3 F 0 1 
2 3 M 0 2 

KEVUTZA B 

1 9 M 0 1 
1 11 M 0 0 
1 11 M 0 2 
2 2 M 0 0 
2 2 F 0 1 
2 3 F 0 0 
2 5 F 0 0 
2 5 F 0 2 

III 3 2 9 F 1 2 
2 10 M 1 0 
2 10 F 1 1 
2 11 F 0 2 
2 11 F 0 2 
2 11 M 0 1 
3 1 M 0 0 
3 4 F 1 1 
3 7 M 0 0 
3 8 M 1 2 

IV 4 4 3 10 M 1 0 
3 10 F 0 2 
3 11 F 0 2 
4 3 F 1 0 
4 3 M 1 0 
4 3 F 0 1 
4 4 M 0 0 
4 4 M 0 0 
4 5 M 0 1 
4 5 F 1 2 
4 11 F 0 1 
4 11 F 1 0 
5 0 M 1 0 
5 0 F 0 2 
5 0 F 0 1 



FORMAL AND INFORMAL STRUCTURE 133 

from the analysis. Although three of the eight groups either were 
not observed or were observed for only a short time, the nurses 
in all groups were interviewed, both formally and informally. The 
succeeding analysis and discussion is based on observations of 
five groups and on interviews with the nurses of all eight groups. 
The age and sex breakdown, as well as the number of siblings, 
for the five kevutzot observed is presented in Table 1. 

It may be noted that only in Group II is there a balanced sex 
ratio. Group I presents the most highly unbalanced ratio — five 
boys to one girl. In Groups III and IV, girls outnumbered boys. 
The kibbutz attempts insofar as possible to maintain a balanced 
sex ratio in every kevutza, but since it is considered more im- 
portant to form a kevutza of age-peers, it is not always possible 
to maintain this ratio. 

While the age spread between the youngest and the oldest 
children in Group I was at the time of observation small (three 
months), the age spread increases in the older groups. In Group 
II the age spread in each sub-group is eight months; in Group 
III it is seven months; and in Group IV the youngest child is 
fifteen months younger than the oldest. This range of several 
months in age makes for important differences in motor and 
verbal achievements, particularly among the younger kevutzot 
(Groups I and II) — so that nurses do not interact with eight 
children of the same age or development. Nor do the eight or 
sixteen children of a kevutza interact with each other as physical 
or intellectual peers. In Group I, for example, the two youngest 
children could not yet walk unassisted, so that they were almost 
always confined when in the yard to the playpen or to a crib. All 
but the youngest child in this group were able to form a few nouns, 
although only one — the single girl in the group — was really 
capable of expressing her wants verbally, and she had not begun 
to form sentences yet. 

In Group II, all the children could walk unassisted with the 
exception of one child, a twenty-month-old girl.^ Verbally, those 
children who were two years or older could form simple sentences, 

^ This child was considered to be physically retarded by the nurses, and her 
retardation was attributed to her premature birth (at eight months). While her 
mother expressed concern over the ehild’s inability to keep up with her kevutza, 
the nurses expressed no concern, although there was some feeling that she should 
be placed in Group I, where she could become better integrated into the group. 
She was not considered to be in need of special care or treatment, but she was 
receiving exercises from the kibbutz’s physical therapist. She was able to feed her- 
self to some extent, although she generally received more help from the nurses 
than did the other children. Verbally, she could form a few words, primarily 
proper nouns. 



134 CHILDREN OF THE KIBBUTZ 

and the very oldest children occasionally spoke in paragraphs. 
Even the younger children in the group, however, were able 
to communicate in phrases. Only one child in this group — a 
twenty-one-month-old male — referred to himself in the first 
person. The range of vocabulary varied considerably, but in every 
case, the verbal achievement of females was higher than that of 
males of the same age. 

In Groups III and IV, where the difference of a few months no 
longer necessarily means important differences in maturity, and 
where motor and verbal achievement appeared to be similar for 
all the children, the older children nevertheless maintained an 
advantage over the younger. Although this advantage may have 
been due in part to increased motor and verbal skill, it was 
primarily due to the greater size and strength of these older 
children. 

THE PHYSICAL SETTING 

The children s community in which these young children live 
is, as has been noted, a relatively definable section of the living 
area of the kibbutz, and all the dwellings are relatively close to 
each other. The houses are not geographically grouped by age, so 
that, for example, a Toddlers’ House may be only a few yards 
away from the Kindergarten or the Grammar School but a block 
away from another Toddlers’ House. 

The dwellings for all these age-groups are modeled on the 
same general plan, following the recommendations of The Federa- 
tion. There are, nevertheless, many differences in such charac- 
teristics as the size and number of bedrooms, the facilities, and 
the conveniences to be found among the buildings. The descrip- 
tion which follows is a synthetic one, and no single house cor- 
responds to it in every detail. 

A dwelling is comprised of several rooms, varying in size. One 
room is a dressing room and is equipped with a bathtub, shower, 
and washbasin. Unlike the adult living quarters, hot water is 
available at all times. In this room are stored the children’s 
clothes, eating utensils, chamber pots, etc. Older groups have 
bathrooms and toilets, as well. Each child has a towel rack with 
his name on it, as well as his own shelf in the clothes closet. A 
small electric hot plate is also kept in this room for the boiling 
of water, but since all food is prepared in the communal children’s 
kitchen, no other kitchen facilities are provided. Where space 
permits, one room of the house — furnished with miniature tables 
and chairs — will be used solely as a dining and playroom, but 
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in the older quarters these aetivities take plaee in one of the 
bedrooms. Bedrooms, of whieh there are two or three, eontain 
metal eribs or beds (children sleep in cribs until they enter the 
Kindergarten), the number depending upon the size of the room, 
and shelves or chests for toys. Newer houses are light and airy, 
with many windows and light colored painted walls. Decorations 
of a nursery nature are sparse: plain curtains, a few scatter rugs, 
and only a few pictures of children, animals, or fairytale folk are 
found in them. 

None of the objects in the children’s houses — and this applies 
with few qualifications to the grade and high schools, as well — 
are the private property of individual children. Clothes, shoes, 
and personal effects such as towels and toothbrushes are labeled 
with each child’s name, but these serve as identification tags rather 
than as designations of personal property. In short the usufruct in 
these objects is enjoyed exclusively by one person, but their 
ownership resides in the group. The children’s clothes are kept 
in the warehouse {machsmi begadim). At the beginning of each 
season the manageress (machsanait) of the warehouse meets with 

the nurses to determine the kind, quantity, and size of clothes 
that will be needed for each child. The name of the child is then 
put on these clothes which he will use for the duration of the 
season. At the end of the season the clothes are returned to the 

warehouse, and the labels removed. 
Each house has a fenced-in yard that varies from a large grassy 

plot to a small rocky area. In the yards of the toddlers there are 
one or two cribs for children who must be isolated, who cannot 
yet walk, or who simply want to play in them. These yards also 
contain an enormous playpen (lul), in which all eight children 
frequently play at the same time, and a table with benches. These 
cribs and playpens are not used among the older children. 

All houses are kept scrupulously clean, and floors are mopped 
after every meal. “The history of the Children’s Houses,” lamented 

one nurse, “begins with Lysol.” In an effort to have everything as 
sanitary as possible, she explained, houses were originally flooded 
with disinfectant, and the smell was so strong as to be often un- 
bearable. Now, however, nurses have discovered that cleanliness 
can prevail with the use of ordinary soap and water, and disin- 
fectant is used only in times of illness. 

The most frequent complaint of nurses concerns the dearth of 
toys, and they are unanimous in recounting frequently fruitless 
efforts to wangle equipment for the children. Generally speaking, 
the oldest kevutzot have the most toys and play equipment, and 
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as each group outgrows various toys, the next age-group inherits 
them. 

A composite list of toys found in the various houses is presented 
below. It should be emphasized that not all the toys are found in 
all these groups, but generally speaking, the children will even- 
tually have an opportunity to play with most of the toys on the 
list. 

Rattles 
Plastic and cloth dolls, in both male and female dress 
Toy racing cars, jeeps, autos, wagons, airplanes, etc. 
Picture books — with English, French, and Russian texts 
Clay 
Crayons and paper 
Fingerpaints 
Tape spools, lids, etc. 
Balls of all sizes 
Stuffed animals — dogs, teddy bears, elephants 
Small wagons containing wooden blocks of varying shapes 
Hammer-and-peg sets 
Roller toys 
Beads and string 
Cans for sand and water 
Wheelbarrows 
Small buckets 
Rocking animals — ducks and horses 
Sandbox 
Tricycles 
Large wagons 
Large wooden auto with eight steering wheels 
Pedal car 
Swing 
Slide 
See-saw 
Slate and chalk 
Doll furniture — tables, chairs, dishes, buggies, cribs, etc. 

No attempt is made to have eight of any one toy (so that each 
child may have one) and, indeed, such an abundance almost never 
exists. On the contrary, a house usually contains only one or two 
of any particular toy. All are the property of the group and not of 
any one child. If a father wishes to make a toy for his child, he 
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either makes eight of one toy (witness the auto, in one of the 
houses, with eight steering wheels) or one, which he will then 
present to the group rather than to his own child. Children, how- 
ever, do have some toys of their own which remain in their 
parents' rooms and with which they play when they visit in the 
evenings. 

THE DAILY ROUTINE 

Although the ages of the children under discussion range from 
thirteen months to seven years, the daily routine that they follow 
is generally the same. The day begins in every kevutza at 6:00 A.M. 

in the winter and at 7:00 A.M. in the summer (when the kibbutz 
observes daylight saving time). The children wash and dress 
and then usually have a short period of 'Tree play” before break- 
fast. This meal is served about an hour after the children arise. 
Following breakfast, the children have another free-play period for 
about an hour — if the weather is pleasant, they play outside in 
their yard; if it is raining, they play in the house. By this time, the 
nurse or teacher has completed a number of her housekeeping 
chores, and she then begins to supervise the children's activities. 
The one exception is the youngest kevutza, where there is no 
supervision of play at any time. In the youngest groups, several of 
the children may take morning naps, as well. About 10:00 the 
children have their mid-morning snack, and those in the younger 
groups are then bathed. After their baths, the children play in the 
house, and the nurse often supervises their play. In the older 
groups directed play, which is begun in the early morning, con- 
tinues until dinner. Dinner is served in the younger groups at 
11:00 or 11:30, in the older groups at noon. After dinner, the chil- 
dren in the older groups bathe or shower, and the children in all 
groups then nap for approximately two hours. When they awaken, 
they dress in their good clothes, have another snack, and play by 
themselves in the yard. Supper is served at an early hour, between 
4:30 and 5:30, so that parents may fetch their children as soon as 
they return from work. The children then visit in their parental 
rooms until bedtime, which comes at approximately 7:00 for the 
youngest, and at 8:00 for the oldest, children. 

It will be noted from this brief description of the formal 
structure of the kevutza that the child in the kibbutz has a 
minimum of privacy — a condition that characterizes his existence 
from infancy through high school. His life, as one article in The 
Federation's educational journal complained, is "always within 
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the framework of society. . . . (From his earliest years) the 
child learns that he is a social creation, that he is one of six or 
twelve or twenty.” 

Because of group living and the routine that is a necessary 
result of group living, the child seldom has an opportunity either 
to be alone or to do what he wants when he wants to. Instead, his 
life is almost always organized according to the demands of a 
group schedule rather than according to his own internal rhythms, 
and his activities are almost always supervised by an adult and/or 
occur in the presence of other children. 

This group living, moreover, compels him to share not only 
his experiences, but almost everything else in his life. Since there 
are never enough toys for every child in the group, he must share 
his toys with the other members of the group; and since there are 
only two nurses in the group, he must share their love and 
affection with all the other children. This constant presence of, 
and pressure from, the group must be borne in mind as a constant 
factor in the children’s behavior. 

PLAY 

One of the basic assumptions of this study is that the kinds of 
behavior that are developed in these formative years are of 
crucial importance for the understanding of adult behavior and 
personality. Since most interaction among children consists of 
play or occurs during so-called play periods, the following discus- 
sion of play is intended primarily as background. 

The children’s play may be roughly divided into ‘"organized” 
and “free” play. Organized play refers to all activity that is 
organized and directed by the nurse or nursery teacher; free 
play refers to any activity initiated by the children themselves 
and in which the nurse plays no role of any kind — generally 
because she is working inside the house while the children are 
outside, or because she is in another room from that in which they 
are playing. 

Organized play. The frequency with which the nurse directs 
the play of the children is much higher in the older groups. III 
and IV, than it is in Groups I and II. In these two younger 
kevutzot the nurse’s caretaking chores leave her with little time 
for directing the children’s play activities. In the older groups, on 
the other hand, the division of labor between nurse and nursery 
teacher relieves the latter of many housekeeping duties, freeing 

her for such activities as organizing play. The nurses in the older 
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groups, moreover, are able to spend more time with their charges 
because the latter have achieved a greater degree of independence. 
Hence they need not spend the greater portion of their time 
supervising toilet training, feeding, dressing, and the other purely 
physical activities that consume so much of the time and energies 
of nurses in younger groups. 

The absence of play-supervision in the younger groups results 
not only in conflict and aggression among the children (as we 
shall observe), but also in a certain degree of apathetic and aim- 
less activity which is one of the initial impressions. That this 
seeming apathy is a function, among other things, of the lack of 
supervised or organized activity may be inferred from the change 
in the children’s behavior on those rare occasions when the nurse 
directs their play. On such occasions the researchers noted that 
the children were much more alert and animated. 

There is no instance of organized play in Group I (the 
youngest) nor would one expect much, if any, organized play for 
children of this age. The only direction of play occurs when the 
nurse offers a child a specific toy with which to play. (Since most 
toys are stored in cabinets and are therefore not available to the 
children, the nurse must distribute them.) 

In Groups II, III, and IV, the nurse’s supervisory role in play 
may take several different forms. She may participate with the 
children in a game in which she is merely one of the several 
players; she may initiate play — in the sense of motivating the 
children — although she herself does not participate; she may 
perform for the children, who become participant spectators. The 
nurse may also participate in a game in which her participation 
is restricted exclusively to a leadership role. Finally, the nurse 
may determine and initiate a specific activity, but permit the 
children to set their own pace and to decide what they want to do 
within the framework of the activity. 

These different forms of participation are manifested with 
varying degrees of frequency, but at least two occur almost every 
day. Every day, weather permitting, the nurse takes the children 
for a hike after breakfast. Following their return, and sometimes 
before lunch, she either supervises them in some activity (such as 
painting or modeling with clay), directs them in some game, or 
reads to them. Thus there are two times during the day in which 
the nurse devotes herself exclusively to the play of the children. 
At other times during the day the children generally play spon- 
taneously at their own games, although the nurse may — if she is 
free — become involved at their request. 
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The particular play activities organized by the nurses vary with 
the ages of the children in each group. There are, nevertheless, 
numerous games and types of play that occur in all three groups 
under discussion, but as the children develop in skills, they appear 
in increasingly complex forms. 

Play in which the nurse participates with the children as an 
equal includes such activities as constructing with blocks, per- 
forming simple gymnastic feats, and playing simple imitative 
games such as train or auto. The nurse may suggest that they all 
play train, and the children form a single file, each child with his 
hand on the shoulder of the child preceding him, with one of 
them — usually the nurse — being the “engine.” 

Initiation of play by the nurse may be either formal or in- 
formal. While the children are playing, the nurse may suggest 
some activity — dancing or gymnastics, for example — in an in- 
formal way, and they generally respond to her suggestion. In 
Group II, working with crayons or clay is also initiated informally 
by the nurse, who distributes the materials among the children, 
but who is rarely able to stay with them to direct these activities. 
Working with clay at this age, then, takes the form of merely 
handling or rolling it; drawing consists of scribblings. 

In Groups III and IV, however, the nurses may initiate play 
in a much more formal manner. Every morning the nurses in these 
two groups announce the daily “work” schedule — an organized 
play period devoted to some creative or artistic play. This in- 
cludes finger painting, drawing with crayons, working with clay, 
drawing with chalk on a blackboard,^ and playing with such 
educational toys as building blocks, jigsaw puzzles, board-and- 
pegs, or stringing beads. Although the children enjoy this kind 
of play immensely, they do not initiate it by themselves because 
the materials are stored away by the nurse, who allows the chil- 
dren — indeed instructs them — to play with them only at certain 

^Two of the favorite activities of the children — cleaning and smearing—are 
involved in this play; indeed observations indicate that the sheer glee displayed 
and pleasure derived from these activities by children in Groups I, II, and III 
exceed that which they receive from any other. When, for example, they are 
given finger paint or water colors by the nurse, few of the children are especially 
interested in the painting itself. Most of them much prefer to smear the paint or 
the colors on the paper, on their hands, and on the table. Smearing their hands in 
the paint can is in itself one of their greatest sources of pleasure. 

On the other hand, one of the children’s greatest delights is washing off the 
blackboard after they are finished with the chalk. It is our impression that the 
actual drawing with the chalk is perceived by the children as a prelude to the 
real “fun” of wiping off the slate with a rag that has been dipped in a bucket 
of water. It is not at all unlikely that the pleasure derived from this activity is not 
from the cleaning of the slates, but from the smearing and dripping of the water. 
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times. (The reason for this rigid schedule is apparent: if the 
children were allowed ready access to these precious materials 
they would not be preserved.) These activities are arbitrarily 
termed, “work,’' in order to impress upon the children from the 
earliest age the value of work. While “working,” the children sit 
at tables, four or five at one table. Generally, each child works by 
himself, often humming or singing, and seldom interfering with 
the activities of the others. At times, the children display their 
handiwork to each other, or ask the nurse to come and see what 
they have made. This organized play period is one that the 
children appear to enjoy immensely, and it is only infrequently 
punctuated by conflict or aggression. 

Other types of artistic activities are initiated by the nurse as 
well. In Group II, the nurse begins to teach the children simple 
songs, and in Groups III and IV, the nurses introduce group 
dancing. Many of the songs that the children learn may be 
classified under three dominant kibbutz values: Zionism, labor, 
and nature. Thus, the songs have an ideological, as well as an 
artistic, meaning. 

The most important activity in which the nurse performs for 
the children while they remain primarily participant-spectators 
is group reading or storytelling. The nurse reads or tells a story to 
the children as they sit at her feet. In Group II, the nurse does not 
read the story to the children, but merely shows them the pictures 
in the book and asks them to identify or to locate the various 
objects portrayed. She teaches them the various sounds made by 
the animals in the pictures, and the children imitate the sounds. 
If the children see a picture of chickens, the nurse may comment, 
“Pnina’s mother works in the chicken house”; if they see a picture 
of an airplane, she remarks, “Avner’s father flies the airplane.” 

In Groups III and IV, play with books becomes a bit more 
sophisticated. The nurse actually reads or tells a story and embel- 
lishes her account by showing the children appropriate pictures. 
If the children are shown pictures of animals, for example, they 
identify the animals, sing simple songs describing their char- 
acteristics, and then listen to the nurse’s story about one of the 
animals. This is known as “traveling to the zoo.” In contrast to 
the younger children in Group II, these older children almost 
always listen with serious attentiveness, interrupting only to ask 
questions or to have a statement repeated. 

The most exciting play activity for the children includes the 
playing of games that the nurse initiates and directs. In Group II, 
only two such games were observed, and their simplicity may be 
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contrasted with the inereasing eomplexity of the games in the 
older groups. In one game, the nurse sings a song while the 
children walk in a cirele to the rhythm of the song. In the seeond 
game, the children stand in a row opposite the nurse, who rolls 
a ball to each child in turn. 

Of all the games direeted by the nurse in Group III, the 
favorite is one in which the children are suceessively transformed 
into a number of different creatures. The following excerpt 
deseribes the game and reveals some of the enthusiasm with which 
the children participate. 

SHULA begins to heat on a toy drum, says to the children, “What do we 
do? We go to sit on the rug.” . . . They all assemble in the bedroom, 
sit on the rug facing SHULA. They clap hands to the rhythm of the 
beat and laugh uproariously as the tempo is increased . . . She 
signals to them to beat time with their feet, and again great laughter 
. . . She tells them to close their eyes, and at a sign from the drum they 
are to shout, “good morning!” This is done with real glee ... To the 
rhythm of the drum each child walks in a circle about the entire group. 
When each child has had his turn, they all walk in a circle together, 
after which they walk on tip-toe because they are giants, and then bent 
over because they are dwarfs . . . Now they are puppies, down on all 
fours, and — at the signal from the drum — say ow (our bow-wow). 
. . . Now they are rabbits. They place their hands on their heads, 
fingers in the air (they have the big ears of the rabbit). They jump. 
They sing a song about the rabbit, doing a dance at the same time . . . 
SHULA tells the children to crawl under the beds. Thev are now birds, 
and they are in their nests. Now the birds are sleeping, SHULA says 
that HELKA will not know where they are, as they have flown away. 
(At this they laugh.) “Now it is morning, and the birds get up and 
fly away,” says SHULA. And the children crawl out, run around the 
room, wave their hands, as she sings them a song about the birds. 

Since Group IV has no favorite game, a number of their games 
may be deseribed. Unlike her more aetive role in Group III, how- 
ever, the nurse’s role is that of initiator and supervisor. 

A game, ealled ‘"Silenee,” consists in the children’s sitting on 
ehairs in a circle, while one ehild sits in the eenter. When the 
latter points to one of the ehildren in the eirele he (the one 
pointed to) runs to him and touches his hand; whereupon they 
exehange ehairs. And so eaeh ehild, successively, becomes ‘Tt.” 
The distinetive feature of the game is that it must be played in 
complete silenee. 

Another game initiated by the nurse is a verbal one, consisting 
of question and stereotyped answer. One child says, for example. 
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‘‘A fox is here.” The nurse says, “Whom will the fox attack?” The 
children answer, “the chickens.” The nurse asks, “Who will guard 
the chickens?” The children answer, “the watchmen.” After this 
dialogue is recited, it is then sung. 

Another game initiated by the nurse is the game of “It.” All 
the children except the one who is “It” sit in a circle and designate 
one child as their leader. The leader, whose identity is unknown 
to the child who is “It,” then initiates some movement of the hand 
— stroking one’s leg, pulling one’s hair, clapping hands, etc. — 
and the others imitate his behavior. The child who is “It” must 
guess the identity of the leader; if he is successful, he joins the 
circle and the leader becomes “It.” 

A final type of game activity for Group IV is gymnastics, 
which, however, is initiated not by the nurse but by a gym 
teacher who meets periodically with each older kevutza. Although 
termed “games” by the teacher, these activities are designed by 
her for their orthopedic value. The children perform many ex- 
ercises, among which are the following. Each child is instructed 
to take a dumbbell from the cabinet and to set it on the floor 
without making any noise while setting it down. Walking in 
Indian-file, they are then instructed to walk through the dumb- 
bells without knocking any down. Or, the teacher swings a rope, 
one end of which is attached to the wall, and the children jump 
through the rope. Or, they climb on the horse, and walk across 
it while holding the hand of the teacher. Finally, they climb 
ladders or ropes. Most of the children are eager to perform these 
exercises, and run to the gym with delight. Some few are un- 
interested and/or afraid, and the teacher does not compel them 
to participate. 

A most important play activity for all the children is the daily 
hike. This activity is regarded by the nurses as of primary educa- 
tional importance, and they employ it to inculcate the love of 
nature. Even the nurses in Group II, who seldom have an op- 
portunity to direct the daily play activities of their charges, begin 
to take the children for short, daily walks around the kibbutz as 
soon as the latter begin to walk well. 

The love of nature that the nurses attempt to transmit at 
these ages includes not only a feeling for nature in general, but a 
love for the physical and geographic environment in which the 
children have their existence — Kiryat Yedidim, and its surround- 
ing flora and fauna. A positive attitude toward this environment is 
not induced through formal instruction or admonition, but 
through experience in walking through the kibbutz, hiking into 
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the fields and orchards, and observing the various barnyard 
animals. By teaching the children the names of the flora and 
fauna, telling them something of their habits, stimulating their 
interest in their behavior, and making them feel their beauty, 
the nurses hope to stimulate their love of nature in those mani- 
festations that can be observed and appreciated by young chil- 
dren.^ 

The daily hike is an important experience in the children s 
lives, one to which they look forward with great eagerness. The 
hike is taken sometime in the morning before the sun’s rays 
become too hot and is omitted only because of inclement weather 
or some social emergency. The nurse may inform the children 
of the route the hike will take or she may ask them where they 
prefer to go. The hike is confined, of course, to some area within 
the kibbutz, and its destination may include such diverse loca- 
tions as other dwellings, the communal dining room, the nurse’s 
own room, the dairy, the horse barn, the olive grove, the garage. 
The children in the Kindergarten take even more extensive ex- 
cursions into the vineyards, the orchards, and to the mountain, 
where they may collect and discuss the stones and flowers to be 
found there. 

These hikes are not only important for teaching the children to 
know and love nature, but they serve important socialization 
functions as we have already indicated. As part of their hike, for 
example, the children get to see many of the economic activities 
of the kibbutz and to have them explained either by their nurse or 
by one of the kibbutz members who works in the branch. The 
knowledge of the kibbutz which is thereby obtained by the chil- 
dren is fairly extensive. In the machine shop they watch the men 
repair trucks, and they may be permitted to hold a torch or a 
welding iron. In the dairy they watch the cows being fed and 
are permitted to help in the feeding by sweeping the feed into 
the troughs. They see the newborn calves and lambs. They are 
given a ride by a kibbutz produce truck and are driven to the 
olive grove where they see the olives being picked, crated, and 
loaded onto the truck. They stop into the children’s kitchen and 
watch the food being prepared or the pots being scoured. And at 

^ The inculcation of a love of nature at times involves the use of negative 
sanctions, although such sanctions are mild. One day, for example, some three- 
year-olds picked grass from an area in which the gardener was trying to grow 
new grass. The nurse, upon seeing this, came out immediately and told the children 
to stop this, explaining seriously to them that they should not do this because it 
was nice to have grass, and that if they picked the young grass now, it would not 
grow. 
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every plaee they are stopped by adults, talked to, joked with, 
praised, and — when met by parents — kissed. By this device of 
the daily hike, then, the child’s knowledge of the kibbutz as a 
community is increased, and his identification with the kibbutz 
as a community of workers is encouraged. 

Holidatjs. Another type of activity which the nurses, even in 
the younger groups, organize and which at these ages the chil- 
dren view as play, is the celebration of holidays. The inculcation 
of national values is an important function of the nurse’s role, and 
she can best achieve this aim through ritual and symbolism. 
The various national holidays are therefore utilized for this 
purpose, but there is no attempt to teach patriotism on an abstract 
level. Moreover, since many of the national holidays celebrated 
by the kibbutz emphasize natural — and particularly agricultural 
— values, it is almost impossible to inculcate patriotism without 
also emphasizing love of nature. At the ‘‘tender age,” the holidays 
which are most impressive for the children, and which are em- 
phasized in each kevutza, are Chanuka (Festival of Lights), 
Pesach (Passover), Tu Bishvat (Arbor Day), and Purim (Feast 
of Esther) ^ Since the kibbutz is antireligious, the religious aspects 
of these holidays are ignored. 

Of these holidays, Chanuka is purely national in spirit, em- 
phasizing the value of national independence. The children in 
each age-group light the traditional candles, sing appropriate 
songs, have special food and dress, and receive presents. 

Passover, the most important holiday in the kibbutz, is both 
national and agricultural in its symbolism, and the children are 
made aware of these values by being taught the appropriate songs, 
eating special food, and by observing the festive decorations in 
each dwelling. When Passover was celebrated in the kibbutz at 
the time of this study a special concert was given for all the 
children by a well known Israeli singer — a guest at the kibbutz 
celebration — who sang various folk and patriotic songs. 

Tu Bishvat, Arbor Day, is an all-kibbutz celebration, and all 
the children go into the fields with their parents to participate in 
the annual tree planting. 

The younger children observe Purim by wearing costumes and 
paper crowns and eating special food. Children in the Kinder- 
garten not only have their own party, but they also provide their 
own entertainment. Parents, siblings, and even the children in 

* For a detailed account of these holidays as celebrated in the kibbutz, see Spiro, 
Kibhutz, pp. 144-160. 
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younger groups are invited to attend the party, where they are 
entertained with songs, dances, and simple skits (only some of 
which pertain to the Story of Esther). 

That these celebrations leave an emotional, if not cognitive, 
impression on the children is indicated by their references to them 
at other times and by their spontaneous singing of songs learned 
during the various holiday seasons. This influence, moreover, is 
a lasting one. In writing their autobiographies a sample of 
thirteen-year-olds would uniformly date an important event — 
birth, a trip, some calamity — in their childhood by its juxtaposi- 
tion to a holiday. The event is said to have occurred, for example, 
during Chanuka, just before Passover, or a few days after Purim. 

Free play. In all four groups most activity of either an interac- 
tional or a non-interactional nature consists of free play or takes 
place during the free-play periods. Before examining the content 
of play, we should remark further on one point. Play among the 
two younger groups is marked by an aimlessness and passivity that 
are two of its most characteristic features. “Play with toys,” often 
consists 'in the mere holding or handling of a toy. “Locomotor 
play” frequently consists of an aimless walking or crawling which 
only questionably may be termed “play,” and it was decided to 
call it by this term primarily because it occurs during the so-called 
free-play periods. 

In the youngest group (I), this aimless crawling or walking 
may not necessarily indicate passivity; rather, it undoubtedly 
reflects the immature motor development of this group — for 
these are children who are either learning to walk or who have 
only recently begun to walk. When, however, this same behavior 
is observed in Group II, whose mean age is two years and whose 
motor development is advanced, one cannot escape the conclu- 
sion that the aimless walking, crawling, and rocking are indices 
of passivity. This conclusion is strengthened by the frequency of 
mere “standing around,” as it were, in this group. That is, children 
were often observed to just stand and look — either at other 
children or into space. This latter type of behavior has not been 
tabulated, however, because of the difficulty of employing com- 
parable uniform measures. If we note, however, that most thumb- 
sucking occurs during these periods of aimless activity, and, 

furthermore, that passivity is a typical response to aggression and 
conflict in Groups I and II (see below, pp. 174-175), then it can 
only be concluded that a high degree of general passivity is an 

important characteristic of these young children. 
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There are numerous ways of classifying play, and the classifica- 
tion decided upon here makes no claim to special merit. It was 
adopted because it brings to focus some of the socio-psychological 
variables with which this study is concerned. The more than 
fifty types of play found in our sample have been classified into 
six categories. These categories, in their order of frequency, are 
shown in Table 2. They include play with children’s toys, fantasy 
play, verbal and visual play, locomotor play, and play in dirt and 
sand. Play with children’s toys is subdivided into microscopic 
and macroscopic play — the former consisting of play with small 
toys and other play objects (clothes, for example) which the 
children can hold in their hands, the latter consisting of play 
with large toys and play objects which the child may use only by 
riding in them, climbing on them, and so on. 

In all groups play with toys is by far the most frequent kind 
of play, and within this category microscopic toys play the 
majority role (with the exception of Group III which will be 
discussed below). The quality of the play varies greatly among 
the groups, of course. In Group I, “play with a toy” usually 
involves a mere holding, turning, or twisting. In Groups III and 
IV, on the other hand, a child may roll a toy truck on the floor 
“pretending” he is a truck-driver hauling boxes of grapefruit to 
the market. Moreover, while the toys in Group I consist of a tin 
can, ball, spoon, auto, rattle, or cup, those for Group II already 

include such additional items as blocks, wagon, clay, crayon, and 
stringing beads. Groups III and IV have advanced to such items as 
peg-in-hole, finger painting, slate and chalk, jigsaw puzzles, and 
clay modeling. 

For all groups except Group III macroscopic play is relatively 
infrequent. In Group I it is confined to one object, a rubber tire; 
in Group II, it includes riding a rocking horse, pushing a wheel- 
barrow, wagon, and a large cylinder; in Group III it includes 
playing on a tricycle, rocking horse, pedal car, swing, baby buggy, 
rocking chair, auto model, and slide. In Group IV the frequency 
is much smaller and includes play with a rocking horse, chair, 
table, auto hood, and slide. 

Tabulations indicate that the unusually high percentage of 
macroscopic play in Group III is accounted for by the two 
tricycles and one pedal car that are found in that nursery and in 
none of the others. But it is difficult to interpret this difference 
between Group III and the other groups since we do not know 
whether the children acquired these toys because of a prior 
interest in them or whether their interest developed only after they 
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Table 2. Classification of types of play by percentages. 

Types of play 

Group I 
(S acts = 85) 

Group II 
(S acts = 153) 

Group III 
(S acts = 153) 

Group IV 
(S acts = 201) 

Toys 34 35 52 32 

Microscopic 26 28 24 29 

Macroscopic 8 7 28 3 

Fantasy 3 5 25 15 

Verbal and Visual 12 20 10 15 
Locomotor 27 23 7 11 

Sand and Dirt^ 20 15 3 23 
Miscellaneous 4 2 3 4 

^ Including excreta. 

acquired them. Moreover, we do not know if the other groups 
would play with these as frequently as Group III if they had sueh 
toys. It is the author’s feeling, however, that play with maero- 
scopie toys is for Group III what 'loeomotor play” is for Groups 
I and II, and that when these groups aequire trieyeles and autos 
their present loeomotor aetivities will take the form of maero- 
seopie play. 

The seeond eategory of play, termed ‘Tantasy play,” does not 
imply that other types of play do not involve fantasy. Rather, 
the play-aets in this category involve a greater degree of imagina- 
tion or creative fantasy than the others, sinee they are invented 
without the presenee or assistanee of a material objeet. The 
researehers, in short, assumed that it requires less imagination to 
play “riding to Haifa” if one is riding a toy auto, than it does to 
play “train” and, in the absence of a toy train, to beeome a train 
oneself. Almost invariably fantasy play involves imitation and/or 
identifieation (with another person, animal, or objeet). 

It will be noted that there is almost no fantasy play in the 
two younger groups, but that it is the seeond most frequent 
activity in Group III and third in frequency in Group IV. The 
diserepaney between the younger and older ehildren seems to be 
a funetion of maturation. This is patently not the ease with 
respeet to the differenee between Groups III and IV. Fantasy 
play is probably more frequent in Group IV than in III, but it 
is disguised under “sand play.” This group, it will be noted, spends 
mueh of its time in the sandpile, and mueh of this play is of a 
fantasy nature. With one or two exceptions, however, the author 
negleeted to tabulate the fantasy aets involved in this play, so 
that no figures are available. 
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In Group I fantasy play includes but one entry, imaginary 

eating. In Group II it includes playing dog and horse, cleaning 
house, and feeding and cleaning a child; in Groups III and IV it 
includes pretending to be dogs, frogs, snakes, calves, baby, nurse, 
barber, doctor, and so on. In these latter two groups, where there 
are a sufficient number of cases to be examined and compared, it 
may be observed that the depth of the identification with either 
adults, animals, or inanimate objects varies considerably. In some 
cases a child may perform some adult activity, such as putting 
a child to bed, without stating, for example, that he is a nurse. 
In other cases a child may say, “I’ll be the mother and you’ll be 
the nurse.” In other instances, although the child may not identify 
the adult role he is playing, it is apparent from the context that 
he is identifying not only with a specific adult role, but with a 
specific person as well. In the following incident, for example, the 
child employs the gestures and intonations of her ovm nurse. 

Shula (three years) “irons” (with a block of wood) her “scarf” 
(handkerchief). She tells the nurse that she is ironing. Then she tells 
the children, “Children, I will finish my ironing one, two, and then we 
will go on the grass.” 

In instances of identification with animals the children state 
explicitly that they are dogs or snakes or frogs, and then proceed 
to act like them. They walk on all-fours and bark like dogs. They 
also attempt to bite like dogs or to eat like dogs. Like frogs they 
jump, and like snakes they crawl on their bellies. They run into 
the barn, and, like calves, eat hay.® 

The category, “verbal and visual play” is a combined category, 
including verbal and visual activities. In Group I there are no 
“visual” activities, and the verbal entries include only jabbering 
and singing. In Group II, as well, the overwhelming number of 
entries are either jabbering or singing, although there are a few 
actual conversations and some looking at picture books in this 
group. The comparatively smaller percentages in Groups III and 
IV are easily explained. These two older groups no longer jabber, 
as do the younger children, but they are not yet old enough to 
engage in many genuine conversations — except when they relate 

® In general the children have no fears of animals, only three examples being 
observed during the entire study. In Group II one girl, who once saw a worm in 
her toy and perceived it as a snake, since then has been afraid of worms. In the 
same group, all the children were on a hike when a dog came running toward 
them; they became frightened and ran away. In Group IV the children were play- 
ing in a sandpile when a goat came walking toward them. Some of them started 
to run away when they saw it. 
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to some activity in which they are engaged. The absence of 
jabbering is therefore not yet compensated for by the presence of 
conversation. Almost all the entries in these two groups involve 
looking at picture books (and telling a story about, or identifying, 
the pictures), and the frequency of this activity not only increases 
sharply in the older two groups, but it increases from Group III 
to IV as well. 

The fourth play category, termed “locomotor,"’ is not intended 
to imply that other forms of play are not active or that they do 
not involve the use of limbs in a strenuous way. Most of the 
play with macroscopic toys, for example, manifests just these 
characteristics. This category, however, consists of those activities 
whose locomotor qualities are not dependent upon some object, 
but involve the use of the body alone. 

It will be noted that the incidence of this play is much less 
frequent in the two older than in the two younger groups. One 
reason for the difference between one of the older groups (Group 
III) and the two younger groups has already been suggested: the 
locomotor activities of the former group are expressed in its high 
frequency of play with macroscopic toys involving the same 
locomotor qualities that are found in the younger two groups. The 
decline in Group IV, however, may reflect a maturational variable 
or it may be a function of the biweekly gym period which satisfies 
their locomotor needs. 

There is still another reason for the greater incidence of 
locomotor play in the younger groups, which a closer examination 
of this type of play reveals. This concerns the important qualita- 
tive differences found among the groups. Locomotor play in 
Group I consists of crawling or walking, “gymnastics” (such as 
jumping or trying to stand on head), rocking, chasing and run- 
ning. In Group II it includes crawling or walking, “gymnastics,” 
rocking, chasing or running, clapping or banging, dancing, playing 
peek-a-boo. In Group III it includes “gymnastics,” hide-and-seek, 
marching, and climbing a tree. In Group IV it includes climb- 
ing, chasing, rolling on the ground, jumping rope, hide-and- 
seek, dancing, playing tag, “gymnastics,” and riding “horseback.” 
In short, the locomotor play in the two younger groups is often 
an aimless passive type of activity which scarcely deserves to be 
labeled, ‘"play” — in contrast at least with the activities performed 
by the older groups. If the activities of the latter were to be used 
as the criteria for this type of play, the two younger groups would 
have few entries indeed. 

The final category of play includes play in “sand and dirt.” The 
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differences in the relative frequencies of this category are to be 
explained both in terms of the physical situation of the groups and 
of their different levels of maturation. Group III, whose per- 
centage is very low, has no sandpile and, therefore, has few 
opportunities to play in sand. Unlike the younger children, more- 
over, many of whose entries in this category consist of playing 
with dirt, these children do not play in dirt. The other groups, on 

the other hand, all have sand piles, and the high percentage of 
sand play in these groups is a function, among other things at 
least, of this situational factor. Finally, this category includes (for 

obvious theoretical reasons) play with excreta, an activity which 
serves to increase the total percentage for this category in the two 
younger groups (7 per cent of all play in Group I consists of play 
with excreta.) No play with excreta is recorded for the two older 
groups. 

Although Groups I, II, and IV play frequently in sand, the 
qualitative differences in their play are considerable. In the 
younger groups it is generally aimless and nonconstructive. At 

most the children fill buckets with sand; generally they dig in the 
ground, poke their fingers in the sand, smear mud on the side- 
walk, and so forth. In Group IV, however, sand play is both 
goal-directed and constructive — the children model figures and 
objects, and construct houses, castles, and trees. 



CHAPTER 8? INTEGRATION AND DISINTEGRATION 

INTRODUCTION 

The primary characteristic of kibbutz culture is its cooperative 
nature. One of the primary aims of this study, therefore, is to 
discover the ways in which those individuals born into the kibbutz 
learn to inhibit aggressive impulses and to develop cooperative 
ones. For purposes of analysis all interaction observed among the 
children has been classified into one of two categories which have 
been termed '"integrative” and "disintegrative,” respectively; and 
each of these is further divided into subclasses which were 
established inductively in the process of analyzing the entire in- 
teractional sample. 

Acts in which a child revealed overt, positive affecT in inter- 
action with another were labeled, "integrative,” while those in 
which a child revealed overt, negative affect in interaction with 
another were labeled, "disintegrative.” Table 3 summarizes, by per- 

^ It is immediately apparent to the careful reader that we are in this chapter 
concerned primarily with two systems of behavior — aggression and cooperation 
— and he may wonder why we have not employed these terms instead of the more 
ponderous terms which we have chosen. The reason for our choice will become 
apparent below when it will be observed that we are concerned with a wider 
range of responses than are conventionally termed “aggressive” or “cooperative.” 
If a “behavior system” (such as aggression or cooperation) be defined as “a 
class of responses which share a common motive,” it is clear that the subclasses 
listed in Table 3 do not share a common motive. The motives for “aggression” and 
for “conflict,” for example, as we have defined these terms, are not necessarily the 
same; and yet we choose to view them as subclasses of the same functional class, 
for though their motives are different they share a common disruptive social con- 
sequence. The latter expression, as defined operationally, is an important variable 
in this study. They are disruptive, first, because they are both (in general) frustra- 
tion-producing responses and, secondly, because they both (in general) evoke 
hostile and/or fear reactions from another child. The socializing agents, too, view 
them as functionally equivalent responses which they attempt to extinguish. The 
same logic holds for the three “integrative” subclasses. Aiding a peer in distress, 
which may be altruistic in motive, and playing with another child, which may be 
exploitative in motive, have integrative or “affiliative” consequences (for both 
persons). One could, of course, view the two responses in the above example as 
sharing a common motive — the aflSliative motive — but since the “ultimate” 
grounds for the aflBliation are dissimilar it seemed wiser to differentiate them in the 
analysis. 
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centages, the interactional frequencies for each of the four 
kevutzot discussed in this section. 

INTEGRATION 

Introduction. Although Table 3 reveals that in all four groups 
there is more '‘disintegrative” than "integrative” behavior, it must 
be emphasized that the percentages in the table, if considered 
by themselves, constitute spurious measures of integration and 
disintegration. They are heavily weighted in favor of disintegra- 
tion for a number of reasons. In the first place, and with the single 
exception of the oldest group, IV, the behavior of the children 
is preponderantly of a noninteractive nature. Each child, that is, 
spends much of his time in activities which do not demand the 
presence of other children. And where others are required, they 
are not required in large numbers, so that effective interactional 
groups usually consist of two or three children. Hence, although 
the children are almost always together, they comprise a group 
primarily in an ecological, rather than in a socio-psychological 
or interactional sense. Even in the oldest group, in which the 
frequency of interaction is much higher than that in the younger 
groups, genuine interactional play is less frequent than individu- 
alistic play. For the most part, therefore, their behavior is best 
characterized by the term, "action,” rather than by, "interaction.” 
In short, since the frequency of interaction is less than the fre- 
quency of action, it would be fallacious to assume from the 
integration-disintegration ratios that the children spend most of 
their time in acts of aggression and conflict. 

Table 3. Classification of interactions by percentages. 

Group I Group II Group III Group IV 

Types of interaction (S acts = 97) (S = 391) (S = 254) 

C
O

 

II 

Integrative® 17 41 29 37 

Aid, sharing, affection 6 21 9 13 

Physical affection 2 3 5 5 

Cooperative play 9 17 15 19 

Disintegrative 83 59 71 63 

Aggression 45 39 57 52 

Conflict 38 18 11 8 

Refusal to share 0 2 2 3 

® A chi square test for difference between “integrative” and “disintegrative” 

behavior, yields: 

= 11.99 d.f. =3 P = < .01 

(Chi squares in this, and in all tables, needless to say, are based on frequencies, 

not on percentages.) 
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Limiting the discussion to interaction, however, we must still 
note that, without important qualifications, the figures in Table 3 
give a distorted picture of the nature of group behavior. This 
distortion results from the fact that the unit of measurement is the 
act, not the number of children participating nor the duration of 
the act. Hence, an act of aggression by one child lasting only sixty 
seconds is accorded as much weight as an act of cooperative play 
in which two youngsters interact harmoniously for twenty minutes. 
Similarly, an act of conflict in which two children are involved is 
accorded as much weight as an act of cooperative play in which 
three, four, or even more children participate. In the oldest 
kevutza, for example, there are sixty instances of cooperative play, 
comprising 19 per cent of all interactions. But these sixty acts 
include a total of 135 children, which almost equals the total 
number of children involved in all acts of aggression (see Table 
4). If the individual rather than the act had been the unit of 
measurement, the percentage of integrative acts would have risen 
considerably; if the duration of the act had been taken into 
account, the increase would have been even greater. 

But the percentages in Table 3 not only tend to exaggerate the 
preponderance of disintegrative acts in the integrative-disintegra- 
tive ratio, they also shed little light on the amount of group 
solidarity that exists in these kevutzot. Being qualitative in 
character, this latter characteristic is notoriously resistant to 
quantification — yet it contributes significantly to an understand- 
ing of the degree of integration to be found in these groups. 

Group solidarity. One index of solidarity is the child's verbal 
identification with the kevutza, an identification which does not 
begin earlier than Group III, so far as the data reveal. The follow- 
ing examples, taken from Groups III and IV, reflect this type of 
identification. 

The children see the mail truck on the way back from their hike 
and all identify it. When HELKA asks what the truck is for, Micah says 
it is to bring letters from his mother, but the others retort that “the 
mail is for all of us.” 

This is the first day I attempt to take pictures in the kevutza. The 
children all ask why I am taking pictures, and Mimi retorts, “Because 
we are so adorable.” (chamudim). 

Nili brought some flowers into the house, and when I asked what 
she was going to do with them she said: “They are for our table.” 
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Identification with the group is found at an even more “primi- 
tive” level, in both conscious and unconscious imitative behavior. 
Conscious imitation is found as early as Group II and continues 
through Group IV. In Group II, for example, if one child rides 
a horse, the others decide to ride horses. Should one child begin 
to bang on the table or a chair, the others will accompany him — 
making an overwhelming din — and once begun there is no 
stopping. Sometimes a child leaves the table, in the midst of a 
meal, to run around the room, and the others leave the table and 
follow him. 

Examples from Groups III and IV reveal that these older 
children persist in this same kind of imitative behavior. 

(We are at the dinner table.) Zeviah tells HELKA that she wants an 
omelette instead of her soft-boiled egg. The others insist that they too 
want omelettes. 

ZEHAVA has gone to get the clay, and the children are sitting at the 
table. Hamutal bumps Mimi in the head. All insist that they bump her 
in the head. Miri begins to shout, and all join in the shouting. Now 
Mimi begins to sway back and forth, singing a song, and the others do 
the same. 

That much of this imitative behavior is motivated by a desire 
for group identification is borne out by interviews with the nurses. 
One nurse noted that when she gives a child milk, he first wants 
to know if the other children have had their milk; or when she 
wishes to cover a child with a blanket at night, he first asks if 
the other children are covered with blankets. In short, the chil- 
dren wish to share in the attributes of the group, which is another 
way of saying that they wish to be identified with it. 

Imitation exists on an unconscious level as well, the most im- 
pressive example being that of the patterned whining behavior 
which is found in Groups III and IV.^ 

A second index of solidarity is the great joy with which the 
children first greet each other upon awakening in the morning or 
upon returning to the nursery after their daily visit with their 
parents. Moreover, if they do not find the other children in the 
dwelling, they insist on knowing where they are so they can go 

^All the children in these groups exhibit two types of whining each with its 
characteristic inflections. One type, uh-nuh, consists of an abrupt rise at the be- 
ginning of the nuh, followed by a gradual decline. The other, ah-yah, ah-yah, is 
more complex. The first ah is high and the first yah is low, while the second ah is 
somewhat higher than the first yah, and the second yah is higher still than the 
second ah. 
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to them. This desire to be with the group is strong even in Moshe, 
the most aggressive of the ehildren in Group III. And despite 
his extraordinarily strong attaehment to his mother, he will gen- 
erally not go to see her if he knows that the kevutza is to engage 
in some group aetivity. One day, after Moshe had gone to see his 
grandmother, his kevutza went on a hike. When he returned to the 
house, he looked for the children and complained bitterly because 
he could not find them. For many months after this incident he 
reprimanded the nurse for having permitted him to go to his 
grandmother that day. 

Desire to be with the children reflects, among other things, the 
esprit de corps that is found in the kevutza, particularly in the 
two older kevutzot. In these two groups much of the daily 
interaction is characterized by laughter, ‘Tun,” and warmth which 
surely represent a high degree of esprit de corps. Such comments 
as, “All this is done with a great deal of fun,” or, “All through the 
play period they seem very happy, talking, singing, enjoying 
themselves,” are scattered liberally throughout our records. The 
following protocol from Group IV reveals the joy derived from 
group interaction. 

The younger children run to the door of the older children’s 
bedroom. It is locked. They look through the window, scream, and 
run back laughing and shouting with glee. This is repeated a number 
of times. 

Universally the nurses report that though the children ask to 
sleep in their parental rooms, they are overjoyed, after enjoying 
that experience,^ to return to the children's house. 

The desire of the children to return to their kevutza after a 
prolonged absence from the kibbutz is reported by almost all 
parents. And during their absence their behavior is characterized 
almost universally by constant references to their kevutza. 
Throughout the day the children will ask, “And what are the 
children in Kiryat Yedidim doing now?” Sometimes they them- 
selves volunteer this information — “Now they are sleeping” or 
“Now they are taking a walk” or “Now they are playing.” One 
mother, when abroad with her son, took full advantage of this 
fact by using it as a technique of control. When the child resisted 
her suggestion that he come to eat, or go to sleep, or take a bath, 
she would say that the children in Kiryat Yedidim were engaged 
in these activities, and this invariably achieved compliance. 

® There are eertain occasions, such as illness in the nursery or arrival of visiting 
children, which require the children to sleep in their parental rooms. 
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But children are ‘'significant others” for their peers in still 
another sense — they want their approval. In Group IV, where 
this trait is most frequently found, the attempt to obtain the 
approval of the others is seen most clearly during their creative 
work (painting, drawing, sand-modeling, and so forth) in which 
the child’s first response to the completion of a picture or a model 
is to call the other children to observe what he has made. Some- 
times it is not the entire group but only specific children whose 
approval is desired. There is one child whose favorable opinion the 
children most frequently seek. (He is the oldest, strongest, and 
most frequent child socializer of aggression.) And often they will 
not continue with an activity until he has looked at what they are 
doing. 

If the children refuse to look at another’s handiworks, he is 
often quite dejected. Boaz, for example, caught a live butterfly, 
and announced this fact, with much bravado, to the other children. 
They, however, ignored him, whereupon Boaz, sorely disap- 
pointed, left the group. On the other hand, should a child’s action 
or aspiration receive the approval of a peer he is very pleased, 
as the following example from Group III reveals. 

Zeviah tells Israel that she wishes to be a tractorist. Israel says that 
(so far as he is eoneerned) she may. She beams . . . 

Still another aspect of group solidarity is the socialization of 
children by their peers. This socialization behavior is termed 
“integrative” because it consists, for the most part, in praise of the 
child who conforms or who reveals progressive achievements in 
a given task (see pp. 204-205); or because, as in the case of 
aggression, it is essentially nurturant — the socializer attacks the 
aggressor or protects the victim. 

This latter type of socialization — nurturance — is found in 
other areas, as well. 

Nadav is playing in the sandbox with other children. Esther says, 
'‘Nadav, you are not supposed to be playing in the sand. You have a cut 
on your leg.” 

This, then, is the qualitative frame of reference within which 
Table 3 must be viewed. If it be remembered that the percentages 
in the table represent gross measures of quantifiahle interactions, 
then the interpretation of a greater degree of disintegration may 
be viewed in proper perspective. With these qualifications in mind. 
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we may now examine the subclasses of the larger '‘integrative” 
class, with the exception of "Physical affection,” which will be 
discussed later. 

Aid, share, affection. In Groups I and II the kinds of behavior 
that are characterized as "aid” or "share” include such acts as 
offering a toy or food to another child, either spontaneously or at 
the instigation of the nurse; inviting another child to come with 
the initiator; bringing a chair for an adult or for another child. 

The development of the repertory of sharing and aiding be- 
havior may be measured by a comparison of these acts with 

those found in Groups III and IV. In Group III the following types 
of acts are to be found: helping a child to get out of bed by placing 
a chair at the side of his bed, helping a child to dress, volunteering 
to help feed another child, going to the communal kitchen when 
asked by another child, combing another child’s hair, helping an- 
other child to pick up his blocks, sharing food with another child, 
and ordering a child to desist from hitting another. 

In Group IV the development is even more pronounced. Here 
the acts include offering to help another child to dress, sharing 
candy with the other children, pulling a child out of the mud into 
which he has fallen, calling the children to eat the bread and jam 
which the nurse had put on the table, ordering a child to desist 
from hitting another. 

Although there are examples of spontaneous sharing among 
the children, particularly in Group IV, most acts of sharing are 
initiated at the request of the nurse. Moreover, since this sharing 
is not spontaneous, a child may regret his original decision to share 
and insist that the shared object be returned to him. Thus in 
Group II, 

Yuval asks for more milk. Nurse asks Dena if Yuval may have some 
of her milk, and Dena says yes. Nurse gives the eup to Yuval, and 
Dena immediately begins to ery. 

This reluctance to share will be discussed in detail in the dis- 
cussion of "disintegration.” It should be emphasized, however, that 
almost all aspects of the children’s lives represent some form of 
sharing on their part, if only implicitly. An almost ubiquitous 
feature of their experience, for example, is the tor, or "turn.” The 
children must frequently wait in line in order to receive some- 
thing, such as clothes from the laundry, or in order to do some- 
thing, such as play with the swing. In general they take their 
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turns without interfering with each other. Moreover, they may 
spontaneously form a line in order to do or receive something. 
One day, for example, the children wanted to use my eraser. When 
given permission, they formed a line so that each could have his 
turn. When other children wished to participate, they were told 
to take their place in the line. 

This implicit sharing, as manifested in the tor, is vigorously 
insisted upon by the children. The boys and girls in Group IV, for 
example, after making a swing by themselves, had agreed upon 
the order in which they were to take their turn when a mother 
entered the yard and said that her daughter would be the next 
one to try the swing. All the children shouted, “lo nachon,'" (not 
correct) — they had arranged a tor, and the daughter would have 
to wait her turn. 

Turning now to affection and solicitude, it will again be ob- 
served that there is a development in these responses from Groups 
I and II through Groups III and IV. In the former two groups 
the following examples are found: consoling another child who is 
crying, warning a child of danger or of the fact that some activity 
in which he is engaging is forbidden, praising another for some 
accomplishment: 

Avner urinates in the playpen, and Iris says, “Marvelous, he is 
making pee-pee!” 

In Group III the following acts are to be found: consoling a 
child who falls, asking an adult to intervene when a child is being 
attacked by another, consoling a child who has been hit by an- 
other, covering a child with a blanket and singing him to sleep. 

In Group IV the following are typical of acts of affection and 
solicitude: referring to a child by an endearing term such as 
chamudi (my adorable one), consoling a child who has been hit 
by another, offering a toy to a child who has fallen, consoling a 
child for some deprivation. 

The children are looking at a picture book, and identify certain 
children in the pictures as “themselves.” Moshe is unhappy because 
he does not see a picture of “himself.” Ghana says, “Don’t be sad, we’ll 
find one of you.” 

Several intragroup generalizations emerge from an analysis of 
these data. The first generalization that may be drawn is that the 
number of integrative acts performed by any one child varies 
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considerably. The range for Groups I-IV, respectively, is 0-4,1-28, 

0-8, 0-7. The second generalization — one consistent with the 
intergroup comparisons already made — is that in all four groups 
the older children in each group tend to initiate integrative acts 
more frequently than do the younger children. Third, the younger 
children in each group are more often the recipients or objects of 
integrative acts than are the older children. In some cases this 
inverse relationship between ‘‘initiating” and “receiving” is almost 
perfect, so that in Group I, for example, the oldest child is the most 
frequent initiator of integrative acts, but he is never the recipient, 
while in Group III the youngest child is the most frequent recipi- 
ent of integrative acts, but never the initiator of such acts. In other 
words, those who initiate integrative acts least frequently tend to 
be the objects of integrative acts most frequently. This inverse 
relationship between initiation and receipt appears to be a func- 
tion not only of age but of passivity as well. In all four groups, 
for example, we, although infrequent (and in some groups, null) 
initiators of integrative acts are among the mmst frequent recipi- 
ents of such acts. 

Table 4. Cooperative play by percentage of total play acts, 
number of children, and types of play. 

Group 

Cooperative play 
acts^ 

Children 
participating^ 

Types of cooperative 
play" 

S Percentage - 2 Percentage 2 Percentage 

I 9 11 18 19 7 20 
II 66 15 140 27 20 28 

III 38 25 96 1,5 25 43 
IV 60 30 135 49 28 43 

At the 0.99 confidence level, the upper confidence limit for cooperative play 
is less than 50 per cent for all groups. The finding — cooperative play < individual- 
istic play — may be accepted with high confidence. 

^ At the 0.99 confidence level, the upper confidence limit for cooperative play 
is less than 50 per cent for Groups I and II only. The finding — cooperative play < 
individualistic play — is not significant for Groups III and IV. 

“ At the 0.99 confidence level, the upper confidence limit for cooperative play 
is less than 50 per cent for Groups I and II only. The finding — cooperative play < 
individualistic play -— is not significant for Groups III and IV. 

Cooperative play. Table 4 attempts to reveal in a rough way 
some quantitative characteristics of cooperative play for all four 
groups. It will be noted first that if the total number of play acts 
in the sample be taken as the base, the percentage of cooperative 
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play acts — as distinct from individualistic acts — comprises a 
minority of all play. (It is never higher than 30 per cent.) 

This is not an entirely valid measure, however, of the extent to 
which cooperation is to be found among these ehildren. As we 
have observed, using the act as the unit of measurement does not 
reveal the differences in the number of participants that may im- 
portantly characterize the activities being eompared. Therefore, 
when the number of participants is taken as the unit of measure- 
ment — as is shown in the seeond column of Table 4 — coopera- 
tive play is seen to play a greater role. This table also reveals that 
cooperative play, as measured by either of these criteria, increases 
with age. The increase, indeed, is so sharp that for the two older 
groups the difference between cooperative and individualistic 
play is not significant, statistically. But even this latter observation 
does not adequately characterize the magnitude of this develop- 
ment, however, for it omits two important dimensions: the first of 
which is ''richness.’’ By richness we refer in the first plaee to the 
extensiveness of the play repertory, so that riehness of interaetion 
may be said to increase as a function of the different types of play 
in which children cooperate. If types of play are used as the unit 
of measurement, as the third column of the table reveals, inter- 
action in the oldest group, IV, is more than twice as rich as inter- 
action in Group I. Hence the older children cooperate in a much 
greater variety of activities than do the younger. 

But by richness we refer also to certain qualitative aspects of 
interaction which also differ with age. In the youngest group, for 
example, cooperative play is of a simple imitative variety: one 
child hands a ball to another, who hands it back to the first ehild; 
one ehild roeks in the playpen, another gets down on all fours 
and rocks with him, and both laugh. Although labeled as "co- 
operative play,” these are not genuine acts of cooperation; they 
are, rather, imitative aets, that encourage interaction. 

If the cooperative acts in Group II are compared with those 
in Group I, the qualitative differences become immediately ap- 
parent. For example, 

Amir holds a sand pail, and Rafi puts colored plaster balls into it, 
while Omri watches. When the bucket is full, Amir empties it. Then 
Omri fills the pail with the balls, Rafi and Amir watching him. Rafi 
empties it. 

Ghana and Anat play together with a strip of wire grilling. They 
walk with it, each holding an end, Ghana in front. Later Pnina takes 
one end, Yehuda takes the other, and they walk with it, 
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In Groups III and IV cooperative or interaetive play is much 
more complex and often takes the form of genuine games — such 
as train, doctor and nurse, work, or tea party. In short there is an 
increase in the riehness of interaction. 

But Table 4 omits a dimension whose importance has already 
been indieated for making eomparisons between behavioral vari- 
ables — duration. Duration is equally important for measuring 
development in one variable. The ehildren in the two younger 
groups play together for a very few minutes and then return to 
their individualistie aetivities. In the two older groups, and par- 
ticularly in Group IV, the time span is much longer and children 
may play together an entire morning. If time, as well as fre- 
queney of aets and number of children, had been measured, it is 
our strong impression that eooperation in Group IV would not 
only have been mueh greater than in the other groups, but that 
eooperative rather than individualistie play would have predomi- 
nated in this group. 

Despite the frequeney of eooperative play, it should be noted 
in eonclusion that there are almost no instanees in any of the 
groups in which the entire group interaets as a unit. The ehildren 
in the two younger groups generally interact in groups of two, oc- 
casionally three, and, on rare oceasions, four. These diadie and 
triadie interactions are, moreover, never structured into anything 
resembling a permanent soeial relationship. On the eontrary, these 
groups are fluid and constantly changing. Children A and B, for 
example, interact for a brief time, often no more than a few 
minutes, after which A may go off by himself and B joins C. The 
interaeting individuals ehange throughout the day. It may be 
observed that neither personal friendships nor enmities are to be 
found among the ehildren of this age. 

In the two older groups, particularly in Group IV, the number 
of simultaneously interaeting ehildren is sometimes mueh greater, 
but the partieipants ehange frequently during the day, as in the 
younger groups. On the other hand, the oldest group has begun 
to show signs of relatively permanent in-group formation, of 
eliques, of speeial if not intimate friendships (and of enmities — 
at least in the form of seapegoating). 

DISINTEGRATION 

The category of disintegration ineludes three distinet sub- 
elasses of behavior: aggression, eonfliet, and refusal to share. 
Refusal to share, the least frequent behavior, is self-explanatory. 
Aets of aggression are distinguished from acts of conflict in that 
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the former include those situations in which a child, as far as 
could be ascertained, was motivated by a desire to hurt or harm 
another; conflict, on the other hand, includes those situations in 
which a child seized an object possessed by a peer without intend- 
ing harm or injury to the possessor. However, acts of conflict may 
— and often do — lead to acts of aggression, and such acts or 
succession of acts are classified both as conflict and aggression. 

Table 5. Types of aggression by percentages. 

Aggression 
Group I 

(2 acts r= 44) 
Group II 
(2 =r 152) 

Group III 
(2 = 145) 

Group IV 
(2 = 164) 

Tattling 0 0 7 2 
Verbal 0 3 9 31 
Disobedience 0 10 4 2 
Physical 100 87 80 65 

Aggression. Table 3 reveals that for all four groups acts of 
aggression constitute approximately 50 per cent of all interaction 

(the percentage for Group II, the apparent exception, would 
rise approximately 10 per cent if the atypical child discussed below 
(p. 178) were eliminated from the sample). Actually, there is 
more aggression observed in these groups than is indicated by the 
Table. When, for example, a child manifests both verbal and 
physical aggression it would have been recorded as two acts had 
each expression been employed against different children or 
against the same child at different times. There are, furthermore, 
some instances in which either the entire group or a large seg- 
ment of it is the aggressor, but such acts have not been included 
in the table because the names of participating individuals were 
not always recorded. 

Four types of aggression were observed in these groups. As 

recorded in Table 5, they include tattling, verbal aggression, diso- 

bedience, and physical aggression. Tattling, or informing on an- 

other child to the nurse, is (with the exception of Group III) the 

least frequent form of aggression and, indeed, is not found at all 

in the two younger, relatively nonverbal, groups. In Group III, 

only three of the eight children are responsible for all tattling. 

Behavior reported to the nurse includes another child’s rolling a 

toy on the wall, taking a cover of a jar, aggressing, and throwing 

food on the floor. In Group IV, only three of the seventeen chil- 

dren are responsible for the three acts of tattling that concerned 
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another child’s being frightened by a goat and two instances of 
enuresis. 

Verbal aggression does not occur in Group I, which has not yet 
acquired language, is infrequent in Groups II and III, but is rela- 
tively frequent in Group IV. In Group II, only two acts of verbal 
aggression are found in the sample, and both were exhibited by 
the same child. In one instance she addressed a child as tipesh 
(fool) and in the other she responded to an act of aggression by 
telling the aggressor that “You are a baby!” Although verbal 
aggression is infrequent in Group III, it is expressed by all but 
one of the eight children. The content of this aggression will be 
discussed together with that of Group IV. In the latter group 
verbal aggression comprises almost one-third of all acts of aggres- 
sion. Since most verbal aggression consists of “name-calling” it 
may be concluded that the greater incidence of this type of aggres- 
sion in this oldest group is a function of greater linguistic facility 
and, specifically, of a growing vocabulary. Although only three of 
the seventeen children in this group exhibit no verbal aggression, 
there is great variability, ranging from zero to ten responses. 

Name-calling, followed by threats to harm or injure, consti- 
tutes the bulk of verbal aggression in both Groups III and IV. The 
absolute frequency with which name-calling is employed is higher 
in the older of the two groups, however, as is its repertory of 
opprobrious terms. In Group III, for example, only three such 
terms are employed: baby, fooia (phooey), and lo chamud (not 
nice). In Group IV, on the other hand, the vocabulary of aggres- 
sion includes such other terms as kaker (defecator), pig, food, 
pee-pee (urine), monkey, donkey, filthy toosi (anus), drek 
(dirt) 

Peers instigate verbal aggression much more frequently than 
do nurses. In Group IV 22 per cent of all acts of verbal aggression 
are instigated by peers, whereas only 2 per cent are instigated by 
the nurse. But although the nurse — the socialize! and presumably 
important frustrator — almost never instigates a response of verbal 
aggression, the anthropologist (M.E.S.)—the neutral observer 
— instigates most of the acts of verbal aggression in Group III. 
Sixty-nine per cent are instigated by the anthropologist, as com- 
pared with I per cent instigated by the nurse. (In Group IV, 

^ It is of more than passing interest to consider the terms italicized above for 
Group IV. These responses, all of an excretory nature, are Yiddish rather than 
Hebrew. It would appear that some of the explicit elements of the shtetl culture 
that are still found in the kibbutz, and that enter the child’s consciousness quite 
early in his development, consist of an aggressive, and primarily anal, vocabulary. 
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however, the anthropologist (M.E.S.) instigates only 4 per cent 
of the aggressive acts.) Of perhaps greatest interest is the apparent 
absence of instigation in 64 per cent of the acts in Group IV. 
This absence of instigation in such a large percentage of cases is 
particularly interesting when it is observed that the anthropologist 
is the object of 60 per cent of all the acts of verbal aggression in 
this group (and of 35 per cent of all acts in Group III). Since 
these aggressive responses are directed against a neutral object 
(that is, I am not a frustrator), it might be suggested that these 
responses constitute displaced, rather than uninstigated, aggres- 
sion. We shall have reason to return to this question of displaced 
aggression again (see pp. 167-171). 

As Table 5 indicates, disobedience among these groups is rare. 
The relatively high incidence of disobedience (10 per cent) found 
in Group II is explained by the role of the observer (A.G.S.) 
which was different from the observer s role in the other groups.^ 

Physical aggression is overwhelmingly the most frequent type 
of aggression in all four groups, although its percentage decreases, 
as verbal aggression increases, with age. With the exception of 
three children in the youngest group, every child in the sample 
is responsible for at least one act of physical aggression. The range, 
however, is wider than that for any other single category — 0-38, 
2-22, 1-33, 2-14 for Groups I-IV, respectively. 

The repertory of physical aggression is extensive and includes 
such acts as hitting, hitting with an object, kicking, biting, push- 
ing, throwing an object at the victim, destroying another’s prop- 
erty, scratching, gouging, hair-pulling, pushing, smearing, chok- 
ing, interfering with activity, hair-cutting, penis-pulling. In all 
groups hitting is the most frequent type of aggression, represent- 
ing 31, 66, 44, and 47 per cent of all acts of physical aggression 
in Groups I-IV, respectively. There is no consistency, however, 
in the second most frequent type, either in technique or frequency. 
For Group I it is hair-pulling (22 per cent); for Group II, biting 
(6 per cent); for Groups III and IV, hitting with an object (16 
and 14 per cent). It should be noted, too, that acts of physical 
aggression occur overwhelmingly in the context of play. For Groups 
I-IV, respectively, play is the context for 100, 69, 86, and 93 per 
cent of all acts of physical aggression. 

® As is explained in Appendix A, my wife frequently played the role of social- 
izer in Group II, and she is the object of most of the acts of disobedience in the 
group. If the acts of disobedience directed toward her are excluded from the 
sample, the percentage drops to I per cent. 
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T able 6. Instigation to physical aggression by percentages. 

Instigation 

Group I 
(S acts = 

44) 

Group II 

(2 = 
140) 

Group III 

(2 = 
118) 

Group IV 

(2 = 
107) 

None or unknown^ 64 57 64 67 

Instigated by peer^ 16 29 29 27 

Conflict 14 14 12 9 

Physical aggression 0 13 14 13 
Other 2 2 3 5 

Instigated by adult 20 14 7 1 

Reprimand by nurse 0 4 3 1 

Deprivation of object 
by nurse 0 2 2 0 

Deprivation of nurse’s 

attention 11 3 0 0 

Anthropologist 9 4 2 0 

Other 0 1 0 0 
Other 0 0 0 5 

At the 0.99 confidence level the upper confidence limit for non-instigated ag- 

gression is less than 50 per cent for Groups III and IV onl3^ The finding — uninsti- 

gated aggression > instigated aggression — is not significant for Groups I and II. 

^ A chi square test for difference between peer- and adult-instigation to aggression 

yields: 

- 14.90 d.f. =3 P = <.01 

Instigations to physical aggression are summarized in Table 6. 
Before citing examples of the various categories of instigation it 
must be emphasized that the instigator of aggression is not 
necessarily the victim of aggression. The nurse, for example, is 
infrequently the victim of aggression in Groups I and II and 
never the victim in Groups III and IV, even though she is oc- 
casionally the obvious instigator of such aggression. In the exam- 
ples of nurse-instigation cited below, therefore, the aggression is 
uniformly displaced. 

This example illustrates aggression instigated by a nurse’s 
reprimand. 

Nurse (Group II) comes out . . . sees Shula’s shoe and sock on 
the floor, says, “Shula, I can’t keep dressing you,” takes shoe and sock 
in the house. Shula screams, cries and cries. Avner stands and watches 
her, and Shula hits him, continues to cry. Finally, nurse comes out, puts 
on her shoe and sock, saying, “Shula, I don’t have time to keep doing 
this, I am working, I will not do it any more, do you hear?” She goes 
in the house, and Shula stands quietly. Then she begins to throw toys 
out of the playpen onto the ground. 
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Deprivation of an object by the nurse refers to aggression that 
follows an insistence by the nurse that a child share a toy or other 
object with a peer. 

Deprivation of the nurse refers to the latter’s absence or de- 
parture or to her refusal or inability to give exclusive attention to 
one child, as in the examples below. 

Amnon (Group II) wants to be in the house with ETTA, but she 
tells the children they must play outside. She leads them into the yard 
and returns to the house. Amnon runs to the steps and screams and 
screams, “ETTA.” Rafel comes, tries to stroke Amnon. Amnon hits 
him . . . 

Nurse (Group I) holding Eldad, comes in . . . Boaz rushes over, 
grabs at Eldad, but Nurse prevents him from touching Eldad by 
shaking his outstretched hand and saying, “Hello, chaver” . . . Boaz 
turns immediately, dashes over to David, pulls his hair, drags him 
down . . . (Nurse isolates Boaz) . . . 

It will be noted in Table 6 that the anthropologist is the second 
most frequent adult-instigator of aggression. In all cases, he in- 
stigated the aggression either by depriving a child of ’his 
attention or (as in the first two groups where he functioned as a 
socializer) by reprimanding a child for some misdeed. 

Adult-instigated aggression is quite definitely secondary to that 
instigated by peers, as Table 6 reveals. Of all acts that were per- 
ceived to be instigated, the most important instigating condition 
in three of the four groups is some frustration imposed by peers. 
(The apparent exception to this generalization — Group I — is 
not statistically significant.) Before examining some of the im- 
plications of this quantitative difference between adult- and peer- 
instigation, it should be observed that the latter assumes three 

characteristic forms. Either a child aggresses against his fellow 
and the latter retaliates; or a child attempts to take a toy or other 
object from his fellow, and the latter resists and is therefore at- 
tacked; or the latter attacks in order to retain the object. 

Perhaps the most interesting characteristic of physical aggres- 
sion (a characteristic noted in verbal aggression as well), is its 
apparently uninstigated nature. As Table 6 indicates, approxi- 
mately two-thirds of all the acts of physical aggression are un- 
instigated — that is, no apparent stimulus in the immediate social 
field of the child was perceived by the observer to have induced 
an aggression response. It is our hypothesis, based on general be- 
havior theory (all behavior is motivated) and on our own data 
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(to be presented below) that these apparently uninstigated acts 
actually represent instances of displaced aggression. In some in- 
stances, at least, we were able to observe such displacement 
directly — a child attacks his fellow, and the latter, in turn, attacks 
a third child. A tabulation of such responses in Groups III and IV 
reveals that 10 per cent of all acts of physical aggression were ob- 
served to be displaced in this manner. Even in those instances in 
which we were not able to observe the process of displacement, 
however, there is reason to believe that these apparently uninsti- 
gated acts of aggression are, in fact, displacements. And this brings 
us, again, to the discrepancy between peer- and adult-instigated 
aggression. 

Even in Group I, in which frustration imposed by adults 

(nurses) is more frequent than that imposed by peers, the inci- 

dence of adult-instigated aggression is only 20 per cent of the 

total. Since the nurse is perceived by the children as one of the 

most important frustraters in their lives, it might have been 

assumed that she would have provoked more aggression in the 

children as a function of the frustrations attendant upon training. 

The relative infrequency of nurse-instigation to aggression, there- 

fore, demands explanation.^ 

One explanation is that the nurse, though an important social- 
izer, is rarely present during the children’s play periods (in which 

most aggression occurs) so that she had little occasion to frustrate 

® An examination of Table 6 not only reveals the relative infrequency of nurse- 
instigation to aggression, but it shows a progressive decrease (statistically signifi- 
cant) from the youngest to the oldest kevutza in her importance as an instigator. 
This progressive decline in the role of the nurse demands some explanation. The 
greater frequency of nurse-instigation in Group I may probably be attributed 
to a structural difference between it and the other groups. Whereas the three 
older groups were generally in the charge of two nurses (except for a few hom's 
in the afternoon), the youngest group was in the charge of one nurse exclusively. 
This means that a child who desired the care or attention of the nurse could not 
easily obtain it, since she was either preoccupied with her manifold duties in the 
house, or already involved with caring for another child. In the older groups, on 
the other hand, since two nurses were present, the child could more easily obtain 
attention. This hypothesis is consistent with the figures in Table 6 which reveal 
that while all the aggression instigated by the nurse (11 per cent) in the youngest 
group is a function of deprivation of the nurse’s attention, it accounts for a much 
smaller percentage in Group II (3 per cent) and is nonexistent in Groups III and 
IV. 

There is yet another factor that may account for the progressive decline in the 
role of the nurse as an instigator of aggression. As the children grow older and 
acquire greater motor facility, they have more opportunity to frustrate each other 
by acts of conflict and aggression. Since the percentages in Table 6 are functions 
of each other, much of the difference among the groups therefore may be ex- 
plained as an increase in peer instigation (as a function of age) rather than as a 
decrease in nurse instigation. 
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the children during our observational sessions. This explanation is 
not sufficient, however, for, even in those instances in which her 
frustrating behavior was perceived to be the direct instigation to 
aggression, she was almost never its victim; the resulting aggres- 
sion was almost always displaced onto a neutral party. In short, 
although the nurse is the instigator of aggression, she is never 
the victim of physical aggression and only once is she the object 
of verbal aggression.'^ It is difficult to escape the conclusion, there- 
fore, that at least some of the uninstigated aggression found in 
the sample is only apparent, and actually represents displacement 
of generalized hostility from frustrating acts of the nurse which 
we did not observe, but which are inherent in the socialization 
process. And the reason that the children inhibit their direct 
aggression may be attributed to fear of punishment, either in the 
form of discipline or in the form of loss of love. 

But not all, and perhaps not even most, of the apparently un- 
instigated aggression represents displacement from the nurse. 
As we have observed, parents and siblings are also important 
sources of frustration for the child; yet direct aggression against 
them is rare. It is probably rare, not only because parents and sib- 
lings are not with the child during the day, but (as in the case of 
the nurse) because of the unfortunate consequences of aggression 
— punishment in the form of loss of love. Finally, some peer- 
frustration undoubtedly results in displaced aggression. For al- 
though there is no perfect pecking order in these groups, there is 
a sufficiently strong trend in that direction so that those who are 
aggressed against by their superiors may displace their consequent 
aggression against weaker victims. 

If children inhibit their aggression against those whose retalia- 
tion they fear or whose love they wish to retain, this inhibition 
should generalize to others who fall into either or both of these 
categories. There is evidence to support this expectation. In 
Group II (as in Groups III and IV) the nurse is the least frequent 
victim of aggression; and the anthropologist — contrary to his 
high frequency as a victim in Groups III and IV — is the second 
least frequent victim. This discrepancy between the incidence of 
aggression directed against the observer in Group II, on the one 
hand, and in Groups III and IV, on the other, is predictable on 
the basis of our hypothesis. For while the observer in Groups III 
and IV (M.E.S.) was always the neutral observer, the observer 
in Group II (A.G.S.) did not play such a passive role. Hence, it 
is argued, since she played the role of nurse she was perceived by 

See p. 208 for the use of incontinence as a technique of aggression. 
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the children, and responded to, as a nurse. For the same reasons 
that the nurse is seldom aggressed against, the observer, too, was 
infrequently the object of aggression.® 

For the same reasons, one boy in Group IV is almost never 

the victim of aggression (he is the victim of aggression [verbal] 
only once). This child bears a remarkable functional resemblance 
to the nurse. He is the most popular child in the kevutza and all 
the children want him to like them. He is also the strongest child 
in the group, hence, all fear him. He is, moreover, a socializer — 
indeed, one of the most important socializing agents for aggression 
in his group. Thus, this child who is the functional equivalent of 
the nurse is responded to as a nurse. 

We suggest that frustration by nurses, parents and siblings, 
and peers results in displaced aggression, and that this process is 
reflected in the high percentage of uninstigated aggression in 
Table 6. This interpretation is indirectly supported by one further 
finding. In Groups HI and IV the frequency with which I was the 
victim of aggression is extraordinarily high. I was the most fre- 
quent victim of all types of aggression, accounting for one-fifth of 
all aggressive acts in Group HI and for one-third of such acts in 
Group IV. Yet in all but two instances, the aggression is apparently 
uninstigated. This finding, somewhat startling when one realizes 
that my role in these groups was one of neutral observer, is diffi- 
cult to explain except as a displacement of aggression against a 
harmless victim, harmless because he does not punish and because 
the loss of his love does not constitute a psychological threat. 
Functionally, then, I was similar to the weak children in these 
groups who are the most frequent peer-victims of aggression, but 
who seldom punish their aggressors: such children are not only 
weak and therefore nonpunitive, but their love is not desired by 
the other children. In spite of adult status, therefore, I 
believe that I was perceived as the functional equivalent 
of these children.^ That this is so is demonstrated strikingly by 

® There is no necessary contradiction between this interpretation and the find- 
ing that the observer is disobeyed more frequently than the nurse in these same 
groups. The gradient of generalization principle (from nurse to observer) would 
lead us to expect a greater generalization to physical aggression than to disobedi- 
ence. That is, if the observer, in this instance, is perceived as similar to (but not 
identical with) the nurse, one might expect the children to disobey, but not to 
aggress against, her. 

® That the aggression directed toward me could be as severe as that directed 
toward peers may be seen in the following excerpt from Group IV. 

(I am sitting on a chair in the bedroom. The children are just getting up from 
their afternoon nap.) Yosi pulls at my penis and says, “Michael (my name in 
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the additional finding that the most frequent aggressors against 
me were those children who are at the bottom of the pecking 
order. 

The existence of this ‘"scapegoating” phenomenon is recog- 
nized by the educational authorities of The Federation. Writing 
in a kibbutz educational journal, the Education Director observes 
that 

. . . one incident, which is widespread, demonstrates very well the 
tensions, and their consequent aggressions, that are found in the 
kevutza — the scapegoat. In almost every kevutza there is some 
child against whom all aggression is turned. 

When this happens, the aggression becomes intense indeed, as the 
following excerpt from Group IV reveals. 

Tsvi hits Giora and threatens to cut him with a knife he is holding. 
Nili and Tsvi hold Giora while Avner threatens to cut him . . . Tsvi 
and Giora fight, and Giora calls him a donkey. Nili jumps on Giora; 
Tsvi hits him, Giora cries and cries, calls Tsvi a donkey. Chaim 
jumps on Giora, chokes him, gouges him in the eye. He seems to he 
really hurt and screams ... In a few minutes, Nili pushes him down, 
Chaim jumps on him and hits him, and Tsvi cuts his hair with a 
scissors. 

This example is, of course, extreme, but there are similar 
instances to be found in the records. They indicate that once the 
children’s aggression drives are liberated, they may attack another 
recklessly and mercilessly, knowing neither justice nor sympathy. 
Giora is the smallest and youngest of the children, yet all attacked 
him, and no one came to his assistance. 

Hebrew) kaker” a number of times, and then laughs heartily. The other children 
repeat this behavior after him. Yosi then says he wants to see what I am “draw- 
ing.” He looks, and says, “It is not pretty.” He tells Yonah to look and she too 
says it is not pretty. Yonah calls Yosi and whispers something to him. He comes 
to me and says, “You are a kaker.” Yonah tells him to say it again. She now 
encomages him to hit me. She pushes his hand on me, and when he hits me she 
runs away. He hits me a few times with his hand, and now begins to hit with 
his shirt. All the time, Yonah tells him to hit me, but won’t do it herself. She 
picks up a doll, and Yosi tells her to hit me with it. But she says that he should 
hit me. He hits me; I get up, and he runs away, screaming. He comes back and 
hits me again, now he hits my chest with his fist. The other children are standing 
around us, egging him on. I get up, and they all run away. 

This excerpt also reveals the great importance of peer-influence in behavior. 
Many acts, instigated by one’s peers, are motivated by a desire to conform to 
peer expectations, rather than by the satisfaction of one’s own aggressive needs or 
the attainment of one’s own goals. 
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Table 7. Responses to physical aggression by percentages. 

Response 

Group I 
(2 acts = 50) 

Group II 
(2 = 126) 

Group III 
(2 = 129) 

Group IV 

(2 = 104) 

Cry, scream, whine 56 37 48 29 

No manifest response 

Retaliate (physical or 

28 30 23 19 

verbal) 2 21 16 29 

Retreat 10 4 9 10 

Seek help 2 4 1 13 

Suck thumb 2 2 2 0 

Laugh or talk 0 2 1 0 

Testing for differences among three categories—Cry, scream, whine; Retaliate; 

and the combined category of all others, yields: 

x2 = 44.06 d.f. - 6 P = <.001 

Since so much peer interaction consists of physical aggression, 
it is interesting to consider how the vietims respond. These re- 
sponses are summarized in Table 7. It will be noted that the entry, 
''No manifest response,” occurs with relatively high frequency. In 
fact, however, the children do respond to actual aggression some- 
what more frequently than the percentages for this entry indicate. 
For, in attempting to measure the frequency of aggression in these 
groups, all acts of attempted aggression were tabulated, whether 
or not the aggressor was actually successful in completing his 
intent. In some such instances, the intended victim perceived the 
imminency of attack and moved away; this was classified as a 
"Retreat” response. But in a few instances the intended victim, 
unaware of the attacker s intent, coincidentally happened to move 
out of range before the attempted aggression was completed, and 
these acts were classified as "No manifest response,” together with 
those acts in which a child was actually attacked but failed to 
respond in any overt way. 

For all groups, crying is the most frequent reaction to aggres- 
sion, although, with one exception (Group III) to be discussed 
below, there is a progressive diminution in this response with age. 
The crying response, as qualitative analysis reveals, is (except 
when it is a genuine expression of pain and/or an index of low 
frustration-tolerance), an instrumental act having a dual aim — 
to compel the aggressor to desist, and to call upon the nurse for 
assistance and/or nurturance. Such crying diminishes with age 
for two reasons. First, the children, as they mature, learn that 

there are more effective techniques for discouraging the aggressor. 
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Instead of discouraging him from continuing, crying most fre- 
quently encourages the aggressor to persist; once their aggressive 
energies are liberated, the children show little mercy, and indica- 
tion of pain only stimulates them to greater efforts. 

Crying diminishes with age also because the children discover 
that protection by the nurse — a second motive for crying — can- 
not be relied upon. Because of her many duties and responsibili- 
ties, the nurse is infrequently present when aggression occurs (on 
those rare occasions when she is present, she does give aid and 
comfort to the victim), and the children soon learn that, except 
for intense and prolonged crying, she will not appear. This inter- 
pretation is consistent with, and related to, another finding of 
Table 7 — the infrequency with which the children seek help 
from the nurse. The children in the youngest kevutza are gener- 
ally confined to playpens and cribs, so that they are physically 
unable to seek help. This is not true for the older children, how- 
ever, but the percentage of those who seek out the nurse remains 
small. In Group IV, for example, of the eleven children who 
sought aid or comfort from someone, only two solicited the help 
of the nurse — the nine others turned to peers or to the anthro- 
pologist. 

Retaliation, either physical or verbal, replaces crying as the 
technique for discouraging the aggressor. The frequencies of these 
two responses are functionally related — with one exception 
(Group III) crying diminishes, while retaliation increases, with 
age. This exception is interesting because it demonstrates in sharp 
relief one important (maladaptive) consequence of collective edu- 
cation. 

In all five kevutzot (five kevutzot are actually included in the 
sample, it will be remembered, although two have been combined 
to make one group) there are individual differences both in the 
frequency of aggression and in the frequency with which the chil- 
dren are the victims of aggression. It has already been stated that, 
although our analysis reveals no perfect pecking order, there is a 
tendency in all groups for the most aggressive children to be the 
least frequent victims, and for the least aggressive children to be 
the most frequent victims of aggression. Nevertheless, in Groups 
II and IV the spread in both the initiation and the victimization 
of aggression is not very great, so that, despite the inequality of 
the children, no one child is in a greatly advantageous or disad- 
vantageous position. 

In Groups I and III, however, the picture is quite different. In 

the youngest kevutza one child — Amnon — is responsible for 86 
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per cent of all acts of aggression. Since he is extremely aggressive 
and, moreover, the biggest and strongest child in the group, the 
others are terrified of him and never retaliate against him. Their 
only possible response, therefore, is crying. Hence the extreme 
ratio of crying to retaliation in this group (56:2). 

In Group III, on the other hand, the problem is not so much 
that of an extraordinarily aggressive child but rather of an ex- 
traordinarily passive one. The latter — Zev — is consistently the 
most victimized child in the group (almost three times as fre- 
quently as the least victimized); being the weakest child in the 
group, he has no technique for coping with this aggression other 
than crying. Hence in this group crying and retaliation reverse 
the general trend. 

This analysis is of crucial importance for our understanding of 
interaction in the kevutza. One of the theoretical premises upon 
which the system of peer-group dwellings is based is the presumed 
security that the child derives from interacting with equals, rather 
than with those who are his physical superiors (parents and older 
siblings). As the official educational philosophy of The Federation 
expresses it. 

The children’s society, with its groups according to age, gives the 
child a sense of security. Otherwise, in conventional-type societies he 
feels like ‘"Gulliver among the Giants.” 

These data reveal that collective education can sometimes in- 
tensify, rather than diminish, the “Gulliver among the Giants” 
phenomenon. In Group I the children are not only terrified of 
Amnon’s aggression, but they are terrified by him. Hence his 
presence in the group is highly disturbing to the other children, 
and his mere appearance in the play-yard is sufficient cause for 
crying, whimpering, and retreat behavior on the part of the 
others. One of the marked characteristics of this group is its 
marked passivity.^^ 

“ Zev’s nurse has commented on his behavior, Zev has never been able to 
fight back and his sole defense against aggression has been to cry. He seems to 
have ample justification for his crying: 

Micah pinches Zev very hard in the arm. Zev screams. Micah pinches harder, 
then pushes his hand into his face and gouges his eye. All the time, Zev is scream- 
ing from pain, and Micah has a sadistic gleam in his eye . . . The other children, 
sitting on the porch, ignore the fight. 

Pnina comes up to Zev and squeezes him hard. He cries. She hits him with a 
cloth, then in a deliberate manner beats and bites him. He screams and screams. 

^ A glance at one or two examples of Amnon’s aggression will serve to indicate 
that his so-called peers have good reason to fear him. 

Amnon comes over, tries to grab the stick from Pua. She screams loudly, and 
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The small and weak child in Group III does not disrupt the 
group, but he suffers from his own defenselessness, not only 
physically but socially as well. Zev almost always plays by him- 

self and, indeed, is a social isolate. His isolation is self- rather than 

group-imposed as he prefers to play alone and seldom attempts 
to enter into the play of others. It is our strong impression that his 

self-imposed isolation results from his fear of attack, and is his 
only, if ineffective, defense. 

This phenomenon is found in the other groups, as well.^^ One 

of the most perceptive teachers in Kiryat Yedidim observed that 

the smallest (usually the youngest) child suffers greatly because 

he is constantly attacked by the older children, so that if he 

desires to interact with them he must constantly struggle. This 

she feels is so important that when her own child was born, she 

experienced considerable anxiety lest the child be placed in a 

kevutza in which she would be the youngest. 

There are many formal similarities to be found between inte- 

gration and aggression. In both forms of interaction there is much 

intragroup variability; in both, the older children are the more fre- 

quent initiators; and in both, the younger children are the more 

frequent recipients. In short, the younger children are more fre- 

quently the victims of aggression, but they are more frequently 

the objects of integration, as well. On the other hand, the older 
children are the more aggressive, but they are also the more inte- 

grative. Despite these formal similarities with respect to age, 

there are important differences with respect to sex (see pp. 247- 

248) which show that the inverse relationship between initiation 

and recipience of interaction does not hold with respect to all 

variables. 

he desists. Then Pua bangs the stick on the bench and both laugh. In a minute, 
Eldad comes and pulls the stick from Pua, who screams and cries. Amnon pulls on 
Pua’s suspenders, hits her once on the head. Then he goes to Eldad, grabs the 
stick and hits Eldad on the back with it several times. Eldad looks dazed . . . 
Amnon hits Pua on the head with the stick several times. Pua is silent at first, then 
cries. Amnon repeats, whacks her on the head and neck. Pua screams. He starts 
to hit her again, but I (A.G.S.) call him to come to me . . . 

Amnon and Yaakov sit in the playpen, ignoring each other. Suddenly, Amnon 
pulls Yaakov’s hair, crawls on his back, starts to bite him. I (A.G.S.) tell Amnon 
no. He turns, bites Eldad on the back . . . 

“ That the smaller and weaker children are at the mercy of the larger and 
stronger is apparently a generic characteristic of collective education and is not 
restricted to Kiryat Yedidim. In his excellent novel of kibbutz life, Young Hearts 
(New York: Schocken, 1950), David Maletz (a member of a kibbutz) is at pains 
to point out how the weaker children have no protection against the stronger and 
must constantly defend themselves against aggression. 
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Conflict and refusal to share. Conflict refers to those situations 
in which it is the desire of a child to take an object from another 
but not necessarily to harm the possessor. Except for Group I, 
this behavior, as Table 3 indicates, accounts for a relatively small 
percentage of total group interaction, and its percentage decreases 
progressively from Groups I to IV. In all but a few instances the 
object of conflict is a toy which one child attempts to take away 
from another. 

The responses of the victims of such behavior are summarized 
in Table 8. With one exception (Group I), the most frequent re- 

sponse to acts of conflict is, as was true in the responses to aggres- 
sion, crying. The process records reveal that the conflictor, unlike 
the aggressor, is often influenced to desist from conflict by the 
crying of the victim; hence the persistence of this response may 
be explained by the fact that it is rewarded. That this is not the 
case in Group I is again the function primarily of the one highly 
aggressive child, previously discussed, who is the most frequent 
conflictor and who is not dissuaded by the crying of his victim. Fear 
of him undoubtedly accounts for the greater incidence of mere 
submission in this group and it may account for the greater in- 
cidence of active resistance (or aggression) as well. Since active 
resistance is never expressed toward this conflictor, but rather 
toward other children in the group who attempt to appropriate 
toys, this retaliatory behavior may represent, in part, aggression 
displaced from that child who is the greatest conflictor but whom 
the others dare not resist. 

Table 8. Responses to initiation of conflict by percentages. 

Response 
Group I 

(S acts = 61) 
Group II 
(S = 100) 

Group III 

(S = 37) 

Group IV 
(S = 29) 

Cry, scream, whine 

Active resistance 
33 50 55 39 

(aggression) 39 35 21 29 
Passive resistance 3 1 14 14 

Submission 25 12 10 7 
Seek help 0 0 0 11 
Other 0 2 0 0 

“Passive resistance” refers to the attempt of the victim to retain 
his toy by holding on to it while the conflictor attempts to seize 
it from him. “Submission,” which tends to decrease with age, 
refers to his relinquishing of the toy without a struggle. Again, 
as in the case of aggression, the nurse is conspicuous for her ab- 
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sence on such occasions. In only one of the four groups do the 
children seek aid in combating the conflictor and, in this group, 
only once is the nurse’s aid sought; in the other instances assistance 
is sought from a peer. In all groups, however, and regardless of 
the techniques employed, more than 50 per cent of all acts of 
conflict result in defeat for the victim — he loses possession of the 
toy. 

The latter conclusion is of importance. Since the weaker chil- 
dren are those who lose possession of their toys, either because 
they offer no resistance or because they are defeated in the ensu- 
ing battle, we are confronted again with the maladaptive conse- 

quence of collective education to which we have already pointed 
— the competitive disadvantage it imposes on the weak. From 
their earliest years, the children in any one group must compete 
with each other for toys, and the stronger almost always win. 

“Refusal to share” differs from “Conflict” in that it refers to 
specific requests to share that are rejected. A child or adult asks 
the possessor to share his toy or food, instead of trying to take it 
from him, and he refuses. In all groups the incidence of refusal to 
share is considerably less than that for agreeing to share. This 
discrepancy does not indicate that children at these ages accede 
to requests to share more often than they refuse; on the contrary, 
the incidence of refusal to share is low because the children sel- 
dom ask their peers to share. Indeed, the children are often loath 
to share even when they are requested to do so by the nurse. 

The nurses regard sharing as one of the most difficult of sociali- 
zation goals to achieve. “It is almost impossible,” comments the 
nurse for Group III, “to get children of this age to share.” This 
nurse’s son, for example, has a box of old, broken toys in his pa- 
rental room with which he almost never plays. Should another 
child come to play with him, however, her son refuses to permit 
him to play with the toys in the box. It is not surprising, then, 
that almost all instances of conflict have their origin in the refusal 
of one child to share a toy or some other object with a fellow. 

As we shall later observe, these children have developed fairly 
strong feelings for private property. Their reluctance to share may 

be determined, not only by their annoyance at being deprived 
temporarily of some object, but also by their feeling that the object 
actually belongs to them. 

CONCLUSIONS 

In concluding this discussion of integration and disintegration 
it would be of great importance to be able to point to develop- 
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mental trends in their ineidenee. This is difficult to do in any 
precise way. Though we have relatively precise quantitative data 
for each group, intergroup comparisons are hazardous since we 
are not sure that each group was observed for equal periods. More- 
over, the number of children in each group was not the same. (For 
these reasons most of our tables are presented in percentage, rather 
than in absolute, values.) Despite these difficulties, however, there 
are consistent trends in all four groups which may be tested 
statistically. We may note, first of all, that total interaction in- 
creases with age, and that this increase reflects an increase in 
integrative and disintegrative behavior alike. The proportion of 
integrative behavior that each group contributes to the total 
sample of integrative behavior is 0.06, 0.28, 0.26, 0.40, for Groups 
I through IV, respectively. Similarly the proportion of disintegra- 
tive behavior contributed by each group to total disintegrative 
behavior in the sample is 0.14, 0.20, 0.31, 0.35, respectively. In 
short, both types of behavior increase with age. 

The second conclusion to be drawn from these data is that 
though both types of behavior increase with age, integrative be- 
havior increases more rapidly than disintegrative behavior. There 
is, as Table 3 reveals and statistical tests confirm,^^ a relative 
increase in integration, associated with a relative decrease in 
disintegration, proceeding from the youngest to the oldest group. 
The magnitude of these changes may be better discerned when 
it be indicated that while the ratio of integrative to disintegrative 
acts in Group I is 1:5, in Group IV it is 1:1.4; and while Group IV 
is seven times as integrative as Group I, it is only twice as disinte- 
grative.^^ In short, there is a marked relative increase in the part 
played by integrative behavior within the total range of the chil- 
dren’s behavioral repertory, together with a relative decrease in 
the part played by disintegrative behavior. It may be concluded 

It has already been noted that for all four groups the preponderance of 
disintegrative over integrative behavior is highly significant. Nevertheless, chi 
square reveals quite clearly that this preponderance decreases with age (the 
indices for Groups I through IV, respectively, are 0.17, 0.41, 0.29, 0.37). The 
apparent reversal in trend, shown by Group II, is caused by the behavior of one 
highly precocious girl who is responsible for an extraordinarily high percentage of 
all types of integrative acts within her kevutza. In the subclass of “Aid, share, and 
affection,” for example, she alone is responsible for one-third of the acts. If this 
clearly atypical child were to be removed from the sample, the total number 
of integrative acts in Group II would sharply decline, becoming slightly less than 
that of Group III. 

These differences are significant at the .001 level (x^ = 14.42 d.f. = 1.). 
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that the children acquire stronger integrative motives as they 
grow olderd^ 

SOCIALIZATION 

Incidence. Since a primary socialization goal of the kibbutz is 
the raising of individuals motivated to perform integrative rather 
than disintegrative acts, it is important to learn what techniques 
are employed to reinforce the former and to extinguish the latter. 

The first and most significant fact about the socialization of 
these young children is that the vast majority of responses — both 
integrative and disintegrative — are unsocialized. So few inte- 
grative acts, for example, were observed to be socialized that no 
table of socialization techniques for them could be constructed. 
Although a sufficient number of disintegrative acts were socialized 
to permit the construction of such a table, the greatest number of 
disintegrative acts socialized by the nurse — the most important 
socializing agent — in any one group is only one-fourth of the 
total number of disintegrative acts. To phrase it more concretely, 
in Groups I through IV, the nurses socialize only 26, 24, 13, and 
13 per cent, respectively, of all disintegrative responses for each 

According to their teachers there seems to be a marked decrease in eonflict 
in the Kindergarten and Transitional Class, while aggression eontinues unabated. 
Aggression, it is true, had begun to diminish somewhat in the Transitional Class at 
the time of this study, but it had until then been a serious problem. Any frustration 
at the hands of another ehild had led to attacks and beatings. There were, 
moreover, frequent attaeks by the entire group against any one child whom 
they happened to dislike or whom they pereeived as a frustrater. At the time 
of this study their teacher felt that there had been one recent and important 
change in their aggressive behavior — the object of their aggression had become 
restrieted to those individuals who disturbed their activities or who interfered with 
them. On the other hand, they were still prone to take advantage of smaller and 
weaker children, particularly if the latter were strangers who, presumably, could 
be attacked with impunity. When, for example, a slightly younger group from a 
neighboring kibbutz visited them, the children in the Transitional Class beeame 
almost savage in their aggressive behavior — beating their guests, biting them, 
pulling their hair, stimulating chickens to attaek them. This behavior occurred in 
the absence of the teacher. When she learned of their behavior, she compelled 
them to go to the neighboring kibbutz and apologize to their former guests. The 
children not only apologized, but they voluntarily invited their neighbors to visit 
them again the following week. While they did not renew their physical attacks 
during this second visit, they still continued to call their guests by opprobrious 
terms. 

There are still other instances of organized aggression in this class. When 
the children were kept awake by the frequent nocturnal crying of one child, for 
example, they warned her that they would “beat her up” the next morning if her 
crying continued. When she again cried the following night, they kept their word 
and the following morning attacked her as a group. These ehildren, moreover, 
not only attack their peers but — unlike the younger ehildren — they are not 
reluctant to attack their teacher should she frustrate them. 
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group. These percentages reveal not only infrequency, but also a 
progressive diminution in the incidence of socialization — the 
younger children are more often socialized than are the older ones 
in the sample. 

Both these latter conclusions must be qualified, however, by 
observing that, although the nurse is the most important socializer, 
she is not the sole socializing agent. Other individuals also exercise 
socialization functions among these children, and their responses 
serve to increase the number of acts — primarily disintegrative — 
that are socialized. Specifically, these others include peers, older 
children, siblings, parents, and other adult members of the 
kibbutz.^® 

In two groups peers assume socialization functions and, in the 

oldest group, their role is almost as important as that of the nurse. 

Moreover, parents, older siblings, and older children play socializa- 

tion roles when they visit the children, as do any adult members 

of the kibbutz who, when passing a nursery, observe a child in 

some (generally) disintegrative act. The percentage of disintegra- 

tive acts socialized by these latter individuals, however, is small, 
varying from 2 to 5 per cent. Hence, if the acts of all socializers are 

included, the percentage of acts socialized is raised slightly, but 

“It has been noted that my wife (A.G.S.) too, played a soeializing role 
in two of the groups, and particularly in the youngest group. Indeed, her inter- 
ference in the activities of the latter group was of such a magnitude that she 
played as important a role in the socialization of disintegration as did the nurse 
— the nurse socialized 26 per cent of all disintegrative acts, but my wife 
socialized 27 per cent. Thus, during the period in which this group was observed, 
53 per cent of its disintegrative acts were socialized. 

But this raises the important question of what percentage, if any, of the acts 
socialized by the anthropologist would have been socialized by the nurse had 
the former been absent? Can her relatively minor role be attributed to the fact 
that she was relying upon the anthropologist to assume part of her responsibilities? 
Or are we to assume that in the absence of the anthropologist these acts would 
have gone unsocialized? Unfortunately, it is all but impossible to answer this 
question, but we can hazard a guess. Since the other groups, in which the an- 
thropologist played either a minor role (in Group II he is responsible for only 
3 per cent of the acts) or no role at all (Groups III and IV), reveal an even 
smaller incidence of socialization, it might be assumed, on the one hand, that 
the nurse’s behavior in Group I would have been little changed by the absence 
of the anthropologist. On the other hand, since this nurse did attempt to socialize 
more frequently than the nurses in the older groups, it might be assumed that in 
the absence of the anthropologist she would have attempted to socialize at least 
some of those acts socialized by the latter. Balancing the two conflicting assump- 
tions, we may hazard that, in the absence of the anthropologist, the nurse in this 
youngest group would have socialized a few more disintegrative acts than she 
actually did (26 per cent), perhaps as many as one-third the total number of 
disintegrative acts. Such a guess implies, of course, that the progressive diminution 
of the nurse’s interference in acts of disintegration is even greater than was first 
observed to be the case. 
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in none of the groups does it constitute more than one-third the 
total number of disintegrative acts. Since the vast majority of 
these acts remain unsocialized, their persistence is not surprising 
— they are reinforced (by success) in a preponderant number of 
instances. 

The nurse as socializer. The infrequency with which the nurse 
socializes the children’s disintegrative behavior is attributable 
primarily to her absence when it occurs. Most disintegrative acts 
take place, it will be recalled, during the so-called free-play period. 
Depending on their ages, anywhere from six to seventeen children 
may be playing in a dwelling, and, moreover, they may be scat- 
tered among the several rooms. Since there are never more than 
two nurses working at the same time (in the youngest group, only 
one nurse), they obviously cannot be with all the children at 
once. Furthermore, if the children are playing outside, the nurse 
or nurses are generally in the house, performing the many neces- 
sary household tasks. Thus, they do not observe much of the 
behavior for whose socialization they are responsible. 

This absence of the nurse not only creates a socialization 
vacuum, but it occasionally leads to incidents of real injustice on 
her part, as in the following example from Group II. 

Rafel sees Chaim with the rope and begins to cry. He runs to 
Chaim, who just looks at him. Rafel snatches the rope, and Chaim pulls 
his hair. Sara, who is standing there, pulls Chaim’s hair . . . (The 
nurse comes outside and) calls her, ‘"Sara!” 

Thus the child who is attempting to punish for aggression 
(albeit in an unacceptable manner) is the only child reprimanded 
because she is the only one observed by the nurse. The following 
excerpt also reveals how the nurse’s failure to observe a situation 
may lead her to place a false construction on the event. Two-year- 
old Rachel is standing in the sandbox with several other chil- 
dren . . . 

She trips over the side of the sandbox and cries. Iris says, “Oy.” 
Nurse comes outside, picks up Rachel, and asks, “Who did it? . . . You 
shouldn’t do that, children. Stop it.” 

Although most of the unsocialized acts are attributable to the 
nurse’s absence, a small number are deliberately left unsocialized, 
for not all acts of aggression are prohibited by the nurse and some 
are even sanctioned. Retaliation, for example, is never prohibited 
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— indeed, it is sometimes praised. If one child hits another and the 
victim hits him back with sufficient force to evoke a cry, the nurse 
almost invariably points out that the former deserves it, for he 
initiated the aggression. This not only means that the aggression 
of the victim is sanctioned, but that the aggression of the initiator 
is being punished, albeit by a peer. 

The sanctioning of aggression in self-defense is an important 
aspect of its socialization in the kibbutz, and this is the beginning 
of its cultural canalization. A nursery teacher, when asked about 
this, said that she has always encouraged the children to hit back 
when they are hit; for although they are trying to raise the chil- 
dren to live in a cooperative society, '‘We are not raising Christ- 
like personalities who will always lower their heads.” 

If a child is usually passive in his reaction to aggression, the 
nurse is particularly pleased when he defends himself or retaliates, 
and she manifests her pleasure with praise. Ron was never known 
to retaliate, and the first day that he did — much to everyone else’s 
surprise — the nurse praised him highly for defending himself, 
told him how well he had done, and pointed out to the others 
that "Ron has strong muscles.” Now that they are physical peers, 
she went on to say, he and Amir, the aggressor, can be good 
friends. 

Table 9. Nurse’s techniques for socialization of 

disintegrative acts by percentages. 

Group I Group II Group III Group IV Total 

Technique (S acts = 21)(2 = 57) (2 = 23) (2 = 26) (2 = 127) 

Neutral 100 89 60 54 79 

Statement or demon- 

stration of proper be- 
havior and/or of dis- 

approval 10 42 30 23 31 

Order to desist 29 28 17 12 23 

Separation 52 5 4 11 14 

Order to apologize 0 5 9 4 5 

Other 9 9 0 4 6 

Punishing 0 9 31 46 19 

Physical punishment 0 0 9 4 2 

Withdrawal of privilege 0 4 9 38 11 

Shame 0 5 13 4 6 

Rewarding 0 2 9 0 2 

Praise for control 0 2 9 0 2 

Testing for differences among the three techniques of socialization yields: 

x" = 8.30 d.f. =2 P = <.02 
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Various techniques of socialization are employed by the nurses, 
as Table 9 reveals. Before discussing them it should be noted 
that this table shows that, despite the discrepancy in the absolute 
frequencies with which any technique is employed, there is a 
high consistency in the rank order of the various techniques. Thus, 
with one exception (“Withdrawal of privilege”) all groups share 
the three most frequent techniques although their rank order may 
be inverted; and analysis reveals that the exception is a function, 
not of differences among the nurses, but of the ages of the children 
being socialized. “Withdrawal of privilege” shows a progressive 
increase in frequency from the youngest to the oldest group. 

The classification of the individual techniques of socialization 
was arrived at inductively, and examples of each will be given in 
the text. The first technique in Table 9, Statement or demonstra- 
tion of proper behavior and/or of disapproval, is not merely a 
prolix synonym for “reprimand.” Unlike the latter term, the former 
implies neither personal criticism nor scolding. To the extent that 
it includes a statement rather than a demonstration, it is more 
“that is not nice” {ze lo yafe), than “you are not nice.” Included 
in this category are varying types of acts, however, ranging from 
implicit to explicit disapproval, from verbal statements to the 
physical act of removing the weapon of aggression. Examples of 
this technique, which ranks first in frequency in two of the four 
groups (Groups II & III) and never below third, are quoted 
below. 

Omri (Group II) pushes Rafel, and the nurse says, “Rafel didn’t 
do anything.” 

Shula (Group III) knocks over a tower built by Amnon, and 
the nurse says to her, "It is not nice to break nice things.” 

Pnina (Group III) hits me (M.E.S.), and the nurse says, "Pnina, 
is that the way we receive visitors?” 

Yosi (Group IV) asks Tsvi for a pail with which to bring water, 
but Tsvi will not give it to him. The nurse takes the pail from Tsvi and 
gives it to Yosi. 

Naama (Group IV) takes a doll from Ghana. The latter cries, and 
the nurse gives her another doll. 

A second and frequent technique is to order a child to stop his 
aggressive or conflicting activity. Sometimes the order is categori- 
cal; sometimes it is stated explicitly as the desire of the nurse, 
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Shula (Group III) hits Amnon over the head with a stick. The 
nurse says sharply, “1 don’t want you to do that again.” 

Amos (Group IV) attempts to throw stones at Avner. The nurse 
tells him to drop the stones. 

Separation of the aggressor or conflietor from his victim is the 
most frequently employed technique in the youngest group and 
ranks third in the other three groups, but with a considerably 
diminished frequency. In the three older groups it takes the 
simple form of telling the child to go to another part of the room 
or yard, or of stepping between the children and separating them 
from each other. In this form it is highly similar to an order to 
desist and could have logically been included in that category. In 
the youngest group, however, in which the technique is most 
frequently used, its meaning for the child may often be somewhat 
different. For in this group a mere verbal command on the part of 
the nurse is rarely effective; and physical separation is effective 
only momentarily, after which the aggressor reverts to his original 
activity. In order to preclude this eventuality the nurse must fre- 
quently isolate the child by putting him in a crib or placing him 
in another room. Her intent is nonpunitive: she wishes only to 
separate the two children. It is possible, however, that the child 
interprets it as punitive action. 

An infrequent technique of socialization in all groups is one 
in which the aggressor or conffictor is asked to apologize to his 
victim. In employing this technique the nurse indicates her disap- 
proval of the activity and, at the same time, insists on symbolic 
restitution. The following three examples are taken from Groups 
II, III, and IV, respectively. 

Iris hits Sara. Nurse tells Iris to “make good to Sara.” Iris pats 
Sara’s head. Nurse says, “Kiss her too.” Iris goes to Sara and Sara kisses 
her on the mouth. Both look pleased. 

Micah bites Miri. Nurse tells him to say, “Forgive me”; and to 
promise that he will not do it again. 

Ruthi hits Naomi with a strap. Nurse stops her and tells her to 
say, “Forgive me” to Naomi. 

All the techniques discussed above may be considered as non- 
punitive interference. That is, the nurse’s chief concern is to end 
the aggression or conflict rather than to punish the aggressor. 
Hence, affectively viewed (with the possible exception of Separa- 
tion in Group I), these techniques may be classed as neutral on a 
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reward-punishment continuum. For the entire sample these neu- 
tral techniques comprise 79 per cent of the total, but, as Table 9 
indicates, they show a progressive decrease in frequency from the 
youngest (100 per cent) to the oldest group (54 per cent). 

Punishing techniques of socialization therefore comprise only 
a small percentage of the entire sample, 19 per cent.^^ There is, 
however, a progressive increase in the use of punishment as a 
technique for extinguishing disintegrative acts as a direct function 
of the decrease in neutral techniques. That punishment constitutes 
only an insignificant percentage of the nurses’ socialization tech- 

niques among the younger children is understandable. The phi- 
losophy of collective education is opposed to punishment in gen- 
eral and to physical punishment in particular, because of possible 
emotional maladjustment for the child. There is also a strong feel- 
ing that young children are not responsible for their behavior and 
that they especially should not be punished. In the course of their 
training nurses are taught to eschew physical punishment, and no 
nurse in the kibbutz was ever observed to spank, hit, or slap a 
child. 

We may now examine the punitive techniques found in Table 
9. Physical punishment, which is rare, does not refer to spanking. 
This category refers, rather, to those instances in which the nurse 
attempts to make the child aware of the painful consequences of 
his behavior by aggressing against him in the same manner in 
which he had aggressed against his victim. As the following ex- 
amples reveal, this may take the form of either actual or threat- 
ened punishment. 

Pnina (Group III) pinches Miri. The nurse pinehes Pnina. Nurse 
asks Pnina if it hurts, and she says yes. “Then don’t pineh her” says 
the nurse. 

Dan (Group IV) hits Amos, knocks him over, and jumps on him. 
Nurse says, “If you do that again. I’ll hit you like you hit Amos.” 

A second technique of punishment, rare in all groups except 
Group IV (in which it is the most frequently employed of all 
techniques), consists in either actual or threatened withdrawal of 
privilege. In almost all instances of actual withdrawal or depriva- 
tion the punishment is not imposed until the nurse has asked the 
child to desist or has warned him of the consequences of his 

We shall observe in Chapter 16, however, that even the neutral techniques 
may be perceived by the children as punitive (shaming) insofar as they all occur 
in the presence of peers. 
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behavior. In the following typieal examples it will be noted that 
in almost all eases the deprivation eonsists in removal from the 
group, whieh even at this age is viewed by the child as a serious 
punishment. It will be observed, further, that in some instances 
the threatened deprivation consists of a predicted retaliation by 
the child’s peers rather than of a withdrawal of privilege by the 
nurse. 

Shula (Group III) persistently attempts to break up the elay model 
molded by Varda by hitting it with a string of beads. Nurse eomes in 
and asks, “Why do you want to do that?,” and threatens to take her 
heads away. Shula persists, and the nurse takes away her beads, 
saying that she eannot work with them any more. Shula falls to the 
ground, screaming, and the nurse lifts her onto the rug and says, “Cry 
all you want, and when you’re done with your crying, you can come 
back.” 

Amir (Group III) wipes paint on Miri. Nurse says, “If Amir can’t 
work properly, he must leave.” He cries, and she says, “If you think 
you can work properly, you may stay.” 

Amos (Group IV) hits Yael with a branch as she plays in the 
sandbox. Nurse tells him, “Go upstairs and stay in bed, because you 
don’t know how to play with the children.” 

Moshe (Group IV) takes two apples (instead of one) from the 
^bowl. Nurse tells him to return it. He is reluctant, and she says, 
“Tomorrow someone will take your apple, just as today you took 
someone else’s.” 

A final punitive technique. Shaming, is also infrequently em- 
ployed, except in Group HI. The following examples reveal that 
there is no uniform shaming response. 

(I arrive in Group H and sit on the step outside) . . . Iris, 
Avner, and Omri immediately run, gather round me . . . handle my 
pencil, notebook, etc. Omri and Iris push each other to see, and Omri 
falls backward down the steps. Iris cries. Both cry. Nurse comes out 
of the house — tells Iris to stop, tells her that she is spoiled. 

Micah (Group HI) destroys the building blocks of Amnon. Nurse 
sees what happened, and says, “Micah is not well today.” He yells that 
he is well, but she says, no, he is not. 

Miri (Group HI) persists in taking the nurse’s notebook despite 
many warnings not to do so. Nurse says with disdain, “Why do other 
children leave the notebook alone, and only you have to take it?” 

Avner (Group IV) bites Boaz. Nurse says, “Only dogs bite.” 
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The use of reward in the socialization of disintegration acts is 
extremely rare and consists of praise for the control of aggression. 
An unusually aggressive child may, for example, be rewarded with 

praise if he abstains from aggression for some time. Or, the nurse 
may praise a child when he accedes to her request to desist from 
aggressing. 

Amos (Group III) bumps his tricycle into Rachel’s tricycle. She in 
turn bumps hers into his, and he falls and cries. The nurse tells them 
that each should travel to another place, and that “I don’t want to hear 
any more noise. It is not at all nice to make noise.” They do what she 
says, and she praises them, “That’s nice.” 

The children in Group III are playing. For some time there has 
been no act of conflict or aggression. The nurse calls out to Eldad, 
“Why have you been such a good boy today? You didn’t beat even 
one child today. I like that. That’s good.” 

In conclusion. Table 9 reveals that, although punitive tech- 
niques are employed infrequently, they are used much more fre- 
quently than are rewarding techniques. Thus the ratio of reward 
to punishment is heavily weighted on the punishment side, par- 
ticularly among the older children in the sample. This same un- 
balanced picture emerges when the responses of the nurses to 
integrative acts are examined. Such an examination reveals that, 
with very few exceptions, almost all socialization responses of the 
nurses are to disintegrative rather than to integrative acts. In 
Group IV, for example, the nurse socialized more than 50 per cent 
of the acts in which children refused to share, but only 5 per cent 
of those in which the children agreed to share. Indeed, as we 
noted, there are so few socialization responses in the sample to 
integrative acts that they are not amenable to quantitative analy- 
sis. In Group II, for example, only 4 of the 160 acts of integration 
are socialized (praised) by the nurses. Hence the socialization 
ratio is highly unbalanced in the direction of disintegration. 

The infrequency with which integrative acts are socialized 
may be attributed not only to the relative infrequency with which 
they occur, but also to the absence of the nurse when they do 
occur. The few responses that appear in the sample all involve 
public praise. 

The children in Group II are playing in the sandbox . . . (Yaakov 
and Boaz both begin to cry) . . . The nurse comes outside and asks 
what the problem is. Yaakov is holding two cans in his hand, but Boaz 
has none. Nurse asks Yaakov to give one can to Boaz. Yaakov debates 
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with himself a moment, then gives one can to Boaz. The nurse praises 
him: “That’s fine. Children, do you all see what a wonderful boy 
Yaakov is?” 

The infrequency with which integration is socialized is quali- 
fied, however, by a number of other considerations. First, in almost 
all those cases of conflict or of refusal to share that are socialized 
the technique employed by the nurse is that of ‘'statement or 
demonstration of proper behavior.” Hence, when a child refuses 
to share with another, the nurse responds by telling him that he 
ought to share or by dividing the object under question between 
them. 

Second, although there are very few instances in which the 
nurse reinforces an act of sharing, many situations arise in the 
context of the daily routine which enable the nurse to stress the 
value of sharing or the subordination of personal desire to the 
desire of others. Since this method of instruction is verbal, it is 
found almost exclusively in the two older groups, whose verbal 
achievement is high. In the following typical examples, the first 
two are from Group III, the last two from Group IV. 

Pnina sees the moon through the window, and says, “Look at the 
big moon in my sky.” The nurse corrects her, “In our sky.” 

The nurse dries Micah after his shower, and asks him where he had 
been in the afternoon. He says that he had been in the vineyards with 
his mother. She asks if he had eaten grapes, and he says, yes. She 
asks why he had not brought some grapes for all the children, and 
tells him to tell his mother that the next time they go to the vineyard 
they must bring grapes for all the children. 

Amos begins to cry because the children ask the nurse to sing them 
another song before they go to bed, and she has consented, although 
Amos objects. The nurse tells him (with the others listening), “I cannot 
do what only one child wants, but what the group wants.” (She then 
explains the process of group-decision to him.) 

The children decide to play a certain game, but Yuval wants to play 
another. He is adamant. The nurse says, “You do not know how to play 
with the children, so you can go play by yourself.” 

Third, the children not only hear their nurse stress the im- 
portance of sharing, but they witness sharing behavior on the part 
of the nurse throughout the day. The nurse brings goodies to the 
house and distributes them among all the children; she prepares 
an afternoon snack and calls all the children to share it; the chil- 
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dren go for a hike and meet another kevutza whose nurse had 
brought carrots for them to eat. Seeing the other kevutza, she 
divides the carrots in half so that they may all have one.^^ 

But it is not only the nurse who inculcates, by both word and 
deed, the importance of sharing. The child is raised and lives in 
a cooperative system whose very structure constantly informs him, 
as it were, of the necessity and desirability — nay, inevitability 
and naturalness — of sharing. From the earliest age the children 
perceive that almost everything they have, from their toys and 
clothes to their nurse, is not their own, but belongs to all the 
children. 

It is therefore not accurate to say that sharing (or kindness, or 
thoughtfulness, and so on) is not socialized in the kibbutz, but, 
rather, that the sharing response is rarely reinforced. To the extent 
that this response is learned by the children, therefore, it is ac- 
quired primarily through cognitive and perceptual learning. 

What is the role of the nurse in the socialization of integrative 
and disintegrative acts? First, the great majority of acts, whether 

integrative or disintegrative in nature, remain unsocialized. Sec- 
ond, of the techniques employed in the socialization of disinte- 
grative acts, the majority are neutral in that they involve neither 
reward nor punishment; but of those techniques that involve 
reinforcement, the vast majority consist of negative rather than 
positive reinforcement. Thirdly, there is little reinforcement of 
integrative acts, so that the acquisition of integrative responses is 
a function primarily of perceptual and cognitive learning. 

Peers and parents as socializers. The role of child socializers 
varies from group to group. Although children almost never 
socialize in Groups I and III, they frequently do so in Groups II 
and IV. Since the prevalence of peer socialization in Group II 
is primarily a function of one precocious child, and since peer 
socialization does not appear in Group III (the next-oldest group), 
it may be assumed that the prevalence of peer socialization in 
Group II is an atypical phenomenon and does not indicate that 
peer socialization begins at this age. We conclude, therefore, that 
peer socialization really begins in Group IV where, in our sample, 
peers socialize each other 18 times (as compared with the 26 

The most unusual example of sharing, from an American point of view, is 
that of a birthday celebration. After the usual games and goodies, the birthday 
presents are all displayed. But these presents, which are brought by the parents 
of the child whose birthday is being celebrated, are not for the celebrant. They are 
distributed equally among all the members of the kevutza including, of course, the 
child whose birthday it is. 
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socialization acts of the nurse). But only five of the seventeen 
children in this oldest group functioned as socializers, and all 
five are among the oldest children in the group. We may therefore 
suggest that peer socialization appears in the kibbutz at the 
approximate age of five years, and that at this age, moreover, the 
role of children as socializers becomes almost as important as that 
of the nurse. 

In Group IV, the child who socializes most frequently is the 
oldest male.^^ That this one child, Gidon, looms so importantly in 
his group is no accident. In every kevutza, there is often one 
child whom the nurses call the melech or king. He is the leader 
in most activities, and it is to him that the others look for 
guidance and protection. Gidon is the melech in his kevutza. He is 
the strongest child in the group, and is viewed as a protector 
of the weak (although at times he attacks the weak himself). It 
will be remembered, for example, that one of the responses to 
aggression in this group is to call upon a peer for help. That peer 
was invariably Gidon. He did not always respond to this plea 
because he was not always present. But if he were available when 
help was asked, he would consistently assist the underdog, even if 
the aggressor were a special friend of his. At least once, on the 
other hand, he praised the aggressor — although the victim was 
his friend — because the former was usually a coward. Hence, 
the kibbutz morality concerning aggression has already been 
learned by this five-year-old boy. 

All the socialization techniques employed by nurses — physical 
punishment, withdrawal of privilege, order to desist, and shame 
— are employed by the children as well (although they also utilize 
some techniques that the nurses do not). The frequency with 
which these common techniques are utilized by children and 
nurses differs, however. Nurses, for example, rarely employ physi- 
cal punishment of any kind, but this is the most frequent socializa- 
tion technique of the children (seven of the eighteen acts of 
child socialization involve physical punishment). Thus, peer 
socialization is primarily punitive, while that of the nurse is 
primarily neutral. 

We may now examine these techniques of the child socializers 
in greater detail. Physical punishment, as the following examples 
reveal, may involve either actual or threatened punishment. 

Esther takes a chair from Tamar, who tells Gidon. He hits Esther. 

^®It is interesting to observe that the precocious child who assumes such a 
paramount socialization role in Group II is this boy’s sister. 
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Moshe twists Ron’s leg. Ron cries, and shouts for Gidon. Gidon 

comes to his help and hits Moshe. As Gidon starts to walk away, Moshe 
hits Ron again. Gidon sees this and hits Moshe, who falls to the ground 
crying. 

Pua attempts to hit Naama with a chair. Shaul says that he’ll hit 
Pua if she continues. 

Withdrawal of a privilege, or deprivation (usually in the form 
of ostraeism), is employed by the ehildren almost as frequently 
as physical punishment. 

(Moshe and Tsvi both claim to be the “driver” of the “auto,” and 
Tsvi chases Moshe out of the yard. Later) . . . Tsvi goes to play with 
Ghana and Elat. Ghana says, “Tsvi, you can’t play with us because you 
chased Moshe away.” Tsvi says, “Do you know why? Only because 
he wanted to be the driver.” Ghana replies, “But he had the auto first, 
and you should not have taken it.” 

Children occasionally attempt to socialize by merely telling the 
aggressor or conflictor to desist. If Gidon, the 'Ting” in Group IV, 
is the socializer, his command is invariably obeyed. If, however, 
another child is the socializer, a mere command may not be 
effective, in which case the would-be socializer must either retreat 
from the scene or use physical means to enforce his will. 

The final socialization technique employed by the children 
in Group IV is shame, and consists in calling the aggressor by 
some epithet. When, for example, some girls slammed a door in 
the face of the observer, Boaz told them, "You are bad girls.” 
When Chaim bit Amir, the other children decided to call him, 
ha-yeled ha-nashchon — the boy who bites. 

The role of parents in the socialization of integrative and 
disintegrative acts was, for the most part, not observed directly. 
Instances of parental socialization, to be sure, were observed in 
the children’s houses, in parental rooms, and in public places. But 
these observations were not based on systematic observation 
procedures, as were those of nurses and peers. Instead of describ- 
ing observed behavior, therefore, we shall rather present the 
parental attitudes as they were expressed in the Questionnaire. It 
might be noted, however, that that parental socialization which 
was observed emphasized almost exclusively statements of dis- 
approval and/or of proper behavior, which is entirely consistent 
with parental responses to the Questionnaire. It might also be 
noted, as a general impression, that when a parent visits his 
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child in the kevutza, he is more likely to socialize the other chil- 
dren who engage in disintegrative behavior than he is his own 
child. Parents, it would seem, tend not to perceive — or perhaps 
tend to justify — disintegrative behavior in their own children 
when it occurs in their presence. 

That parents are concerned with both the integrative and 
disintegrative behavior of their children is, however, clearly 
revealed in the Questionnaire (see Chapter 4). Generosity and 
cooperation, for example, are the behaviors for which they say 
they most frequently reward their children, while selfishness and 
failure to cooperate are, respectively, first and third among the 
behaviors they most frequently punish. Surprisingly, however, 
aggression ranks only eighth among the ten responses for which 
they punish. 

Although the Questionnaire reveals that parents are highly 
concerned with integrative and disintegrative behavior, it also 
indicates that they infrequently punish their children for the 
latter type of behavior. Of the sixteen respondents, only two say 
that they sometimes punish their children, eight say that they do 
so infrequently, four claim that they never punish, and two failed 
to answer the question. On those occasions when parents do 
punish their children, criticism, threatened withdrawal of privi- 
lege, and scolding (in that order) are the only socialization 
techniques regularly and uniformly employed by the respondents. 
On those occasions when parents socialize their children for 
integrative behavior, praise is the only frequent and uniform 
technique employed, although some parents say that they oc- 
casionally promise something as a reward. 



^ OTHER BEHAVIOR SYSTEMS AND 
CHAPTER V' THEIR SOCIALIZATION 

ORAL TRAINING AND BEHAVIOR 

Behavior. The children in these groups eat three meals a day: break- 
fast, which is served shortly after rising; dinner, which is served 
between eleven o’clock and noon; and supper, which is served 
around five o’clock. In addition, there are always a mid-morning 
snack of fresh fruit or vegetables and a mid-afternoon snack of 
fruit or bread and jam. There are, furthermore, a number of 
unscheduled snacks for appeasing between-meal hunger. Visitors, 
for example, frequently bring food — a mother or grandmother 
who works in the kitchen will arrive with carrots or tomatoes for 
all the children; a mother will come with two pieces of candy 
which she carefully divides among all the children. If a child 
is hungry and cries for food shortly before the regular dinner 
or supper hour, the nurse may fetch the food for all the children 
in order to appease the one child. Or, if a child is hungry in the 
middle of the afternoon, the nurse may search the house and 
discover one cookie left from the preceding day. Despite the 
fact, therefore, that food is stored and prepared in the communal 
kitchen and not in the kevutza, no child is actually forced to wait 
for a scheduled feeding to appease his hunger. 

Menus are in general the same for all groups of children, 
although the variety of food at each meal increases with age. 
The average breakfast consists of porridge, milk or cocoa, cottage 
cheese, and raw vegetables in season. The older children (Groups 
III and IV) may also have sour cream and/or herring. For dinner, 
the children have meat (generally meatballs) or fish, cooked 
vegetables, potatoes, soup (served after the meat course), and a 
simple dessert such as pudding. Supper consists of an egg, por- 
ridge or milk, fresh fruit, bread and butter, and cookies or a piece 
of cake. 

The children in Group I had not yet begun to sit at a table for 
their meals, nor had they begun to feed themselves, when they 
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were first observed. Rather, each child was fed by the nurse as 
he sat on her lap.^ During the course of observations, however, 
the children began to sit at a table, and, although the nurse 
continued to feed them, she encouraged them to feed themselves 
with their spoons and fingers. All the children in Group II were 
able to feed themselves, although the younger ones required 
frequent assistance. In general, therefore, it may be stated that 
the children feed themselves by the age of seventeen months. 

Tables, chairs, and eating utensils are all miniature in size, 
and the children are always seated in the same positions at the 
table for every meal.^ In Groups I and II, the nurses do not sit 
with the children at mealtime because the tables are too small 
(in length and width). This is a source of bitter complaint by 
the nurses, who insist that the children eat better (both in terms 
of quantity and etiquette) when they are able to join them at the 
table. (The carpenters had promised longer tables, but were al- 
ways “too busy” to fulfill their promise.) The nurses in Groups III 
and IV, however, do sit at the tables with the children, although 
they generally do not eat. Whether the nurses sit with the children 
or not, they are always in the room when the children eat, serving 
the food, feeding those who do not feed themselves, and perform- 
ing other socialization functions. 

In general, meals are occasions of great noise and confusion, 
and it is the rare meal that is eaten in peace and relaxation. This 
commotion is an indication of both pleasure and tension. At 
almost every meal, for example, there is much laughter, talking, 
and singing; there is also much whining, particularly in the 
younger groups. The nurses are usually permissive about this 
commotion and do not interfere unless the children violate one 
of their socialization goals. The following examples from Group 

^ This is in marked contrast to the oldest children in the Nursery, who were 
already learning to sit at a table and to acquire skills in self-feeding. The situation 
observed in Group I, we were informed, is neither normative nor typical for chil- 
dren of this age, and may be attributed to their atypical nurse, who, more than 
any other nurse in the system, deviated from the educational norms of the kibbutz. 
Other nurses expressed great concern about her deviance. 

^ This rigidity is primarily a function of the desire of the children rather than 
of any imposition by the nurse, and is part of the general pattern of compulsivity, 
which is found especially among the two- and three-year-olds in the sample, and 
which is expressed in an opposition to almost any change in their normal routine. 
When Omri, for example, sat in Avner’s chair at lunch, all the children became 
visibly angry and refused to eat until Omri sat in his “proper” place. When the 
nurse moved Avi’s bed into the playroom in order to isolate him from the children 
who were ill, he refused to sleep there. He cried and screamed, and finally fell 
asleep from exhaustion. When the nurse put Rail’s chamber pot on the floor for 
him to sit on, he began to cry — she had not put it in the usual place. When she 
ftsked him where he wanted it, he pointed to his “old” place on the floor. 
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II give some picture of the emotional climate that characterizes 
the average meal. 

The nurse calls the children to come and eat. All yell, “Food,” and 
run into the room . . . They are very excited and sit at the table 
immediately. Amir calls for his bib . . . The nurse brings the meat and 
potatoes. All yell, “Meatballs, meatballs,” and immediately begin to 
eat . . . David asks for soup, and the nurse tells him, “Not now — we 
first finish with this.” He begins to cry, and she asks him if he wants to 
eat. He says no, so the nurse says, “Alright, goodbye,” and lifts him 
out of his chair. David cries and cries. Nurse asks him if he wants to 
eat, and he says yes. She helps him to sit at the table, and he begins 
to eat quickly . . . Pua asks for more potatoes. Nurse says she has 
no more, then gives her some of Amir’s . . . Avner eats potatoes with 
his hands, smears them on his face and bib . . . Rafel is still eating 
his meat. Nurse tells him to finish and she will give him soup. She 
helps him eat his potatoes, shoveling spoonfuls down him quickly. 
Finally, he coughs, chokes a little — his mouth is stuffed full . . . 
Ghana has two spoons in her bowl and she eats with both. She pours 
soup from one spoon into the other, and most of it spills on the 
table . . . 

(The children have just sat down to breakfast) . . . Elat sings. 
All begin to jabber. Rafi yells. Elat claps her hands, and Sarah follows 
suit. Iris climbs under the table. All yell and laugh . . . 

The confusion and commotion that characterize meals in 
general is often intensified in Group I by the presence of parents, 
particularly at the evening meal. In the three older groups parents 
are not permitted to enter the house while the children are eating, 
and they either arrive after the meal or they wait outside for the 
children. In the youngest group, however, where children must 
still be helped to eat, parents are encouraged to feed their chil- 
dren. The following example gives some indication of what 
happens when parents are present, and four adults — not to men- 
tion an older sibling — attempt to feed five children. We observe 
the same commotion that characterizes feeding in the Nursery. 

Nurse seats all four children at the table . . . Esther gets up, 
walks around . . . Nurse feeds Gidon his puree; Nurse’s daughter 
feeds Eldad . . . Moshe cries when he is seated at the table, cries and 
cries . . . Nurse puts soup on the table. Moshe’s mother tries to feed 
some to him, but he cries . . . Nurse’s daughter feeds soup to Eldad; 
Nurse brings Esther back to table and feeds her and Ofer . . . Moshe 
is still whining, so his mother puts him into bed. He cries . . . Ofer 
grabs a spoon and puts it in a cup of puree. The nurse helps him 
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guide the spoon, and he eats some . . . Eldad takes a spoon, dips it 
into Moshe’s puree, splashes the spoon in the air. Moshe’s mother 
removes the cup . . . Nurse puts a spoonful of soup to Esther’s mouth; 
Ofer (seated next to Esther) leans over and sucks from the spoon. Both 
children are eating from the same spoon at once. Every time nurse 
offers soup to Esther, Ofer leans over and sucks too . . . Miri’s 
mother returns to the house with her . . . Moshe’s mother is holding 
him; he is quiet. His sister kisses his foot, tries to kiss it again, but 
he cries. Miri sits at the table, and her mother holds the cup for her. 
She doesn’t want it — turns her head away. Esther eats. Ofer bangs a 
spoon on the table . . . 

In view of the fact that the nurses seldom have difficulty in 
persuading the children, even those who are not hungry, to come 
to the table, it may be assumed that the children enjoy their 
meals. But the atmosphere of the eating situation is hardly a 
relaxing one. 

Most children are hungry at mealtime and require little urging 
from the nurses to eat. There are some exceptions in Groups III 
and IV, but not, interestingly enough, in Groups I and II. In 
the latter groups every child occasionally refuses to eat, but there 
are no children who consistently refuse to do so. In the former 
groups, however, there are a few children who consistently leave 
most of their food or eat only after repeated urgings from their 
nurses. According to the nursery teacher in Group III, all the 
children in her kevutza were feeding problems from an early age 
— at least three children began to refuse food while still in the 
Nursery. Although they were, as she put it, difficult eaters when 
she first became their nurse (one year prior to our observations), 
she feels that they are no longer problems. That the other nurse 
in this kevutza does not entirely agree with the latter part of this 
statement is indicated by her persistent urging of the children to 
eat, and by her frequent insistence upon feeding those children 
who are not always motivated to eat. 

Socialization. If the frequency of socialization acts is a fair 
measure of the concern that socializers have with respect to any 
particular behavior system, then the socialization of eating be- 
havior may be characterized as second in importance only to the 
socialization of disintegrative behavior.^ 

^ It is possible, however, that the frequency of socialization in this area is a 
function of the frequency of eating as well as of the presence of the nurses at 
these occasions. For, although the nurse is seldom with the children in other 
situations, she is always with them during their meals and has therefore a greater 
opportunity to intervene. 
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In general, food soeialization has five distinet goals, as revealed 
by our sample of soeialization aets. These include: eating, eating 
with etiquette, feeding oneself, sharing food, and eating with 
moderation. In Group I, the most important (most frequent) goal 
of the nurse is feeding oneself, followed by the goal of eating. 
In the three older groups, where this goal of independence has, 
for the most part, already been attained, the nurses are concerned 
almost exclusively with the two goals of eating and eating with 
etiquette. Of the 145 socialization acts in these older groups, for 
example, 46 per cent were concerned with encouraging a child 
to eat, and 48 per cent were concerned with encouraging a child 
to eat with etiquette. 

This concern of the nurses with eating — with the mere intake 
of food — is perhaps understandable with respect to those chil- 
dren who are feeding problems. But when we note that in all 

groups the nurses are frequently observed to tell all the children to 
eat, to assist them in eating, and, in some instances, to compel 
them to eat, one is forced to conclude that the concern with eating 
is not entirely motivated by reality factors. This becomes even 

more apparent when we recall that such expressions of concern 
violate the official educational attitude of complete permissiveness 
in regard to eating. 

The author suggests two possible reasons for this concern with 
food. One factor is the perpetuation of shtetl attitudes — for in the 
shtetls of Eastern Europe, from which many of the nurses came, 
food is a symbol of maternal love. As Zborowski and Herzog 
observe, . . (in the shtetl) . . . food is the symbol of the 
mother’s devotion . . . The rejection of food means rejection of 
the loved ones and of life itself. It is intolerable and excites acute 
anxiety.” ^ Like many shtetl patterns, this one may be very much 
alive in the kibbutz today, and the nurse’s concern that the chil- 
dren eat may reflect this continuity. 

There may be an additional factor in her concern. Often when 
a nurse tells a child to eat or to eat nicely, it is the writer’s im- 
pression that she is really urging him to hurry up. The nurse 
cannot leave the kevutza to eat her own meal in the adult dining 
room until all the children have finished eating. Hence, she is 
often impatient with the dawdling of the children and encourages 
them to eat. This impatience cannot be the sole reason for her 
persistent encouragements, however, for if she were concerned 
only with appeasing her own hunger, she could remove the plate 
of a dawdling child. But she does not do this, and her consequent 

* Zborowski and Herzog, Life Is with People, p. 303. 
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urging or even compelling a child to eat lends greater credence to 
the first hypothesis. 

The frequency with which eating with etiquette is a socializa- 
tion goal does not mean that the nurses expect the children to use 
adult manners. But they do discourage a number of unmannerly 
responses such as spitting food, sitting on the table, retaining 
food in the mouth and playing with it instead of swallowing, 
taking food from another child’s plate, and smearing food. 

The socialization techniques employed by the nurse to achieve 
their goals are summarized in Table 10. One is immediately struck 
with the absence of consistency among the various nurses and of 
any trends as the children grow older. This lack of pattern 
strengthens our suggestion that food is an affectively focal value 
for the nurses, so that their own personal feelings, as well as 
official norms, govern their responses to the children’s eating. 

Table 10. Techniques of food socialization in percentages. 

Group I Group II Group III Group IV 

Technique (S acts = 18) (S = 94) (2 - : 22) (2 = 16) 

Neutral 100 75 46 73 

Command, prohibition, or 
forcing to eat 33 49 23 25 

Encouragement 

Statement of disapproval or 

44 9 14 38 

of natural consequence 6 11 5 6 

Competitive motivation 11 0 4 6 
Sharing 6 6 0 0 

Punishing 0 20 50 25 
Shaming 0 1 27 0 

Withdrawal of privilege 0 16 5 25 
Scolding 0 3 18 0 

Rewarding 0 5 4 0 
Praise 0 5 4 0 

Testing for differences among the three categories of socialization, yields: 

= 8.30 d.f. =2 P = <.02 

Neutral or nonpunitive techniques of socialization are the most 
frequently employed in three of the four groups. Ranking as 
either first or second in all groups is the use of some form of 
compulsion — ordering the child to eat, telling him to eat nicely 
or to desist from antisocial behavior, feeding him, and so on. The 
various kinds of acts included in this broad category are illustrated 
in the following examples, taken from Groups I-III, respectively. 
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When the nurse feeds Aryeh, he doesn’t want his puree, and 
sereams and screams. But she pours some into his mouth with a spoon 
— his mouth is open, so she just pours it down . . . Aryeh kicks and 
yells the entire time, and the nurse talks to him soothingly about the 
birds outside the window ... In this way, she manages to get almost 
the entire cupful down him. 

(Aliza is sitting at the table, dawdling) . . . She looks at me, says, 
"Enough” . . . The nurse says, "Aliza, with two hands and eat nicely.” 
Aliza begins to drink slowly — continues to dawdle. The nurse tells her 
that if she doesn’t want to eat, she doesn’t have to, but "It’s not good 
that you don’t eat nicely.” 

Shula sits with her back to the table. The nurse says, "Eat properly. 
Face the table.” 

A second neutral technique occurring with relative frequency 
is encouragement. In Group I encouragement is primarily of a 
physical nature. The nurse is most concerned with teaching the 
children to feed themselves and attempts to achieve this goal by 
placing solid food in their hands, giving them spoons and per- 
mitting them to splash and mess, and by guiding their hands from 
bowl to mouth. In the older groups, the encouragement assumes 
a verbal form, as the following examples indicate. 

The nurse (Group III) tells the children she is giving them soft- 
boiled eggs for dinner — "Just like the adults get.” 

Nurse (Group III) says to Micah, who has eaten all his food, "If 
you eat like that every day, you will grow, and your hair will grow, 
and you will have strong muscles.” 

Ruthi (Group IV) does not drink her milk. The nurse says, "I’ll 
count three, and see how much you can finish by then.” 

Competitive motivation is, of course, a type of encouragement 
and, properly, should be so classified. It, is classified separately, 
however, to indicate that nurses in this theoretically noncompeti- 
tive community employ competitive techniques; and it is to be 
presumed that the children acquire competitive motivations as 
a result. The first example below is taken from Group I, the 
second from Group III. 

The nurse picks up Tamar to feed her, puts her on her lap . . . 
Tamar screams as the nurse starts to feed her, so the nurse says all right 
and sets her on the floor . . . Amnon’s mother, who is feeding him, 
hands him to the nurse, who begins to feed him . . . Tamar then 
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really begins to cry and yell, tries to climb on the nurse’s lap. Every- 
body laughs, and the nurse returns Amnon to his mother. She picks up 
Tamar and feeds her. Tamar now eats quietly and well. 

The children have been sitting at the table for some time. The nurse 
says, ‘Tnina, Anat, and Shula will race to see who will finish first.” 

Another neutral technique is a statement of disapproval by 
the nurse, or a statement of the undesirable natural consequences 
that follow from a child’s behavior. In the former the nurse does 
not reprimand the child; she merely indicates that his behavior 
is improper. In the latter she does not punish him, but explains to 
him what sequence of events are set into motion by his behavior. 
Examples are given from Group III and Group IV. 

Mimi goes to the porch without drinking her cocoa, and the 
nurse says, “You have not finished your cocoa.” Mimi says, “I don’t 
want to.” Nurse says: “All right, but then, children, Mimi will be 
thirsty all day.” Mimi asks why, and the nurse replies, “Because if you 
don’t drink in the morning, you’re thirsty all day.” 

Roni sings while she eats. The nurse says, “Ronile, we sing after 
meals, not during meals.” 

A final neutral technique, employed only when a child asks 
for more food, is to ask some child to share with him. This is 
rare, as Table 10 indicates. 

We may turn now to the punitive techniques employed by the 
nurses. Although no such techniques occur in Group I, they are 
not infrequent in the three older groups, and they comprise the 
largest class of socialization techniques in Group III. Of the three 
punitive techniques employed, two — scolding and shaming — 
are found almost exclusively in Group III.^ The high frequency 
with which punitive techniques are employed in this latter 
group does not, obviously, derive from any kibbutz policy govern- 
ing socialization. It is, rather, a function of the personality of one 
nurse and of her attitude toward a small number of children whom 
she dislikes. Again we note that the personality of the nurse 
and her differential perception of the children may lead to a 
discrepancy between normative and actual behavior. The follow- 
ing examples of scolding and shaming are taken from her behavior. 

Pnina dawdles with her food, and the nurse says, “Pnina, do you 
want me to get angry? You know I can become very angry.” 

^ Eating is one of the very few activities that provokes scolding. 
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Ahuv takes food from Sarah’s plate. The nurse says, “Ahuv, you 
are like a dog. If you want food, take it from the center plate.” 

“Do you see how that girl drinks? She doesn’t know how to drink 
at all.” 

Pnina asks repeatedly for more custard, and the nurse says, “Oh, 
how that girl bores me.” 

A final punitive technique is that of deprivation or withdrawal 
of privilege — the privilege to be lost being that of eating or of 
remaining at the table. 

Yuval (Group IV) shouts for more honey. The nurse tells him, “I 
will not give any honey to a boy who shouts.” 

David (Group IV) is shouting. The nurse asks him to stop, then 
asks, “David, do you want me to take your plate away from you?” 

As with the socialization of interaction, we note that the use of 
rewarding techniques for eating is infrequent and that praise is 
the sole type of reward. Praise such as ''Very nice” {yafeh mod) 
is occasionally accorded a child who eats all his food or who eats 
in an unusually polite manner, or the nurse may praise all the 
children when they eat unusually well or quietly. Occasionally, 
the praise may be more personal: 

(Elat is eating — a rare occurrence) . . . The nurse says, “Elat, to- 
day you are really sweet, and today it is pleasant for me.” 

In general, the nurses are permissive about eating, but their 
permissiveness is by no means synonymous with indifference. On 
the contrary, they are deeply concerned with encouraging the 
children to eat and to eat, moreover, with good manners. 

TOILET TRAINING AND BEHAVIOR 

Socialization. Toilet training is not begun in Kiryat Yedidim 
until the ages of fifteen to eighteen months. In Group I, there- 
fore, no child is trained; in Group II, toilet training has begun 
and, while some of the older children are frequently continent 
during the day, no child in the group is completely trained; in 
Groups III and IV, training has been completed, although some 
nocturnal incontinence persists. 

In the past (until approximately eight years prior to this 
study), toilet training was rigid and began at the age of eight 
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or ten months — that is, as soon as the baby was old enough to 
sit — and the children were forced to sit on chamber pots against 
their desires. Today, however, the entire process is gradual and 
permissive. In Group I, where formal training has not yet begun, 
the nurse occasionally encourages the older children in the group to 
sit on chamber pots. She shows the child the pot and suggests that 
he sit on it and make '‘pee-pee.” If the child whines or indicates 
his refusal in any way, the nurse removes the pot and comments 
that “It’s not necessary.” If a child does sit on the pot, he is 
free to get off when he wishes. The children in this group urinate 
and defecate on the floor, in bed, in their pants, and on the 
ground. Since they do not wear diapers, their incontinence only 
increases the burden of the nurse, but they were never observed 
to be reprimanded for their behavior. On only one occasion was 
the nurse observed to even suggest that the child should have used 
the chamber pot. 

In Group II, where training has begun in earnest, the chil- 
dren are placed on chamber pots as soon as they awaken in the 
morning or after a nap, after each meal, before their morning 
showers, and before they go to bed. Although they are not com- 
pelled to remain on the pots if they do not wish to, they are en- 
couraged to do so. “Amir, come back and make pee-pee,” says the 
nurse. Amir may come, but if he does not, the nurse does not 
force him. No nurse, moreover, was ever observed to scold a child 
for not sitting on the chamber pot or for wetting or soiling during 
the training period. On the contrary, nurses were occasionally 
observed to put a child to bed without putting him on the pot, 
because he was too tired. 

Within this generally permissive atmosphere, the nurse is still 
able to convey her attitudes about excretory behavior to the 
children in a number of ways. The children are not only placed 
on pots at regular and frequent intervals, but they are often told 
to remain on the pot or to return to it after they have left it. 
Moreover, if a nurse thinks that a child is about to excrete, she 
will ask him if he wants to sit on the pot and will encourage him 
to do so; but she will not force him if he refuses. She will, further- 
more, always praise a child who excretes in the pot. The most 
frequent praise is the ever-heard “Yofi!” or “That’s wonderful 
— see what a big boy (girl) we have here!” Often, a child will 
bring the pot to the nurse to show her what he has accomplished, 
and always he will be praised. “You see,” comments the nurse, 
“he brings me a gift!” And finally, although she is nonpunitive in 
her training, she makes it quite clear that she disapproves of a 
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child’s excreting any place exeept on the pot. In general, she 
indicates this attitude by the favorite “fooia” when she sees a 
ehild urinating or defecating on the floor (although she is more 
likely to make this comment about faeces than urine). She also 
communieates this attitude when she ehanges a child’s soiled or 
wet pants by merely commenting that “Amir made pee-pee” 
or “Mirav made eh-eh,” the term (in Yiddish baby-talk) for 
faeces, and thus ealls his attention to this faet. But there is no 
instance of a nurse’s scolding or reprimanding a child for such 
behavior. Indeed, of all the soeialization techniques employed in 
Group II, 55 per cent were elassified as neutral or nonpunitive and 
consisted of merely telling a ehild to sit on or return to the pot, 
or of a statement of disapproval sueh as “fooia”; but 45 per eent 
were rewarding techniques, eonsisting primarily of praise. Thus, 
rewarding teehniques of socialization are considerably more fre- 
quent for toilet training than for any other behavior system, and 
punitive techniques are not employed at all. These techniques are 
summarized in Table II. 

Table 11. Socialization techniques for toilet 

training in percentages 

Technique 

Group II 
(S acts = 45) 

Neutral 55 

Order child to sit 35 

Statement of disapproval 16 

Other 4 

Rewarding 45 

Praise 27 

Acquiesce in child’s refusal 

(reward for not learning) 18 

Punishing 0 

At the .99 confidence level the upper 
confidence limit for “rewarding” techniques 

is 64.12. The finding — neutral techniques 

> rewarding techniques — is not signifi- 

cant. 

Since most of the children in Groups III and IV are continent, 
toilet training is not a crucial concern of the nurses. There are, 
nevertheless, instances in which the nurses intervene in the chil- 
dren’s excretory behavior — but in the same permissive manner 
that characterizes their behavior in the younger groups. They 
remind the children, for example, to go to the toilet (to which 
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these older children have graduated) before going to bed or 
after awakening. They do not punish a child for incontinence, and 
they disapprove if his peers tease or criticize him for such be- 
havior. When, for example, the nurse in Group IV entered the 
house one morning, 

Naama tells her, Wry eh made pee-pee in bed.” The nurse says, “It’s 
not so terrible to make pee-pee — it can happen to anyone.” 

In spite of this permissive attitude toward incontinence, how- 
ever, the nurses do attempt to extinguish it. At least four tech- 
niques are employed to do this, but they are used so infrequently 
that no generalizations may be drawn, except to note that none is 
punitive. One technique is to bring the matter to the attention of 
the child, thus reminding him that the nurse would prefer him 
to be continent. 

Amir (Group III) wets his pants. The nurse says, “How did that 
happen? Couldn’t you lower your pants?” 

The nurse (Group III) brings Dena’s wet sheets into the bathroom 
to dry. The other nurse says, “How come, Dena? Didn’t you go to the 
toilet last night?” 

Another technique, employed in Group IV, is to awaken chil- 
dren who are often incontinent at night and take them to the 
toilet. In one such case the nurse decided on this measure to save 
the child from constant teasing by her peers. In another case, the 
child himself asked the nurse to awaken him. Both children 
became continent shortly thereafter. 

Another device is to promise a reward for continence. Naomi, 
for example, was the only child in the group who wet her bed 
in the afternoon. The nurse promised to give her a new dress if she 
would stop, and within a short time she did. A final technique 
used by the nurses in these groups is to describe the objective, but 
undesirable, consequences of such behavior. The children, for 
example, prefer pajamas with sleeves to sleeveless ones. The nurse 
points out to the incontinent children that when they wet their 
pajamas, she will have no other pajamas with sleeves to give them. 

Nurses are not the only agents of socialization. As in other 
behavior systems, toilet behavior, too, is socialized by peers. In 
Group H, for example, if a child gets off the pot and wanders 
around, another child may say to him, “Amir, come back and make 
pee-pee.” A child defecates in his pants, and other children com- 
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ment, ‘'Mirav, eh-eh/’ Avner, sitting on the pot, urinates on the 
floor. Iris asks, “What are you doing, Avner? Not on your shoes. 
What are you making — pee-pee?” A boy defecates in the pot, 
and Iris says, “Rafi, lovely!” 

In Group III, too, the children are not only proud of their own 

continence, but of their peer’s continence as well. Their praise of 
a peer’s accomplishment mirrors the socialization techniques of 
the nurse. When Tsvi, who was sick in bed, defecated in the 
chamber pot. Ary eh ran to tell the nurse of this accomplishment. 
When the other children heard his report, they all ran to the bed- 
room to see for themselves, and Miri excitedly put her arms around 
Tsvi and kissed him. Again, while talking to Dena (a bed-wetter) 
one morning, Anat noticed that her bed was dry. She felt the 
sheets and said happily, “Dena, you did not wet your bed at all!” 

The children in Group IV, however, do not adopt the permis- 
sive attitudes of their nurses toward an incontinent child. On the 
contrary, they often poke fun at those children who wet their 
beds, and call them “kaker” and “pisher.” This sometimes evokes 
prolonged discussions among the children, as the following reveals. 

Nira asks Avner to climb up on her bed. Naama tells Nira not to 
let Avner on her bed, for he “made pee-pee” the night before. Avner 
says he wet his bed because the nurse had not put a chamber pot on 
the floor in his room. Nili says that is no excuse, for he could have gone 
to the toilet. Ghana says it was not his fault, but that he wet his bed 
because he had eaten candy the night before. 

Behavior. The children generally do not object to sitting on 
the chamber pots once toilet training has begun in earnest. This 
may well be due to the social nature of the training — for all the 
children are seated on the pots at the same time. They can, and 
do, convert this situation into a social event — talking and playing 
(as well as aggressing against each other).® This social nature of 
excretion is perpetuated even after training has been completed, 
for the children continue to go to the toilet in a group, rather 
than individually. In Group III, for example, there are three 
toilets, and all are generally used simultaneously. The laughter, 
singing, and talking that emanate from the bathroom indicate 
clearly that the children enjoy this situation, and they are reluctant 
to leave voluntarily. If the nurse did not intervene and order 
them out, they would, she claims, sit on the toilet “for hours.” 

® This group experience is deeply impressed on their memories; the older 
sabras refer to it when asked about their sexual feelings toward each other — 
“How can you have sexual feelings for girls whom you sat on the pot with?” 
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That the children are aware of the nurse’s desire to train them, 
in spite of her permissiveness, is indicated not only by their in- 
creasing continence, but by their use of the chamber pot as an 
attention-getting device. They quickly learn that as soon as they 
announce that they have to make '‘pee-pee” or “eh-eh” they 
can immediately gain the nurse’s attention and her praise. In 
Group II, for example,. 

Tamar says she has to make pee-pee. I (A.G.S.) take her into the 
house . . . but the nurse says, no, she doesn’t really have to make 
pee-pee. “Her parents are away, and she wants attention.” 

Ghana made pee-pee in the yard. The nurse dresses her, and, minutes 
later, Ghana says to me, “More pee-pee.” I (A.G.S.) undress her, she 
goes to the corner of the yard, does nothing. Nurse comments, “I 
thought so, she enjoys the game.” When Ghana came back, I dressed 
her, and it was obvious that she enjoyed this very much — prolonging 
it as long as possible. 

In Group III, where training has been completed, the children 
are proud of having achieved continence, and they too display 
a desire for praise. 

Mimi comes to tell the nurse that she has “made pee-pee,” and that 
she had first removed her pants. (She is carrying her pants.) 

Miri runs to me to tell me (M.E.S.) that she has “made eh-eh.” 

Pnina goes into the toilet and says to the nurse, “I’m going to 
make eh-eh.” 

Another factor encouraging continence in the children is the 
fact that they are permitted to use the device of sitting on the pot 
as an excuse for avoiding or postponing some other activity — 
going to bed, for example, or taking a shower. Although the 
nurse always recognizes the child’s motivation, she generally 
acquiesces in his desire and thus encourages him to repeat his 
behavior. 

It is interesting to note the change in the children’s attitudes 
toward excreta as their training continues. In Groups I and II 
the children were observed to play with and smear excreta in a 
matter-of-fact way, often making a gioup affair of such sport.^ 

^ It should be noted that the nurses disapprove of such behavior, and manifest 
their disapproval by immediately mopping up the excreta and referring to it as 
<<C • >> room. 
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If a child, for example, urinates on the floor, the others may 
all get down on the floor and drink the urine. In Group I, 

David urinates in the playpen ... He rolls his auto in it, sits, 
splashes puddle with his hand . . . puts his mouth to puddle, drinks 
a little. Crawls all through puddle, has it all over him — faee, arms, 
legs. Amir sits by the puddle (what remains of it) and splashes his 
hand in it. David eomes over, lies down by the puddle, drinks, splashes 
hand in it, continues to drink . . . 

In the following example from Group II, we may note, too, the 
joy a young child takes in excreting. 

Rena makes pee-pee in the pot. She jumps up, shouts, “Pee-pee!,” 
dances around joyfully, sings, sucks her thumb, sits back on pot. 

In Group III, where the children only infrequently eliminate 
on the ground, we note a modification in this positive attitude of 
younger children toward excreta. In the following example, we 
observe the more gingerly and anxious approach of these older 
children to excreta. 

Miri defecates on the ground, stands and laughs. Tsvi, Pua, and 
Micah watch her and laugh too. Micah tries to pick up the faeces with 
a piece of rope, and it falls off. Tsvi picks up the faeces with his 
hands, and they all laugh uproariously . . . Tsvi picks up some of the 
faeces with a stone and brings it to me, shouting, "eh-eh!” 

Finally, in Group IV, we observe actual disgust for excreta. 
Amnon, for example, saw some faeces next to him when he sat 
on the ground. He became visibly upset and threw it away, saying 
'‘eh-eh’’ in a tone of disgust. In this age-group, moreover, faeces 
may be used as a weapon of aggression, as when a boy became 
angry and threw his faeces at me. 

On the other hand, almost no modesty has developed in the 
children, even in the older groups, with respect to excretory 
functions. This is not surprising in view of the absence of modesty 
training in these preschool years. Thus, urination and defecation 
alike are performed in the presence of either children or adults 
of both sexes with no traces of self-consciousness or shame. 

Despite the attempts of both nurses and peers to toilet train 
the children, nocturnal incontinence persists even in those groups 
in which training is completed. In each of the two older groups 
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there are four children who continue to wet their beds at night. 
In the Kindergarten nine of the sixteen children regularly wet 
their beds, and in the Transitional Class three of the sixteen chil- 
dren continue to do so. 

That incontinence is difficult to extinguish results from the 
complex motives that may lie behind it. In many instances in- 
continence is associated with sibling rivalry and parental “rejection” 
— a subject discussed in Chapter 6 — although the meaning of 
this relationship is obscure. Some of the motives for incontinence, 
however, are more transparent. Incontinence is sometimes a 
deliberately aggressive act on the part of a child. Whenever Ziva, 
for example, who is generally continent, has an argument with the 
nurse, she tells her that she will awaken wet the next morning — 
and she does. Still another child wets her bed when she is angry, 
and warns her nurse in advance. One girl is unhappy when a 
substitute nurse is on duty; should she see this strange nurse 
when she awakens, either in the morning or in the afternoon, she 
wets her bed. One boy always wets his bed when, says the nurse, 
he is in a “bad mood.” But another boy says that he wants to 
wake up “wet” because it is pleasant to lie on the wet sheets. A 
more explicit act of regression was observed in the case of Yaffa, 
who, although one of the first to become continent at night, wet 
her bed every night during a period of illness, saying that she 
wanted to be a baby. 

Continence may be as deliberate as incontinence. Elat, for 
example, soiled her pants until she was almost four. One day she 
told the nurse that she would no longer soil “because it will make 
you happy,” and she has not soiled since. 

INDEPENDENCE TRAINING AND BEHAVIOR 

Independence training is training for the acquisition of motives 
of self-reliance and responsibility. As the child grows older he is 
expected to relinquish much of his succorant behavior, both 
emotional and instrumental. His need for nurturance and for 
assistance from parents and parent-surrogates is to be replaced by 
greater self-sufficiency in both of these areas. 

Independence. The nurses begin to encourage the develop- 
ment of responsibility as early as Group II. In this group the 
nurses occasionally ask the children to put their toys away. It 
is in this group, too, that the children show signs of having ac- 
quired responsibility motives. The oldest children always give ‘ 
their empty plates to the nurses or take them to the sink after 
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meals, and a few return their chairs to their regular places. Others 
help the nurse of their own volition: if she shakes out a rug, a child 
will help her; if she sweeps the floor, a child will take a broom 
and ''sweep” too; or children will help the nurse pick up stones 
lying in the yard. Some of these children put their clothes on the 
proper shelf or fetch their own towels for their baths. Moreover, 
though no child in this group can dress himself completely, the 
older ones make many attempts to do so. 

In Groups III and IV the children are generally eager to 
assume as many adult responsibilities as they are capable of — 
or as the nurses permit. Some of the more obvious activities mani- 
fested by the children in Group III include washing themselves in 
the morning, attempting to dress and undress themselves, drying 
dishes after meals, fetching the materials for their "work,” clean- 
ing up after play, going to the communal kitchen to bring back 
food for light snacks. The children of Group IV have made even 
greater strides. All attempt to dress and undress themselves, 
although some of the younger ones require the nurse’s assistance 
(none of the younger children in the group can tie their shoe- 
laces). The older children fold their pajamas in the morning and 
put them at the foot of the bed. Some of the children can shower 
themselves, although the nurse always dries them. In most cases 
the nurse shampoos the children’s hair, but some children insist 
on doing this themselves. 

The children — sometimes voluntarily, sometimes at the sug- 
gestion of the nurse — clean the floor after play periods. Usually 
they work in pairs, one sweeping while the other holds the dust- 
pan. Other responsibilities include buttering bread for all the 
children, cleaning the table after meals, and helping the nurse 
to wash, dry, and put away the dishes. 

Nurses rarely exert pressure on the children to perform these 
responsibilities and it is most unusual for a nurse to reprimand or 
punish a child for not dressing himself, for not washing himself 
(there is only one instance in the entire sample). On the contrary, 
the initiative is generally taken by the child; the nurse usually 
begins to dress or wash him and he asks to perform this task by 
himself. Such requests and attempts are always permitted by the 
nurse. Moreover, though little inducement is required for the 
performance of these various responses, they are almost always 
reinforced by the nurse’s praising a child as she sees him perform- 
ing them. Such praise ranges from the favorite "Yofi!” or "You see 
how they help me!” in Group II to the following, similar responses 
of the nurses in Groups III and IV. 
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We are sitting outside . . . Nurse asks Shula to fetch a piece of 
string, and she does. When she returns, the nurse says, “See children, 
what a big girl Shula is; see how she can do things all alone!” 

Amos brings a jar of honey to the nurse, at her request. The nurse 
says, “Excellent — now I see that I can send Amos to get things.” 

Work. Although training in work is training for responsibility, 
a separate section is devoted to it because of its paramount im- 
portance in the kibbutz value system. Many of the activities 
discussed in the section above as '"responsibility” could indeed be 
labeled “work,” for they consist of chores which, though geared 
to the ages of the children, are performed by kibbutz adults as 
part of their daily work assignments. In this sense, one is 
justified in stating that the children begin to perform chores no 
later than the age of three. 

Since, however, these chores are performed voluntarily rather 
than as a responsibility which the nurse either imposes on or 
expects of the children, they may properly be excluded from train- 
ing in work. Moreover, the nurses do not view these chores as 
“work,” reserving this label for activities of an entirely different 
nature. These, it will be remembered, consist of various types of 
art work — finger painting, clay modeling, drawing, stringing 
beads, pasting. At the scheduled time for these artistic activities, 
the nurse will announce, “It’s time for our work,” or, “What kind of 
work shall we do today?” This is a deliberate socialization device. 
For although these younger children are not expected to assume 
regular work assignments, the kibbutz attempts to impress its 
workers’ ideology upon them at as early an age as possible by 
arbitrarily referring to certain play activities as work. 

Work, in the sense of a regularly assigned responsibility, may 
be said to commence in the Kindergarten. Here, in addition to 
their artistic “work,” the children for the first time are assigned 

agricultural chores; and the service chores, which they had 
formerly assumed voluntarily, now become regular assignments. 
Service chores at this age include fetching food from the kitchen, 
clearing tables, and emptying garbage. Agricultural chores consist 
of tending their own vegetable garden, small poultry run, and the 
few goats and sheep for which they are solely responsible. The 
produce, the children consume at their own table; and the income 
from their poultry and flocks belongs to them and is used to buy 
whatever they want for their kevutza. 

The children both enjoy and take pride in their agricultural 
work, and they encourage visitors to admire their garden or their 
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animals. Hence, though these chores are now expected of them, 
no inducement, other than intrinsic satisfaction, is required for 
their performance. As in the case of other responsibilities, how- 
ever, the nurses reinforce successful performances with praise. 

Sleep. Since the children sleep in their dwellings without adult 
attendance, rather than in their parents’ rooms, their behavior in 
this situation constitutes a genuine measure of emotional self- 
sufficiency. During the course of this study, the three older groups 
were put to bed by the nurses, while in Group 1 the parents 
were responsible for hashkava. Moreover, since the nurse in Group 
II had begun to put the children to bed only two weeks prior to 
the beginning of observations in her group, three types of com- 
parisons can be made. 

Whether the nurse or the parent is responsible for hashkava, 
the procedure is the same, however different the atmosphere and 
dynamics. The following description, therefore, applies to both. 
In the older groups the children are usually showered before 
going to bed. Usually the nurse showers two children at a time, 
and they seem to enjoy the experience immensely, as is indicated 
by their laughter, shouting, and general good spirits.® While 
showering the children, the nurse talks to them, sings a song, asks 
them what they did with their parents, and so on. There is little 
question but that this is one of the children’s most enjoyable ex- 
periences, marred only by those who may be crying because of the 
departure of their parents. 

After she has dried all the children and put on their pajamas, 

the nurse puts each to bed. When she turns out the lights, she 

goes from bed to bed, says “Good night and golden dreams” to 

each child as she kisses him, and then sings a lullaby to the group 

before leaving. Her handling of the situation is efficient and, to an 
observer, most impressive. She is warm, loving, and kindly; but 

she is also firm. In general the entire procedure, from the time the 

first child arrives until the nurse leaves, requires about twenty- 

five minutes. When she leaves she does not turn back or answer 
when the children call her.^ 

® Not all groups enjoy the shower experienee. The children of Group H cry in 
the shower because they are afraid — mostly of the water and soap that frequently 
trickle down into their faces and eyes. 

® This description applies, in general, to all groups. There is one qualification 
to this general pattern, however, found in Group IV. When these children first 
arrive, it is difficult to control them, and they run about the dormitory singing, 
shouting, and talking with abandon. The nurses do not attempt to restrain them, 
and they soon settle down. 
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When the last goodnight is said and the last child is kissed, 
the nurse or parents leave, and the children remain without adult 
attendance until the following morning. The night watch, to be 
sure, makes periodic checks, and she attempts to pacify the 
children should they cry, or assist those who want a drink or wish 
to go to the toilet. Nevertheless since the children are alone for 
most of the night, one would wish to know whether the crying 
which is found among the younger children (Group I) — and 
which serves to delay the departure of the parents — stems from 
a desire for attention or, rather, reflects their anxiety about being 
left alone (due, perhaps, to a fear of abandonment). 

The latter hypothesis is supported by the reports of the adults 
who live in proximity to this children’s house. They complain that 
the children “cry and whine all night.” It is also supported by the 
nurses of Groups III and IV who report that at least some of 
their charges, when of the age as the children in Group I, were 
afraid of being left alone. In Group IV, for example, at least four 
children would awaken at night and cry. The nurses decided to 
keep a light burning all night, and this seemed to reduce their 
fears — at least it eliminated their crying. In this same group, one 
girl insisted that her head be covered with a blanket because she 
was afraid of the shadows. 

If sleeping without fear can be said to constitute emotional 
self-reliance, the nurse’s refusal to indulge the children’s desire to 
prolong the leavetaking constitutes one form of independence 
training. The next question, then, concerns the effectiveness of 
this training. Do the children in Groups II through IV continue 
to display the fear reactions observed in Group I? Unfortunately 
we have no direct evidence on this point. We do know that older 
children do not attempt to prolong the leavetaking, that they don’t 
cry when the nurse leaves, and that they converse with one 
another before falling asleep. To that extent it may be concluded 
that, except for some isolated cases,independence in this area 
has been achieved. 

There are other signs, however, which seem to suggest 
that, though the children have learned to inhibit such gross fear 
responses as crying and whining, they continue to experience 

It is of interest to observe, however, that her fears and night-crying continued 
only so long as her parents put her to bed. When the nurse began to put the 
children to bed, her crying and fears lessened considerably. 

^ There is a four-year-old girl who insists on having the blanket pulled over 
her head before she will fall asleep. A five-year-old boy spontaneously informed 
me that, “Fm not afraid at night,” but insisted that Amos and David were. And 
there is a girl whose extreme fear responses are “pathological.” 
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anxiety at being left alone at night; and that, in short, they retain 
their need for dependenee. Almost all the children in all four 
groups, for example, suck their thumbs in bed. And this response, 
together with the rocking found in the youngest group, suggests 
that the children are not altogether secure about sleeping at night 
without the presence of an adult. There is some suggestion, more- 
over, that the insecurity induced by this condition has a pervasive 
influence on personality development. On the Emotional Response 
Test, for example, darkness ranks second and third, respectively, 
among the things most feared by the high school and grammar 
school students. It is difficult to explain this fear — given the 
conditions of kibbutz life — except as a conditioned response to 
the fear of abandonment at night during these early years. 

Dependence. From their reactions to hashkava we may con- 
clude that these children have unsatisfied dependency needs. 
Other forms of behavior — crying, a need for physical contact, 
thumbsucking, and regressive play — support this conclusion, as 
well; and we may now turn to a description of these patterns and 
of their socialization. 

Crying: The type of independence training with which the 

nurses are most concerned — as measured by the frequency of 
socialization responses — is the extinction of crying. Crying is not 
only the most frequent response to aggression and conflict, but the 
children frequently cry and whine for many other apparent, and 
often not so apparent, reasons. Yael, for example, cannot put on 
her skirt and runs, crying, to the nurse; Chana offers to help 
Ruthi put on her blouse, and the latter throws a temper tantrum; 
Yosi wants shorts with elastic, and cries when told that there are 
none; Avner puts his foot on Amir’s chair, and Amir begins to 
scream; Iris touches Mirav’s doll, and Mirav screams with 
rage. 

Given the readiness with which the children cry — to peer 
frustration, nurse frustration, and to unapparent frustration — the 
children’s houses are often in a state of utter confusion. This 
frequency of crying, however, must be viewed within certain 
reality contexts. In Groups I and II, for example, crying is often 
the only technique available to relatively nonverbal children for 
the expression of a demand or need. But crying is as prevalent 
in Group III, whose children are verbal; according to their nursery 
teacher, these children “never stopped crying” when she first 
assumed responsibility for them a year prior to this study. She 
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thought she would “go mad/’ and remained with the group only 
because she was ashamed to resign. This nurse regarded such crying 
as a symptom of emotional disturbance, and she felt that it was 
a function, not of low frustration-tolerance, but of three reality 
conditions — conditions which are all but universal in the ex- 
perience of the kibbutz children, which may account for much of 
the crying in all groups, and which, as we have suggested else- 
where, are partially responsible for many of the behavior problems 
found among these children. 

In the first place, the children in Group III had experienced 
a threefold change in nurses in the brief space of one year, and 
their present nurse regards this experience as most important in 
the development of their disturbed behavior. Second, the present 
nurse, after taking over the group, was the only nurse in the house 
for almost a year. The pressure of many duties and chores, 
therefore, left her with little time to devote to the children. Finally, 
the physical conditions in the house were poor. The house was too 
small for their needs, there was no play-yard, and there were 
few toys. This lack of space and facilities led to an increase in 
aggression which, among other things, contributed to the fre- 
quency of crying. The nurse demanded, and eventually received, 
a larger house, a play area, more toys, and a nurse to assist her. 
When these demands were met, the children’s behavior improved 
and the indiscriminate crying, she claims, disappeared. The latter 
claim is not accurate, according to our observations, although cry- 
ing is undoubtedly less frequent than it had been before the new 
conditions were introduced. Moreover, from the frequency of 
crying in this, as in all other groups, one cannot help but conclude 

that the frustration-tolerance of young kibbutz children is very 
low. 

Crying is handled by the nurses in a number of ways, accord- 
ing to its motivation. If the nurse is convinced that the child’s 
crying is the result of some unsatisfied need, she will almost 
always attempt to satisfy his demand if she is free. But often, as 
has been emphasized, the nurse is unable to attend to the child 
because of other responsibilities. When this happens, the child’s 
crying may continue until he is exhausted. In spite of instances of 
unrequited crying, however, the crying response elicits the nurse’s 
attention with sufficient frequency that its persistence may be 
explained as a function of this reinforcement. 

There are, furthermore, many instances in which the nurse 
responds to a child’s crying, not to satisfy his need, but to stop 
his nagging. In Group II, for example, the children frequently ask 
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for chamber pots, not because they have to go to the toilet, but 
because they wish to play with them. Aware of their real motives, 
the nurse frequently refuses the requests. If a child begins to 
cry, however, and persists in crying for a pot, the nurse almost 
always acquiesces in his demand. 

When crying is provoked by aggression or conflict, the nurse 
— if she is present and/or available — always attempts to discover 
the root of the crying and to pacify the child. She comforts him 
with physical affection and soothing terms of endearment. In this 
sense, she encourages crying, for the child learns that by crying he 
will, at least occasionally, gain attention and affection. 

But the nurses are not always so indulgent toward other types 
of crying. Except in Group I, where the nurse’s sole response to 
crying (when she responds at all) is comfort and appeasement, the 
nurses employ a number of techniques — wittingly and un- 
wittingly — to extinguish crying. The unwitting, and most fre- 
quent, response of the nurse is to ignore the crying. This is 
referred to as '‘unwitting” because she does not deliberately 
employ it as a training technique — although it may well serve 
that function — but rather because she is busy elsewhere and with 
other matters. 

Table 12. Technique for socialization of 
crying in percentages. 

Technique 

Groups II, 
III, IV 

(S acts = 36) 

Neutral 53 

Order to stop 42 

Miscellaneous 11 
Punishing 41 

Shame 22 

Deprivation 19 
Rewarding 6 

Praise for ceasing or 
for not crying 6 

At the .99 confidence level the upper 
confidence limit for ‘‘punishing” techniques 

is 62.13. The finding — neutral techniques 

> punishing techniques — is not signifi- 

cant. By the same test, the findings — 

neutral techniques > rewarding techniques, 

and punishing techniques > rewarding tech- 
niques — are significant. 
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Of the techniques wittingly employed by the nurses in Groups 
II, III, and IV, and which are summarized in Table 12, the most 
frequent is a neutral technique — ordering the child to stop his 
crying. In some instances the order is impersonal — “Stop crying, 
children” or “Don’t cry, children.” But in many cases the nurse 
orders a child to stop because she does not want them to cry or 
because she disapproves of this behavior — “I want you to be 
quiet,” “Stop crying because I don’t like it when you cry,” or 
“It is not pleasant for me to hear so much noise.” 

Punishing techniques consist of shaming and deprivation. The 
former may consist in the use of an epithet or in calling the atten- 
tion of other people to the child’s behavior. 

Mirav is in the shower and she cries. Nurse tells her to stand still 
and “stop acting like a spoiled girl.” 

(Micah has finally stopped crying after an extended period, and 
is now sitting all alone.) The nurse comes in, sits down beside him, 
and asks, “What will be with you?” She repeats the question many 
times, and he does not respond. She says, “Everyone who passes here 
asks; Who is making so much noise in SARA’S kevutza? It is Micah, 
Micah the big one.” 

(The children are drinking lemonade.) Shula lies on the floor and 
whines. The nurse says, “Look children, Shula just woke up and 
instead of drinking, she’s crying.” 

A third important technique for the extinction of crying is 
deprivation, and in this instance all of the instances in our sample 
are of threatened, rather than actual, deprivation. That is, the 
nurse threatens to deprive a child of something if he continues to 
cry, rather than depriving him for having cried. For example: 

Elat is crying and the nurse says she will put her to bed if she 
continues to cry. 

Micah begins to shout and cry when the nurse takes him from the 
shower. Nurse says, “If you continue to shout. I’ll send you out of 
the house.” 

Shula is crying in the bedroom. The nurse says, “If you don’t stop 
crying. I’ll close the door on you.” 

The socialization of crying during the day is quite different 
from its socialization at night — when it is simply ignored — and 
is almost the antithesis of other types of independence training. 
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In the latter, reward in the form of praise is the exclusive socializa- 
tion technique; for crying neutral and punitive techniques pre- 

dominate. Of thirty-six acts of socialization for crying, 53 per cent 
may be classified as neutral, 41 per cent as punitive, and only six 
per cent as rewarding (that is, a child is praised for not crying 
or for ceasing to cry). 

Physical contact: The children are attached to their nurse and 
frequently demonstate this by physical affection and by their 
desire for prolonged physical contact with her. When a nurse sits 
down to read to the children or to play with them, they will often 
swarm over her — sitting on her lap, climbing on her back, stand- 
ing next to her with their arms on her shoulders. 

ROSA sits on the floor. Amir and Mirav pile onto her lap . . . Omri 
tries to force Amir out, and ROSA says, Wmir also wants to sit next to 
ROSA,” and she helps Omri to sit on her knees. Avner tries to sit on her 
feet, sits on her ankles. Rafi sits next to Mirav, who has her thumb in 
her mouth . . . 

But the children seek physical contact with other adults as 
well. Those in the three youngest groups constantly wished to 
sit on our laps — it was often the only available lap in the house — 
and in some instances even fought over this privilege. One has 
the impression that they are seeking love and protection. (It is 
difficult to decide, however, to what extent such behavior is 
sexual, rather than succorant.) One example illustrates this point. 

Ofer . . . throws his arms around me (A.G.S.) and clings tightly. 
When I try to let go or write, he clings tighter. He puts his head on my 
breast and sucks his thumb. 

In general the nurses indulge these succorant demands, though 
a nurse may order a child to desist if his demands become too 
persistent or annoying. There is a marked decrease in this suc- 
corant behavior in Group IV. 

Thumbsucking: If we follow Erikson in interpreting thumb- 
sucking (and its various substitutes) as regression to the 
security of the oral stage by children whose later experiences are 
less satisfying,then the high frequency of thumbsucking in 
these children is another sign of their dependency needs. 

Erik Homburger Erikson, “Growth and Crises of the ‘Healthy Personality,’ ” 
in Clyde Kluckhohn, Henry A. Murray, and David M. Sehneider, Personality in 
Nature, Society, and Culture (New York, Knopf, 1953), pp. 185-225, 199. 
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Thumbsucking is usually uninstigated by any stimulus in the 
child’s immediate social field and must be viewed, therefore, as a 
generalized, rather than a specific, dependency response. Only in 
Group I does it appear as a frequent (24 per cent) response to 
some identifiable frustrating situation. In general, and including 
Group I, sucking occurs most frequently during play or while 
sleeping (including the period immediately prior to, or following, 
sleep). 

There is considerable individual variability, both in the 
frequency and nature of sucking. Although most of the children 
suck their thumbs, if they suck at all, some suck their middle 
or forefingers, and at least one sucks these two fingers simul- 
taneously. One child has substituted for thumbsucking a com- 
pulsive ritual of wetting her fingers, then wetting and pulling her 
hair with her wet fingers. 

Although the frequency of thumbsucking varies greatly within 
each group, there appears to be little difference among the groups, 
with the possible exception of the youngest group which shows the 
least amount of sucking behavior.^^ In this group only half the 
children are thumbsuckers, with a range of from 4 to 24 acts in the 
sample; in Group II, three-fourths of the children suck with a 
range of from I to 25; in Group III all the children suck with a 
frequency ranging from 6 to 20; and in Group IV all the children 
are thumbsuckers, with a range of from I to 13. In the latter 
group some children have been thumbsuckers for a long time; 
others have only recently begun to suck. In almost all cases of 
recent onset of sucking, the behavior is associated with the 
temporary absence of parents or the birth of a sibling. In all 
groups but one, moreover, girls are greater thumbsuckers than 
boys. 

Thumbsucking is not viewed with alarm by the nurses, so that 
the children may suck with impunity. Not one child was observed 
to be punished or reprimanded for thumbsucking; indeed, the 
nurses ignore its manifestation. There are only three instances in 
the sample of hundreds of instances of sucking in which the 
nurse was observed even to take cognizance of it. In one instance 
the nurse told a child, who almost literally never removed his 
fingers from his mouth, “Stop sucking for one minute.” The other 
two instances are typical of the generally nonpunitive character of 
kibbutz socialization and may be quoted here. 

On the other hand, this group exhibits a considerable amount of “rocking” 
at night, according to those adults whose rooms adjoin this nursery and who 
complain, in the words of one, that the children “rock their cribs all night long.” 
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Esther is looking out the window towards the Grammar Sehool. She 
calls to SARAH: “sARAH, I SCO that Giora sucks his thumb.” SARAH says, 
“Does it look nice?” (implying that it doesn't). Esther says, “No.” 

Micah comes out to ride his auto, thumb in mouth, ZEHAVA sees him, 
tells him that he should drive with both hands lest the auto go off the 
road. She asks him with how many hands his grandfather drives, and 
he says with two. 

Regressive play: Unsatisfied dependency needs are to be 
found in the play of these children, as well. In fantasy play in 
which the children identify the roles which they are playing, 8 per 
cent of the boys’ and 15 per cent of the girls’ identifications are 
with babies or children younger than themselves (see Table 17, p. 
240). The essentially regressive quality of these identifications is 
emphasized by the content of the play — ‘"sleeping” in a doll’s 
crib, being sick and having to be cared for, being fed, and curling 
up within some enclosure. The latter play is of particular interest. 
It usually includes making a pool or pond of building-blocks and 
then lying within the enclosure. At times a child may lie on his 
back, at other times he curls up in foetus-like fashion, usually 
sucking his thumb. A second enclosure is the doll’s crib. The child 
lies in the doll’s bed, either holding a doll in her arms or sucking 
her thumb. A third enclosure, one which children in Group III, 
in particular, prefer, is a corner underneath a bed. Few instances 
were observed in which a child chose to lie in such a corner alone; 
always at least two — and sometimes more — would decide to do 
so, each choosing a different bed under which to lie. 

This regressive play occurs only in the two older, but not in the 
two younger groups. It is perhaps not irrelevant to observe that 
the children in the older two groups already have younger siblings, 
while those in the younger two groups do not. 

Need for approval: A final indication of dependency among 
these children is their deep-seated need for approval and attention 
from both peers and adults, which is discussed in Chapters 5 
and 8. 

SEXUAL TRAINING AND BEHAVIOR 

Socialization. According to the sexual ideology of the kibbutz, 
sexual manifestations in young children are to be viewed as normal 
and no attempt should be made to interfere with sexual behavior; 
for any interference with childhood sexuality, it is believed, may 
be more harmful to the child than the harm which might follow 
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from its expression. Hence the children are to be free to engage 
in sexual behavior without interference or punishment. 

This official viewpoint is, in general, carried into practice by 
the nurses. We never observed a nurse to prohibit any sexual 
act on the part of a child, much less punish the child. There is not 
one instance in the entire sample of a nurse’s interference in the 
sexual activity of the children. Indeed, since sex training (like 
thumbsucking) is probably the most permissive training of all 

the behavior systems, it is most curious — or, would be if it were 
not for other data to be presented below -— that the children 
do not manifest a greater degree of sexuality. It is probable, too, 
that a great deal of sexual behavior of which we are unaware 
occurs at night. 

The nurses not only permit sexual manifestations in children, 
they encourage physical expressions of love and warmth among 
them. A nurse, for example, may ask an aggressor to “make nice” 
to his victim, by embracing or kissing him. Or, with no prior 
provocation, she may request a child to embrace or kiss another 
child. And, of course, the nurses often request the children to 
embrace or kiss them. 

The nurses not only permit the children to express their sexual 
impulses, but they attempt to answer their sexual questions when 
they arise. When they ask about the origin of babies, for example, 
the typical answer given to the younger children is that the mother 
goes to the hospital, and then brings back the baby. Beginning in 
the Kindergarten, however, the nurse answers such questions 
as candidly as the comprehension of the children will permit. 
Usually the most effective technique for explaining the birth of 
a baby to these older children is by making comparisons with 
the sheep and goats, which the children tend, and whose sexual 
behavior they have observed. 

Parents, too, claim to answer the sexual questions of their 
children in a candid fashion. Twelve of the sixteen parents who 
answered the Questionnaire checked, “definitely yes” to the 
question, “Do you answer the sexual questions of your younger 
children truthfully?”; four checked “perhaps yes.” 

This characterization of the nurses’ behavior as being generally 
permissive does not mean that the children are reared in an 
entirely permissive sexual environment. The nurses, to be sure, 
have been trained to respond in a permissive fashion to the sexual 
behavior of their charges, but some of them retain the sexual 
attitudes in which they themselves had been reared (in Europe), 
and it is by no means unlikely that regardless of their behavior. 
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these attitudes are transmitted to the ehildren. One nurse, for 
example, when reporting that boys and girls in her kevutza had 
formerly slept together in the same bed, said: ‘‘They felt no shame 
or guilt when I diseovered them . . . They didn’t even know 
that it’s immoral.” 

But parents, as well as nurses, influenee the children, and 
parental sexual attitudes and behavior are not entirely permissive. 
While the great majority of parents who responded to the Ques- 
tionnaire indicated that they never punish their children for 
masturbation, almost half the respondents did not answer the 
question; and it is our belief that their failure to respond resulted 
from a conflict between private, more conventional, feelings and 
the official, “progressive” attitude. The former attitude is ex- 
pressed in the one instance in which a parent was observed to 
witness a child’s masturbation. While sitting on a chamber pot 
at bedtime, Yehuda (three years) fingered his penis. His father 
became angry, and shouted at him, Bli yadaim, hli yadaira 
(“without hands, without hands”). 

But it is not only toward masturbation that parental attitudes 
are not entirely permissive. To questions dealing with sexual 
behavior among older children, a large number of parents in- 
dicated a conventional attitude toward chastity (see p. 329), one 
at variance with the official kibbutz attitude. It is not unlikely 
that the conventional attitudes of the parents toward sexual 
behavior in their older children holds for their younger children as 
well. We may conclude that the children are exposed to conflict- 
ing adult attitudes toward their own (the children’s) sexual 
behavior, although the dominant attitude of the nurses, as well as 
their behavior, is permissive. 

The “progressive” sexual ideology of the kibbutz is reflected, 
not only in the behavior of the nurses, but in an important 
structural characteristic of the kevutza — its bisexual nature. This 
feature of group living is an important influence on the sexual 
attitudes of the children, for it provides them with almost un- 
limited opportunities for observing differences in sexual anatomy.^^ 
Boys and girls sleep in the same rooms, shower together, sit on 
the toilet together, and often run around nude before getting 
dressed in the morning or after being undressed in the evening. 

That a trained nursery teacher — trained in the educational philosophy and 
ideology of the kibbutz — can still employ the value judgments of Western 
middle-class culture, indicates to what a superficial level some of the revolutionary 
changes in the kibbutz have penetrated. It also indicates one of the many in- 
consistencies in values to which the children are exposed. 

But their infrequent opportunities for observing adult nudity should also be 
noted. 
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Sexual curiosity and shame. It is not surprising that few 
indications of sexual shame are to be found in any of the four 
groups. Only in the oldest group, IV, did the nurse report that 
some of the children were beginning to reveal signs of sexual 
shame, becoming reluctant, for example, to remove their under- 
pants in the presence of children of the opposite sex. 

Signs of sexual shame are reported by the teachers in the 
Kindergarten and the Transitional Class. These children have no 
feeling of shame about exposing their nudity before children 
of the opposite sex, providing that they know each other, but are 
reluctant to do so in the presence of strangers. For example, 
Israel had only recently joined the Kindergarten, and when he 
first arrived he was reluctant to take a shower with the other 
children. Later, three other children joined the group, and they 
too were ashamed to expose their nudity; for the first month they 
would wrap towels around themselves when leaving the showers. 

Curiosity concerning adult sexuality is not found among any 
children younger than Group III — at least none is expressed. 
Even in Group III, according to the nursery teacher, the chil- 
dren have never asked any questions concerning sex; and, she 
claims, they are ignorant of such sexual matters as physiological 
paternity. Tsvia’s father, for example, was killed in the War, but 

Tsvia believes that her uncle in Haifa is her father; at least, she 
maintains that he is her father, and the other children — with the 
exception of Micah — accept this interpretation. I can confirm 
this; when Tsvia asked me to write the name of her father, I asked 
what his name was, and she said, ‘Wvigdor,” the name of her 
uncle. Micah denied that Avigdor was her father, maintaining 
that he was her uncle. But neither he nor anyone else could ex- 
plain the difference between uncle and father. 

The children in Group IV, however, show indications of sexual 
curiosity, particularly about the origin of babies, and they often 
question the nurse about this matter. This same sexual curiosity 
probably motivates the frequent practice of opening up their dolls 
to examine their insides. And this same interest is expressed in a 
song which the children were heard to sing and which meant, 
according to one child informant, “You are pregnant.” 

Pregnancy and childbirth evoke the curiosity of kindergarten 
and first-grade children, too. The latter’s interest was first aroused 

while witnessing the copulation of a bull and cow. They were 
obviously ambivalent toward the scene they had witnessed. On 
the one hand, many were visibly frightened; on the other, they 
made joking remarks about it, and some even imitated the 
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copulatory behavior of the animals. And some broached the ques- 
tion of the sexual relationship between their parents to the nurse. 

These children refer few of their sexual questions, however, to 
their parents. To the question, “Do your young children ask you 
about sex?” none of the sixteen parents who answered the Ques- 
tionnaire checked, “Frequently.” Six checked, “sometimes”; nine 
checked, “infrequently”; and one checked, “never.” 

Sexual behavior. It should first be remarked that the definition 

of “sexual behavior” in children is not an easy matter. When, for 

example, a child pulls at his genitals is he masturbating or is he 

engaging in nonsexual motor behavior? Or, is an act which, when 

manifested by adults, is labeled “sexual,” to be so labeled when 

manifested by children? Is the embrace of two children a sexual 
act, or is it a mark of affection, or both? For example, one nursery 

teacher, a person of fine insight, told me that although she had 

observed masturbation in her kevutza, she had never observed 

either homosexual or heterosexual behavior. On the other hand, I 

did observe such behavior in her kevutza. Apparently some of the 

acts which I consider sexual were perceived differently by her. 

Since it is all but impossible in many instances to distinguish 

sexual from nonsexual acts, it was decided to cut this Gordian 

knot by arbitrarily labeling as sexual all acts which appeared to 

have some sexual form or content, without intending to imply 

that these acts do not have other, nonsexual, meanings as well. 

This method of tabulation has unquestionably had the result of 

increasing the total number of sexual acts in the sample. On the 

other hand, since we made no observations on the children after 

they went to bed, and since it is not unreasonable to assume that 
at least some sexual activity occurs at night, the figures given in 

Table 13 are probably inadequate indices of sexual behavior in 

these children. 

Table 13. Classification of sexual behavior by percentages. 

Behavior 
Group I 

(S acts = 9) 
Group II 
(S = 48) 

Group III 
(2 = 32) 

Group IV 

(2 = 43) 

Autosexual 100 50 69 48 
Heterosexual 0 29 19 19 

Homosexual 0 21 12 33 

Testing for differences among the three types of sexuality yields: 

= 15.2 d.f. =3 P = < .01 
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Although comparisons among the four groups are not entirely 
reliable (since there is some question about the equivalence of the 
time-samples taken from each group), a frequency count indicates 
that sexual behavior increases with age. Groups I-IV committed 
9, 24,^® 32, and 43 sexual acts, respectively (exelusive of those 
acts, to be analyzed separately, in which an adult is the object). 
Despite this age trend, however, there is no consistent pattern in 
development, as the following diseussion indicates. 

As Table 13 reveals, autosexual activityis the most frequent 
form of sexual behavior in all four groups. Its incidence is highest 
in Group I, however, accounting for all the sexual behavior in the 
group. 

Masturbation, the most frequent form of autosexuality, refers 
to any act of hand-genital contact, and it is not always clear, as has 
already been noted, that all such acts are genuinely masturbatory, 
since they are sometimes quite brief in duration. Thus all the 
examples below (the first example is from Group I, the others 
from Group III) were labeled as masturbation, although there 
are important quantitative and qualitative differences among 
them. 

Eldad is in the bed outside, fingering his penis, which is exposed 
. . . he is masturbating ... he turns around, with his back to me 
. . . finishes masturbating . . . sits down . . . Eldad stands, fingers, 
pulls penis . . . whines, calls, jabbers . . . tries to pull his pants over 
his penis . . . 

Amnon sits nude on floor, fingering his penis. Nurse asks him to get 
dressed, and while she dresses him he continues to finger his penis. 

Nurse reads story to the children . . . Shula sits with one hand in 
mouth and with other hand is masturbating. 

Masturbation occurs in any number of situations. Among the 
most frequent are play periods, in the shower, in bed in the morn- 
ing, while being dried by the nurse, on the toilet, while listening 
to a story, following some frustration. In the two older groups most 
masturbation, by far, oceurs during play, while in the younger 
groups it oeeurs most frequently while the children are on the 

Since Group II is a composite of two separate kevutzot, the total of 48 sexual 
acts represents an average of 24 acts for each kevutza. 

In the main, autosexual activity consists in masturbation, but there are other 
autosexual activities as well. In Group II, for example, a girl covered her vulva with 
a handkerchief. In Group III a boy put a can on his penis, and another put a 
button on his penis. In Group IV a boy put some clay on his penis. These acts have 
an element of exhibitionism, as well, since the boys invited the other children to 
see what they had done. 
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toilet. In both cases it may be said that masturbation occurs most 
frequently when the child is more or less inactive. Even in the 
two older groups a child was rarely observed to masturbate while 
he himself was playing; he masturbated, rather, while observing 
the play of other children. 

Heterosexual behavior is the second most frequent sexual ex- 
pression in Groups II and III, but it is preceded by homosexuality 
in Group IV. Heterosexual behavior includes a number of quite 
different kinds of activities, both within any one group as well as 
among groups. In Group H, for example, its most frequent ex- 
pression consists in a simple embrace of one child by another, fol- 
lowed in frequency by stroking or caressing, kissing, and touching 
of genitals. Examples of each are found in the following entries. 

Ofer (male) and Pnina (female) sit side by side on chamber pots 
. . . Ofer puts his foot on Pnina’s foot, she then does the same — this 
happens several times . . . finally, Pnina shifts her pot away, then 
moves back, then away . . . they laugh . . . Pnina stands up, lies on 
the table on her stomach, says "ADINA.” Ofer pats her buttocks. Nurse 
comes in, and Pnina stands up, sits on the table . . . Ofer puts his 
foot on her leg. She offers him a piece of bread, and he eats it . . . 
this is repeated twice . . . Ofer kicks Pnina gently, and they laugh 
. . . Pnina touches and caresses Ofer’s leg with her foot . . . says 
‘'more, more” . . . Ofer stands, then Pnina stands, both bounce up and 
down . . . both children are excited, bounce, laugh together . . . 
Pnina grabs Ofer’s penis, and he pushes her away . . . she repeats, he 
pushes her away, and turns around . . . Pnina touches his buttocks. 

Anat (female) is put on the table with Ofer (male) to be dressed 
. . . the nurse goes to the other room . . . Anat hugs Ofer, later hits 
him ... he cries, and she caresses him, says “dai” (“enough”) . . . 
She repeats the same act — hitting and then caressing, and Ofer smiles 
. . . later, Ofer puts his hand on Anat’s nipple — she cringes, moves 
away ... he repeats, and she turns away, with her back to him. He 
puts his hands on her back; she says “dai” . . . Ofer and Anat sit on 
their pots, she puts her arm around his neck, they sit that way . . . 
(later) . . . Ofer puts his hands on his penis . . . has an erection, 
sits with hands covering erect penis (masturbates) • . . 

Heterosexual behavior in Group HI includes the same manifes- 
tations found in the younger group, but it also includes two acts 
of voyeurism and one instance of a boy kissing a girPs panties. In 
the latter case Mimi was sitting on the toilet when Amnon walked 
in; she put her panties in his mouth, and he kissed them. Both acts 
of voyeurism include a girl’s “looking” at the nudity of a boy. One 
of the examples may be quoted here. 
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Mimi’s father comes in, kisses her, wants to take her home. She 
ignores him, insisting on watching Lula who is lying on the bed nude 
while the nurse takes his temperature with a rectal thermometer. When 
it is over, she leaves. 

Voyeurism is found in Group IV as well — the one group in 
whieh homosexual behavior is more frequent than heterosexual. In 
one instance the girl not only looked intently at the genitals of the 
boy but, pointing to his penis, she exclaimed, '‘Pipi.” This is the 
only group, moreover, in which a boy and girl were found to dis- 
play special, if not exclusive, interest in each other: Nadav and 
Naama were frequently observed to play together and, moreover, 
much of their interaction was sexually tinged. That is, while play- 
ing together they would hold bands, touch each other’s faces, and 
laugh or giggle while doing so. This relationship was not confined 
to daytime play. A few months before the beginning of our study, 
Nadav had the habit of climbing into Naama’s bed at night and 
sleeping with her. When the nurse asked him why he did this, he 
replied that he was afraid of sleeping alone. She said she would 
give him a teddy bear to take to bed with him; but even after she 
gave him the bear he would not sleep by himself, and would take 
the bear with him into Naama’s bed.^^ 

Homosexual behavior includes the same activities found in 
heterosexual play. These acts are often quite simple, as the two 
following excerpts from Group II and the succeeding two from 
Group III reveal. 

Mirav (female) hugs Sara (female) and both grin . . . 

Avinoam (male) and Amikam (male) sit side by side on chamber 
pots. Avinoam clutches Amikam’s chest and nipples, and they both 
laugh. 

Tsvia and Pnina lie on floor with arms about each other. 

Shula walks over to Tsvia and kisses her on the chest. 

Although this is the only example of a special attachment between a boy 
and girl that occurred during our study, another such example, which was 
reported to us by their nurse, occurred in Group III some months after we had 
completed our observations in that group. It seems that a new girl had been 
introduced into the group and one of the boys “fell in love” with her. He would 
not let her out of his sight, and instead of visiting his mother every day as he had 
during our observational period, he stayed with her. Moreover when she would 
hit him, he — the most aggressive boy in the group when we observed it — 
would never hit her back. Finally, he insisted that the nurses move her bed into 
his bedroom, or he would refuse to sleep. 
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Homosexuality is most prevalent in Group IV. The following 
two examples, albeit atypieal, indieate the greater intensity and 
complexity of such acts in this oldest group. 

Moshe stands by side of Yosi’s bed, caresses his head, kisses him on 
chest, and says ‘"chamudi” . . . Moshe kisses Yosi flush on lips, then 
kisses his fingers, back of neck, ears. Yosi laughs with glee and tells him 
to do it again and again. 

Yuval is stroking his penis . . . Amaziah shouts to Nadav to look 
at Yuval’s penis, and Yuval covers it with his hand. Amaziah and 
Yosi walk over to him and pull his penis. He says it hurts, but he does 
not attempt to move as they continue to stroke and wiggle his penis, 
alternately. Yosi bends down and sucks it for a few seconds. By this 
time Yuval’s penis is red and large. He runs into the other room, stops, 
they follow him, and begin all over again. 

In addition to sexual embraces of various kinds, the children 
engage in behavior which is at least a disguised expression of 
sexual interest. In Groups HI and IV the children sometimes play 
“doctor and nurse” — a game in which a “patient” comes to the 
doctor or nurse to be treated for some ailment. In both groups the 
doctor or nurse almost always proceed to take the patient’s tem- 
perature in ano, with a stick or twig.^^ 

Peers are not the only objects of sexual advances. Adults, too, 
are sexual objects for the children, but since child-adult sexual 
interaction will be discussed in Ghapter 10, we shall merely ob- 
serve that children make many more sexual advances to peers than 
to adults. The ratio of child-to-adult sexuality is 9:1, 48:23, 32:10, 
43:7 for Groups I-IV, respectively. 

Sexual activity continues into the lower limits of that age range 
which, in our culture, is conventionally regarded as “latency.” As 
is true, however, for other kinds of behavior in these older chil- 
dren, description of their sexual behavior must be based exclu- 
sively on interviews with nurses. Using our tripartite classification 
of sexual behavior, it may be reported that all three types are 
found in the Kindergarten and Transitional Glass, though the 
children’s mean age is 6.2 and 7.2, respectively. Masturbation, 
moreover, not only occurs, but some children masturbate openly 

Sexual references in conversation are infrequent. The following excerpt is 
one of the few examples in the sample. 

Boaz says to Nadav, “Do you know why you are five (years old)? Because you 
have a watch. On your pipi there is a watch and it ticks.” (Repeats a few times.) 
Nadav replies, “On your pipi is five, and shut up.” Naama who is listening laughs. 
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and constantly. There is also a great deal of symbolic masturba- 
tion in these groups — at least this is the nurses’ interpretation 
of the children’s frequent hitting of the head against the back of 
the bed, or swaying of the head while in bed. 

Heterosexual behavior, too, is found in these older children. 
In the Kindergarten, one boy attempts to caress any woman with 
whom he has contact. He is particularly interested in feeling their 
breasts. Another boy, who has never seen a nude woman, and who 
is greatly curious about the adult female body, has frequently 
attempted to see the nursery teacher in the nude — while she is 
changing clothes or putting on a swimming suit. These children 
are interested in each others’ bodies, as well, but their teacher has 
not observed genuine heterosexual behavior in the group. There 
are other indications of heterosexuality, however. A girl, for ex- 
ample, is greatly interested in “taking the children’s temperature,” 
in ano (using a stick), and one of the boys has attempted to insert 
his finger in the girls’ vaginas. 

Although the Kindergarten children are not known by their 
teacher to engage in genuine heterosexual behavior, the children 
of the Transitional Class did exhibit genuine heterosexual be- 
havior when they were of Kindergarten age. Boys and girls would 
often sleep in the same bed, for example, after the nurses left at 
night. There is, moreover, at least one case of seductive exhibition- 
ism in the older groups — one girl frequently walks nude through 
the dormitory, calling to the boys to watch her or to embrace her. 

Even in the present Kindergarten, however, there is at least 
one case of a deep-seated attachment between a boy and a girl. 
Chava and Amir are always together; they play together during 
the day, leave the dormitory together in the afternoon, and return 
together at night. And although Amir frequently beats Chava, 
this has not seemed to diminish their love for each other. They 
have, moreover, worked out their own division of labor. When the 
group is supposed to draw or knit, she does it for him; when they 
are supposed to work in their poultry-run, he does it for her. 

SUMMARY OF TRAINING TECHNIQUES 

We may summarize our findings concerning techniques of 
training employed in the “tender age” in a series of propositions. 
First, most acts in all behavior systems remained unsocialized. Sec- 
ond, the most permissive behavior systems are dependency (with 

the exception of crying) and sex; that is, almost any type of sexual 
or dependent activity displayed by the children is deliberately 
ignored by the nurses. Third, there are significant differences 
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among the various behavior systems that are socialized with re- 
spect to the techniques of training that are employed. Thus, 
though neutral techniques of training are most frequently em- 
ployed for all behavior systems, punitive techniques are employed 
more frequently for crying than for any other activity, while they 
are employed least frequently in toilet training. Moreover, reward- 
ing techniques are used very frequently in toilet training, while 
they are rarely employed for other types of training (see Table 
14). Fourth, for all acts in all behavior systems which are trained, 

neutral techniques are used most frequently, followed by punitive 
and rewarding techniques. Of a total sample of 360 acts of train- 
ing, 71 per cent were neutral, 20 per cent were punitive, and only 
9 per cent were rewarding. Fifth, there are significant age differ- 
ences with respect to techniques of training. A greater proportion 
of neutral techniques are employed with the younger children 
(Groups I and II) than with the older (Groups III and IV). More- 
over, the proportion of punitive techniques among the younger 
children is only one-fourth that of the older children, while the 
proportion of rewarding techniques among them is twice that of 
the older children (see Table 15). 

Table 14. Techniques of training for the various behavior systems 

in the entire sample in percentages. 

Behavior System Neutral Punitive Rewarding 

Eating 79 19 2 

Disintegration 73 23 4 

Toilet 55 0 45 
Crying 53 42 5 

x^ = 93.95 d.f. = 6 P = <.001 

Table 15. Comparison of techniques of training in older and 

younger children in percentages. 

Age Neutral Punitive Rewarding 

Younger 79 10 11 

Older 57 39 6 

= 39.06 d.f. =2 P = <.001 



CHAPTER 10 
THE OEDIPUS COMPLEX 
AND SEXUAL IDENTITY 

OEDIPUS COMPLEX 

The education theorists of The Federation maintain that the 
Oedipus Complex is precluded in the kibbutz by several of the 
characteristics of collective education. Although we have little 
data bearing upon this problem, we shall present what direct and 
indirect evidence we were able to collect. 

It is true that parents lavish their children with physical affec- 
tion— the frequency of kisses and embraces is great. In some 
instances this affection is so intense that one can only suspect an 
element of “seduction” in parental behavior. Indeed, we often 
recorded, as a “shorthand” note, that “X (a parent) comes in, goes 
through his usual seductive routine.” But what is most important 
for our purposes here is that almost always the seduction is be- 
tween parent and child of opposite sex, as the following excerpts 
demonstrate. 

Father of Pua (two years) eomes, lifts her, kisses her and kisses 
her. Her faee, neek, cheek, are filled with kisses. He puts her down, 
talks to her, and goes . . . Pua sucks her thumb. 

Ahuv (four years) and his mother are playing on the grass. He lies 
between her thighs, and she caresses his hair, kisses his face, embraces 
him tightly. 

Ephraim (four years) and his mother are lying on the grass. He 
lies on top of her, his feet straddling her, makes thrusting movements 
on her. 

Father of Pnina (two-and-one-half years) plays with her while 
waiting for the nurse to undress her . . . He kisses her many times 
on the body — the chest and stomach, which evokes much laughter 
from Pnina. She is very excited, giggles and laughs, asks her father 
many times to repeat this. 
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Since parents are seduetive toward ehildren of opposite sex, 
we would wish to know whether ehildren manifest sexual behavior 
toward parents of opposite sex. Unfortunately we have no direet 
data which bear upon this question. We do have data, however, 
concerning the sexual advances of children toward other adults 
(nurses and anthropologists); and if we ean assume that the latter 
are pereeived by the ehildren as parental figures, it might be pos- 
sible to draw eertain eonelusions about their sexual, Oedipal feel- 
ings from their sexual advanees toward them.^ 

Miri (three years) eomes over to me (M.E.S.) sits on my lap, 
puts arms around my neek, feels my chest and thighs with her hands, 
kisses me . . . Miri “smothers” me, and I have to send her away. 

Ofer (male, two years) climbs on my (A.G.S.) lap . . . Ofer 
throws his arms around me and clings tightly. When I try to let go 
or write, he clings tighter . . . He puts his head on my hreast, and 
sucks his thumb. He kneels on my knees, opens my mouth, closes it 
. . . he kisses me on the mouth several times, hard, then opens my 
mouth to examine it . . . Ofer again kisses me many times on the 
mouth, holding to me tightly . . . (Later) . . . Ofer climbs on my 
lap, puts his head on my neck, sucks his thumb. He seems to want to 
feel my bare skin. He opens my mouth, looks, closes it, repeats several 
times, kisses me on the mouth. 

Table 16. Sexuality toward adults (exclusive of parents) in percentages. 

Sex 

of child 

Group I (S acts = 2) Group II (2 = 23) Group III (S : = 10) Group IV (2 = 7) 

Nurse 

F. 

ob- 

server T Nurse 

F. 

ob- 

server T Nurse 

M. 

ob- 

server T Nurse 

M. 

ob- 

server T 

Male 0 100 100 35 26 61 10 0 10 43 14 57 

Female 0 0 0 26 13 39 40 50 90 43 0 43 

Total 0 100 100 61 39 100 50 50 100 86 14 100 

Table 16 reveals that there are no consistent trends in adult 
sex preferences among the children. In Group II, where all adults 
were female, the boys exhibited greater sexuality than the girls, 
from which it might be concluded that ehildren tend to seek sexual 
contact with adults of opposite sex. In Group III, however, where 
girls exhibit greater sexuality than boys, girls preponderate both 
with respect to the female nurse and the male anthropologist. 
Again, in Group IV, though boys and girls exhibit the same degree 

^ As in the case of peer sexuality, “sexual” refers to any activity which would 
be so labeled if manifested by an adult. 
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of sexual contact with the nurses, boys exhibit greater sexual 
contact with the male anthropologist than do the girls. In short, 
if child-adult sexual interaction be taken as a measure of sexual 
preference for parent of opposite sex the conclusion to be drawn 
from our data is negative.^ 

Another criterion for assessing the existence of the Oedipus 
Complex is the degree to which children show nonsexual prefer- 
ence for parents of opposite sex. The Kindergarten teacher, to be 
sure, notes that when children speak of their parents — which 
they frequently do — the girls refer most frequently to their 
fathers, and the boys talk most about their mothers. On the other 
hand, references to parents in conversation may be an unimpor- 
tant measure of attachment to them, and if other measures are 
used, the father emerges as the more important figure for both 
sexes. It is our impression, for example, that when the younger 
children cry for their parents during the day, they more frequently 
cry for their fathers than for their mothers. Some nurses report 
that when the children awaken at night, they almost always call 
for their fathers rather than their mothers. The conclusion of an 
educational leader of The Federation supports these impressions: 
“The children are so attached to their fathers,” he writes, “as to 
give the impression that they are tied to them more than to their 
mothers.” Although our own evidence is hardly sufficient to sup- 
port such an extreme conclusion, it is nevertheless true that almost 
always, when a nurse discusses a particular child in terms of the 
important persons in his life, the father emerges as the dominant 
figure.^ 

Despite the negative evidence, however, there is other evi- 
dence that points to the existence of Oedipal feelings in these chil- 
dren. There is, first of all, the children’s relationship to the 
ethnographer, a relationship which will be examined for Group 
IV only.^ Because I was in frequent interaction with the children 

^ These conelusions are consistent with the evidence, presented above, con- 
cerning the children’s lack of awareness of physiological paternity. Since they 
seem to be ignorant of the sexual basis of reproduction, and since they have no 
opportunity to witness parental sexual intercourse, one of the important bases for 
the Oedipus Complex — postulated by classical psychoanalytic theory — is absent 
in the kibbutz. 

^ This is not surprising, at least in retrospect. Among all adult socializers, the 
adult male stands out as an exclusively permissive and nurturant figure. Since 
some females (the nurses) are punitive at times, the child’s perception of the 
nurse is probably an ambivalent one. Hence, whereas all adult females — as a result 
of stimulus generalization — may be responded to with ambivalence, the father, 
who is not perceived ambivalently, remains the nurturant figure, par excellence. 

* Group IV was selected for this test because only in this group were there 
sufficient controls. In Groups I and II, for example, my wife had to play the role 
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for more than one month, I became a significant figure in their 

behavioral environment, my significance being heightened by the 

fact that I was the only adult male with whom they had continuous 

contact during the day. If to this is added my nonpunitive role, 

it is not entirely capricious to assume that I was perceived as a 

quasi father-surrogate. It is suggested, therefore, that reactions to 

me may well represent a sample of behavioral responses to fathers. 

Hence, if the boys show greater aggression toward me than, the 

girls, and if the girls show greater affection than the boys, this 

sexual difference in response would be in the direction predicted 

by the Oedipal hypothesis. 

An examination of the relationship of these children to the 

anthropologist reveals that the results are in the predicted direc- 
tion. Although boys and girls alike display both affection and 

aggression toward me (the expected ambivalence), boys are re- 

sponsible for 60 per cent of the aggressive acts, while girls are 

responsible for 64 per cent of the affectionate and solicitous acts. 

This is, admittedly, a highly indirect, and by no means conclusive 

measure, but since it is in the predicted direction, neither can it 

be dismissed.^ 
A second source of positive evidence for an Oedipus Complex 

comes from a mother’s diary.® In the first two excerpts Amir is 

two-and-one half years old; in the third, he is three. 

of socializer as well as observer, so that she could not so readily be perceived as 
a mother-surrogate. In Groups I, II, and III, moreover, the children are not old 
enough, in terms of classical Oedipal theory, to display Oedipal feelings; nor are 
their sexual identities, as measured by identification in play, sufficiently strong. 
Only in Group IV are all the conditions met: a nonpunitive adult, children whose 
age (four-five) is most propitious for the discovery of Oedipal feelings, and who 
have already developed some fair degree of sexual identity. 

^ It is consistent, moreover, with some of the responses to the Questionnaire. 
When asked, “Which parent do your sons love more?,” two parents said the 
preference was for the father, while five said the preference was for the mother. 
It must be noted, however, that when asked which parent the daughter loved 
more, no preference was indicated. Of the eight respondents, four said the mother 
was preferred, and four said the father. 

® This diary, to be sure, describes only one boy, but the meagerness of the 
sample does not, in my opinion, minimize its importance. Since social attributes 
within any society are always characterized by a skewed distribution (if they were 
randomly distributed, culture, by definition, would not exist), even one instance, 
if selected from a relatively homogeneous universe whose attributes are well 
known, is presumptive evidence for a generalization. Since the boy described in 
the diary was reared as all other children in the kibbutz are reared — in the 
system of collective education — and since this boy, who is now in his late 
teens, has many of the personality characteristics of his peers, we are confident that 
his was a typical childhood. The one difference between him and other children 
is in his possession of unusually insightful parents. 
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DAVID (father) is going on a trip. Amir asks him to bring him back 
a tower for a present. David asks me what I would like as a present, 
and I say, ‘"Only father.” Amir protests, “No, you need only Amir.” 

Amir is beginning to talk like a girl; that is, using feminine forms. 
(He is, his mother thinks, trying to identify with her.) He lifts my 
blouse, and asks, “Do you have a tummy?” I say, “Yes, just like you.” 
He repeats many times that “My mummy has a tummy.” Then he says, 
“Mummy, you must change your trousers, you’re cold and wet, aren’t 
you mummy?” 

He now asks where children come from. When BATYA came back 
from the hospital with her baby, he saw her nursing the baby. He 
wanted to know if the baby sucked at the stomach. I said, no, he 
sucks at the breast. He asked, “Did I suck, too?” I said, yes. He asked, 
“Did the baby come from BATYA’S stomach?” I said, yes. He continued, 
“Was I in your stomach?” I said, yes. He asked, “Where was I when 
you were a little girl?” I said, “You did not exist then.” He persisted. 
“No, mummy, where did I eat, where did I sleep, then? . . . When 
you are a child again. I’ll be your father and take care of you” . . . 
He often talks now about his having been inside his mother. He often 
plays like a baby, in both voice and gestures, and uses baby talk . . . 
He often asks, “Who sleeps in that bed?” and answers his own ques- 
tion, “Father.” Then, “Who sleeps in that bed?” and answers “Mother.” 
He then insists that each remain in his own bed . . . He saw Father 
nude and commented on what a large penis he had. He then asked me 
if I too had a large penis. 

Three-year-old girls, as well as three-year-old boys, may dis- 
play Oedipal feelings. Sara permits her parents to put her to bed 
only after she is first permitted to sleep in her father’s bed. Her 
attitude toward her parents is graphically expressed in her re- 
sponse to her mother when the latter is especially good to her •— 
‘‘You are like an aba-le’ (a little father). 

At a still older age, the play of a four-year-old boy provides us 
with additional insight. It must be noted, however, that this boy 
— Yehuda — is not a typical child. He is a frequent masturbator, 
a constant thumbsucker, and the most passive child in his group 
— he never initiates aggression, nor does he retaliate when ag- 
gressed against. The following excerpt from our field notes, like 
those from the diary, speaks for itself. 

Yehuda makes a eastle of sand, and says it is a father. I (M.E.S.) 
ask where the mother is, and he says, “Here, by the side of the father,” 
and then proceeds to make a pile about one-fourth the size of the 
father. He then makes a “baby,” about the size of the mother, and a 
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‘‘brother,” who is smaller yet. He then destroys the “father,” and says 
immediately, “Here is Father again; he is in the army. Mother is in 
Tel Aviv. All the family traveled to Tel Aviv with the mother; only 
father remained alone.” . . . He makes a big “father” again and, saying 
that the mother has returned, he plaees her next to the father, and 
says that the baby has returned with the mother . . . He then throws 
sand out of the sandbox and says, “Father dies.” He repeats this 
statement, throwing more sand out of the sandbox . . . He then makes 
another pile, says, “Here is father” and asks me to look at the father. 

A final source of evidence for the existence of the Oedipus 
Complex is, like the first, indirect. If the Oedipus Complex exists, 
then, ex hypothesi, castration anxiety should exist. And there is 
some reason to believe that the latter anxiety is found among some 
at least of these children. In Group HI, for example, Israel was 
observed to point to Zeviah’s genitals and repeat a number of 
times that she has no penis. In still another case Zeviah looks at 
a bowl whose handle has been partially severed and says it is 
broken, that it has no '‘tussi.” Mimi says, no, it has a tussi but that 
it sways. The girls would not tell the observer what they meant by 
tussi, but it was his strong impression that they meant penis 
(although tussi is a corruption of the Yiddish word for buttocks). 

Mention must be made, too, of the great fear of barbers which 
characterizes almost all the younger children. Those in Group IV, 
for example, would refuse to permit their hair to be cut and would 
cry bitterly when the barber came. One boy is still afraid and, dur- 
ing the period in which this group was observed, he locked him- 
self in the toilet when he heard the barber was coming.'^ 

Since our data regarding the Oedipus Complex and related 
matters are meager, I suggest a speculative hypothesis. In the 
light of kibbutz socialization I would think that the psychosexual 
development of kibbutz children — a development that is inti- 
mately related to the development of the Oedipus Complex — 
would be quite different in the kibbutz than it is in Western 
society, as the latter is conventionally described. In the West the 
father is both nurturant and punitive, while the mother is con- 
ventionally described as primarily nurturant. In the kibbutz, too, 
this sexual division of labor exists, but the roles are reversed. In 
the kibbutz it is the adult female who is both nurturant and puni- 
tive (although the mother is exclusively nurturant, the nurse is 

^ In Groups III and IV, it should be observed, genitalia are used both as 
agents and victims of aggression. Children have been noted, for example, to 
pull or kick at another’s penis, and at least one boy threatens to urinate on any 
child with whom he is angry. 
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both nurturant and punitive so that both attributes would be 
ascribed to the synthetic female imago), while the adult male is 
exclusively nurturant. The consequences for psychosexual devel- 
opment which may be deduced from this structural feature of 
kibbutz family interaction are of considerable speculative interest. 

So far as the girl is concerned we would suppose that she has 
merely to remain attached to the nonpunitive (and seductive) 
male figure throughout the course of her psychosexual develop- 
ment, while, at the same time, she gives up her attachment to the 
female figure. The latter renunciation should not be difficult in 
view of the ambivalence which all children — males and females 
alike — have for the adult female as a consequence of her dual 
socialization role. The boy, on the other hand, must renounce his 
attachment to the exclusively nurturant male and channel all his 
sexual feelings toward a female, with respect to whom he has 
ambivalent feelings and of whom, therefore, he is frightened as 
well as enamored. 

We would expect, then, that it would be more difficult for the 
boys than for the girls to achieve an adequate sexual adjustment, 
and that there would be a greater tendency among boys than 
among girls to remain fixated at a homosexual level. This tendency 
should be strengthened by the fact that in identifying with his 
father the boy is identifying with a “feminine” figure (so far as 
the father’s relationship to the child is concerned) which, too, 
should tend to produce passive males with latent homosexual 
tendencies. 

If sabra development corresponds to this postulated outline, 
we would not expect to find the same constellation of factors 
which, in the West, is termed the Oedipus Complex. It is hoped 
that the projective tests will shed light on these speculations. 

SEXUAL IDENTITY 

Related to the problem of the Oedipus Complex is the question 
of the development of sexual identity in these children. For if 
they do not identify themselves clearly as either male or female, 
then they cannot establish differential relationships to adults of 
same and opposite sex. But our interest in the development of 
sexual identity transcends the problem of the Oedipus Complex. 
From a cultural point of view proper sexual identification is among 
the most important tasks of childhood. The reasons are not hard 
to discover. Proper sexual identification is necessary for cultural 
survival. Since most social roles are sex-linked, the playing of 
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those roles, and the acquisition of the sex-linked personality traits 
that are necessary for their successful performance, demand that 
one’s sexual identity be clearly perceived. But to the extent that 
self-identity consists in an identification with one’s social roles, 
sexual identity becomes a necessary condition for self-identity. 

Bases for sexual discrimination. Since sex-linked personality 
traits are, for the most part, learned rather than inherited, it is 
important to discover to what extent kibbutz socialization en- 
courages or impedes the development of same-sex identifications. 
It will be recalled from previous discussion that boys and girls are 
exposed to almost identical experiences in the various children’s 
houses, and that there is a deliberate attempt on the part of the 
nurses to minimize differences in behavior based on sex. Boys and 
girls eat, sleep, shower, excrete, and play together; they are 
taught the same games and are socialized according to the same 
techniques. 

What bases, then, do the children have for making sexual dis- 
criminations, and for identifying with a particular sex? The first 
such basis is the perception of differential sexual anatomy. Since 
kibbutz socialization does not taboo bodily exposure, and since 
the children have frequent opportunities for observing the nudity 
of both sexes, they become acquainted early with the more obvi- 
ous anatomical characteristics that differentiate the sexes. 

In addition to anatomy, however, the children have at least 
two other objective bases for making sexual discrimination — 
clothing and language. Although play-clothes are almost identical 
for both sexes — shirts and overalls in the winter, and shirts and 
shorts (or merely shorts) in the summer — there are important 
sex differences in the clothing worn in the late afternoon. These 
sabbath clothes continue to be shirts and shorts for the boys; but 
the girls’ good clothes are often dresses. Moreover, the boys wear 
cotton undershorts while the girls wear rayon panties. Finally, by 
the age of five boys and girls wear different types of shorts — 
those of the girls have elastic bottoms so that they fit the thigh 
snugly; the boys’ have no elastic. 

In addition to these differences in clothing, there are other 
sexual differences in dress. Boys and girls have different hair styles, 
similar to those generally found in Western society. Moreover, the 
nurses show a much greater concern for the girls’ than for the 
boys’ hair; they are at great pains to comb the girls’ hair attrac- 
tively and carefully, and they devote more time to combing the 
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girls’ than the boys’ hair. Finally, the girls are almost always 
given hair ribbons in the afternoon, whether they request them 
or not, while the boys are not given ribbons. 

Language also serves as a basis for sexual distinctions. The 
Hebrew speaker must, of necessity, make sexual discriminations 
in his speech, since Hebrew grammar strongly emphasizes sex 
gender in both nouns and verbs. All nouns are either masculine 
or feminine — there is no neuter — and the declination of a noun, 
as well as its modifying adjective, differs markedly as a function 
of gender. Hebrew verbs, too, are conjugated differently as a 
function of the subject (noun or pronoun) to which they refer. In 
learning to speak, therefore, the children must learn to identify 
themselves very early as males or as females. And once these 
distinctions are understood, the children insist upon them. When 
Ruth, for example, informed me that Naomi was ben chamesh 

— five years old — Naomi corrected her use of the masculine, hen, 
saying that it should be hat ehamesh, using the correct feminine 
form. 

Another linguistic phenomenon that aids in the acquisition of 
sexual identity consists in sex-linked personal names. Since the 
cultural inventory of names is smaller than the population of the 
kibbutz, and since all names are sex-linked, the same name is 
frequently used for a number of people (including fictional char- 
acters) — all of the same sex. Naming, then, serves to divide all 
persons into two separate classes — male and female. 

If factors such as these tend to encourage the perception 
of sexual differences and, hence, of the making of same-sex 
identifications, other factors which can contribute to the devel- 
opment of sexual identity, and which are normally found in other 
societies, are absent in Kiryat Yedidim. These factors have to do 
with sexual differences in parental roles. In most societies, alleg- 
edly, the child’s acquisition of sexual identity is a function of 
identification with the parent of the same sex, an identification 
fostered by the marked differences that ordinarily obtain between 
the roles of father and mother. In Kiryat Yedidim, however — 
after the infant is weaned, at any rate — there are few differences 
between father and mother in their parental functions. Both par- 
ents play a common parental role. In general the children seldom 
witness adult male roles; and the adult males with whom they are 
in most frequent contact — their fathers — interact with them in 
approximately the same ways as do their mothers. This structural 
aspect of kibbutz socialization is reffected in the children’s percep- 
tions of their parents. In the Moral Ideology Test, for example. 
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few differences emerged in the children’s perceptions of the social- 
ization roles of their two parents. 

To this structural aspect of kibbutz socialization there must be 
added still another. There is at least one adult role whose nature 
is clearly defined, and which is clearly sex-linked — the role of the 
nurse. Beginning with infancy the nurses — the most important 
socializers in the kibbutz — are exclusively female. Indeed, it is 
not until high school that the children encounter male teachers. 
Hence, none of the important models encountered by the child, 
whom he can imitate and with whom he can identify, can provide 
him with distinctive sexual differentiations. Maternal and paternal 
roles tend to blend into one parental role, and the distinctive role 
of the nurse is played exclusively by females. 

Identification with adult roles. Since sexual identity develops 
primarily through imitation of and identification with adult 
models, an analysis of the identifications found in children’s play 
can shed considerable light on our problem. We may begin with 
identifications found in fantasy play, in which the children 
explicitly label the adult roles they are playing. These identifica- 
tions are summarized in Table 17. 

Probably the most significant finding in this table, so far as 
identification with adult models is concerned, is the discrepancy 
between boys and girls in identification with adults of the same 
sex. Boys identify with adult males in only 16 per cent of their 
identifications, whereas girls identify with adult females in 47 
per cent of their identifications. Furthermore, although both boys 
and girls identify with adults of the opposite sex, boys identify 
with females twice as frequently as girls identify with males (see 
Table 18). In short, girls identify with adult female models more 
readily than boys identify with adult male models. It would ap- 
pear that the boys find it difficult to identify with male social roles, 
a not unexpected finding in view of the structural aspects of so- 
cialization discussed above. This is not all. The boys not only 
have difficulty in identifying with adult male models, but they 
actually identify with female models more than they do with 
male models. Indeed, identification with the nurse’s role is — for 
theoretically obvious reasons — the most important adult identifi- 
cation for both boys and girls.^ Thus the earliest identifications of 

® On the other hand, though many girls (in Groups III and IV) help the 
nurse in her daily aetivities — do the dishes, set and clear the table, and so on — 
not one boy was observed to perform these tasks. Nor are they interested in watch- 
ing the nurse perform her tasks. When the clothes are ironed, for example, girls 
frequently stand around the nurse to observe the process. Boys show no such 
interest. 
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children of both sexes, as measured by fantasy play, are preponder- 
antly with females.^ 

These findings are of the utmost importance. If the imitation 
of and/or identification with adult roles in fantasy play is a valid 
measure of sexual identification, we must conclude that the chil- 
dren of neither sex are entirely sure of their sexual identity — both 
identify with adults of opposite sex — but that the girls are much 

Table 17. Identification in the fantasy play of 
children in Groups II-IV,® by percentages. 

Model 

Boys 

(2 acts = 49) 

Girls 

(2 = 81) 

Animal 48 23 

Adult female 26 47 

Adult male 16 13 

Baby or young child 8 15 
Inanimate object 2 2 

® Because it contains only one girl, Group I is 

omitted from the sample. 

clearer about their sexual identity than are the boys. It must be 
noted, however, that there is increasing awareness by the boys 
of their sexual identity as they become older. In Group II all the 

Table 18. Comparison of same-sex and opposite-sex 

identifications of boys and girls. 

Same Opposite 

sex sex 

Boys 8 13 
Girls 38 11 

= 10.16 d.f. = 1 P = < .001 

boys’ adult identifications are with females; in Group III they are 
divided equally between males and females; and in Group IV the 
balance has shifted in favor of males. But in none of the groups 
do the boys’ identifications with males even begin to approximate 
the magnitude of the girls’ identifications with females. 

The sexual identity of the boys may be less ambiguous, how- 

® This finding is statistically significant. Thus, cTp rr 5.31, C.R. 4.33, 
P = <.002. 
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ever, than is suggested by these data when still another finding is 
considered. The preponderance of boys’ identifications — almost 
50 per cent — are with animals. The corresponding per cent for 
the girls, on the other hand, is only 23 (see Table 19). Since the 
animals with whom the boys identify are almost exclusively 
‘'masculine” — dogs, horses, frogs, snakes, and wolves — one can- 
not help but speculate on the possibility that animal identifications 
represent male identifications. And if this be so, then the boys’ 
infrequent identifications with adult males may be compensated 
by their overwhelming identification with animals. This hypothesis 
is consistent with the finding that while the percentage of animal 
identification in boys decreases with age, the percentage of 
explicit identification with adult males increases. 

If this hypothesis is valid, then the boys’ identifications, like 
those of the girls, may be said to be primarily same-sex identifica- 
tions. Still there remains one important difference. Girls’ same-sex 
identifications are with a well-defined, socially sanctioned social 
role — that of nurse — whereas boys’ same-sex identifications are 
with a vague, inchoate masculinity which is not translated into 
any identifiable social role. This finding assumes even greater 
significance if we examine the roles with which boys identify 
when they explicitly imitate adult male behavior. The male roles 
imitated include those of barber, doctor, driver, baker, electrician. 
Two of these roles (barber and doctor) are, in the adult society, 
played by non-kibbutz members; and not even one, it will be 
noted, refers to that role which the kibbutz deems most important 
— that of farmer. 

Table 19. Comparison of animal and non-animal 

identifications in boys and girls. 

Animal Non-animal 

Boys 24 25 

Girls 19 61 

x2 = 8.98 d.f. = 1 P = <.01 

It would seem from this analysis that, though neither sex has 
achieved complete sexual identity (for the girls, too, make cross- 
sex identifications), boys have a more difficult problem than girls 
in acquiring sexual identity. This finding is supported, moreover, 
by an analysis of parental identifications in fantasy play. In the 
two older groups — III and IV — approximately one-third of the 
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adult male identifications of the boys is with the father. Since the 
father, in fact, plays the same role as the mother in the child’s life 
it again appears that the male role is not a sharply defined one, 
and that there are few cues the male child can use for purposes of 
identification. In any event, the same conclusion emerges — girls 

identify more readily than boys with the social roles of adults of 
same-sex. 

The boys not only have difficulty in identifying with male 
roles, but some boys prefer to reverse their sex. In all four groups, 
for example, there are at least a few boys who sometimes insist 
on wearing ribbons and/or dresses, and the nurses always acqui- 
esce in these demands. In Group IV at least one boy told the nurse 
he wanted to be a girl, and there is another who usually urinates 
by sitting on a toilet like a girl. 

There is one girl (in Group IV) who displays similar behavior. 
She insists on urinating by standing like the boys. This girl cannot 
understand why it is that girls don’t stand up, like the boys, when 
they urinate. For a time she was obsessed with this problem, and 
insisted on knowing how her nurses, their husbands, her parents, 
and other adult members of the kibbutz urinated. So, too, we re- 
corded one instance of a girl’s (in Group III) expressing a desire 
to be a boy — “Tomorrow I’ll be a boy,” she said (to which one 
of the boys responded indignantly with, “Tomorrow you’ll be a 
girT), 

But fantasy play is not the only kind of play which entails 
identification and/or imitation. Play with toys, too, often involves 
identification with various adult persons or adult roles. This asser- 
tion, so far as our sample is concerned, is not entirely conjectural. 
In riding a bicycle or a toy auto, for example, the children fre- 
quently simulate the noise of an engine — indicating that they are 
driving “real” cars. But since our records do not distinguish be- 
tween play which is deliberate imitation of adult activities (simu- 
lating the noise of an engine, for example, while riding a bicycle) 
and other types of play, we decided to designate certain activities 
as “male,” and others as “female,” on the basis of our knowledge 
of kibbutz culture. Thus all acts of driving — autos, wagons, 
planes, horses, wheelbarrows, trains, and bicycles — were desig- 
nated as “male,” since all drivers in Kiryat Yedidim are males. 
Similarly all play with dolls and buggies was designated as 

“female,” since most caretaking of children is performed by the 
nurses. The conclusions are to be found in Table 20. According 
to these figures, boys do not have greater difficulty than girls in 
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Table 20. Identifications in children’s play of all types, 

for Groups II-IV, by percentages. 

Model 
Boys 

(S = 125) 
Girls 

(S = 139) 

Adult male 61 31 
Animal 18 13 
Adult female 16 46 
Young child or baby 3 9 
Inanimate object 2 1 

identifying with same-sex roles. If anything, the frequency with 
which girls identify with male roles would seem to suggest that 
it is they who experience the greater difficulty, as Table 21 re- 
veals. 

Table 21. Comparison of same-sex and opposite-sex 

models in boys and girls. 

Same Opposite 

sex sex 

Boys 76 20 

Girls 64 43 

= 8.86 d.f. = 1 P = <.01 

This lack of clarity about sexual identity is suggested by the 
sexual behavior of the children, as well. Boys and girls alike en- 
gage in a fair amount of homosexual behavior, the percentage 
ratio of heterosexual to homosexual behavior in Groups 
respectively being 29:21, 19:12, 17:34. At the same time a com- 
parison of the relative incidence of homosexuality among boys and 
girls tends to support the hypothesis that boys are more confused 
than girls with respect to sexual identity. For in two of the three 
groups for which there is evidence, boys are seen to be more 
homosexual than girls. 

Sex-linked play. Lack of clarity about sexual identity in both 
boys and girls is consistent with other findings which emerge from 
an analysis of children’s play. These findings, which are sum- 
marized in Table 22, reveal that there is little sex-linked play in 
children of this age. 

Neither homosexual nor heterosexual behavior is found in Group I. 
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Whether play be analyzed into types of play, separate play- 
acts, or number of children engaging in any play-act, the conclu- 
sion is overwhelmingly the same — boys and girls alike engage in 
the same kinds of activities. The notion that certain kinds of ac- 
tivity are exclusively female and others exclusively male is but 
slightly developed in these children. In short, boys and girls are 
primarily children rather than male children or female children. 

It should be noted, however, that sex-linked play, though in- 
frequent, increases as the children grow older. Thus, while in 
Group II, 85 per cent of all types of play were engaged in by both 
sexes, the percentage drops to 62 in Group III, and to 59 in Group 

Table 22. Classification of all play by sex,®^ by percentages.’^ 

Types of play No. of play acts No. of children 

II III IV II III IV II III IV 

Sex X, = 52 50 56 2 = 446 153 201 2 = 520 211 276 

Only males 10 10 21 3 9 7 2 4 6 

Only females 5 28 25 1 18 9 1 15 8 

Both 85 62 54 96 73 84 97 81 86 

^ Because it contains only one girl, Group I is omitted from the sample. 
^ Differences between unisexual and bisexual play for all three categories of the 

table are highly significant. 

Types of play: = 6.46 d.f. = 1 P = <.02 

Number of acts: = 53.6 d.f. = 1 P = <.001 
Number of children: x" = 50.4 d.f. = 1 P - <.001 

IV. Despite this trend the conclusion remains unambiguous: pre- 
ponderantly, boys and girls engage in the same kinds of play — a 
conclusion which is consistent with the previous finding that 
neither boys nor girls have yet acquired distinctive sexual identi- 
ties. 

Regardless of the extent to which they have or have not 
achieved sexual identity, neither boys nor girls exhibit any great 
tendency to differential sexual association. On the contrary, they 
not only engage in the same kinds of play but, in the case of 
group play, they tend to play together, rather than separately. For 
although much group play is unisexual in nature, children’s play 
groups are generally bisexual in composition. 

Sex-linked differences. Although these children have not yet 
acquired exclusive sexual identities, there are important person- 
ality differences between boys and girls which emerge in their 
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play. For though there are few sex differenees in types of play, 
Table 23 reveals that there are important sexual differenees in the 
frequeney with whieh eertain types are ehosen.^^ 

In the first plaee, boys engage in more strenuous aetivities 
than girls. In all groups and for both sexes play with toys is the 
most frequent play aetivity. But in all groups boys play with toys 
more frequently than girls, and, moreover, this differenee is most 
pronouneed in the case of macroscopic toys — which demand 
strenuous activity.^" This sexual difference can be interpreted in 
at least two ways. One might say that, in general, macroscopic 
play demands a greater use of muscle — alternatively, it involves 
greater 'docomotor interest” or “phallic qualities” — characteristics 
which are generally conceived of as more masculine than feminine. 
Hence, in view of the minimal stress on sexual differences in 
kibbutz socialization, and in the absence of a culturally explicit 
sexual classification of toys, this difference in frequency would 
tend to suggest an innate, biological basis for certain types of 
differential sexual behavior. 

I 

Table 23. Analysis of play"^ by sex, by percentages. 

Group II Group III Group IV 

Males Females Males Females Males Females 

Play (2 Acts = 251) (2 = 269) (2 = 94) (2 = 115) (2 = 119) (2 = 149) 

Toys 37 25 54 40 33 26 

Microscopic 23 18 24 21 26 23 

Macroscopic 14 7 30 19 7 3 

Fantasy 8 8 22 30 11 21 

Verbal and visual 17 23 G 14 18 21 

Locomotor 21 21 14 10 14 7 

Sand, natural objects 11 13 4 2 23 25 

Clothing 2 0 0 0 0 0 

Excreta 2 2 0 0 0 0 

Miscellaneous 2 2 0 4 1 0 

» Because it contains only one girl, Group I is omitted from the sample. Chi square test for sexual 

differences in total sample: 

x2 = 20.04 d.f. = 5 P = <.01 

An alternative interpretation suggests itself, however, which 
stresses a cultural basis for the difference. Most of the macroscopic 
toys are models of objects used by adults, and specifically by 
males. Cars, horses, trucks, and tractors are driven exclusively by 
males in the kibbutz. To the extent, therefore, that play on tri- 
cycles, horses, autos, and so on involves identification with adults 
or imitation of adult activities — already suggested as a valid 

For a description of these categories, see pp. 147-151. 
This difference is highly significant, crop = .022, C.R. = 3.18, P— <.001. 
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assumption — and to the extent that these adult aetivities are sex- 
linked, it would be expeeted that more boys than girls would ex- 
hibit this kind of play. That this interpretation is at least partially 
correct is indicated by two findings that do not emerge from the 
table. In the first place, boys often simulate the noise of an engine 
when they ride the tricycle or the auto, and girls never do. Sec- 
ondly, in those instances in which the boys and girls of Group 
III “travel’' together in their toy auto, the boys are always the 
drivers and the girls the passengers. 

Despite these cultural considerations, however, the biological 
hypothesis receives additional support from still another category 
of play — locomotor. The latter, it will be recalled, includes gross 
physical activity — such as gymnastics, climbing, running — that 
does not involve the use of a toy. Now, with one exception (Group 

11, in which the percentage for boys and girls is the same) the 
percentage for the boys is higher than that for the girls. And since 
these locomotor activities do not involve the imitation of adult 
roles, it is hard to account for these sexual differences except in 
terms of biological determinants. 

A second difference between girls and boys, as revealed by 
their play, is the greater artistic, verbal, and fantasy facility 
of the girls. This is demonstrated by a number of play variables. 
If microscopic play is grouped into the two subclasses of “me- 
chanical” (play with autos, planes, building blocks, tin-can, re- 
pairing, and so on) and “artistic” (clay modeling, finger painting, 
drawing, and so on) play, the boys are consistently more mechani- 
cal than the girls, while the latter are more artistic. Again one is 
tempted to speculate on the basis for these sex differences in a 
culture whose socialization system minimizes sexual differences. 
This temptation is increased when it be further noted that in all 
groups girls exhibit more “verbal and visual,” as well as more 
“fantasy,” play than boys. Indeed, the quantitative difference 
between boys and girls in toy play seems to be made up by the 
girls’ preponderance in these latter two types of play. Again, it is 
difficult to account for these sex differences merely in terms of 
culture; for artistic and verbal and visual activities are performed 
in the kibbutz by both males and females. It might be suggested, 
however, in lieu of a biological interpretation, that these activities 
are identified by the children as part of the nurse’s role, and to that 
extent the greater preponderance of girls suggests an imitation 
of this feminine role by them. But this interpretation does not 
account for the sexual difference in fantasy play (see Table 24). 
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Table 24. Comparison of ‘'masculine” and “feminine” 

activities in boys and girls. 

Macroscopic F antasy 
and and 

locomotor verbal/visual 

play play 

Boys 159 133 
Girls 124 198 

= 15.66 d.f. - 1 P = <.001 

A final sexual difference in play is to be found in greater 
''maternal” behavior among the girls. This conclusion derives from 
doll play. Girls play with dolls much more frequently — even in 
that group (II) which exhibits the smallest sex difference, the 
ratio is 2:1 in favor of the girls — than do boys, and since fathers 
play with children as frequently as mothers, it cannot be argued 
that the girls are imitating a socially prescribed maternal role. In 
this case, however, one need not postulate a maternal instinct 
which supersedes any cultural arrangement. Doll play may well 
represent an imitation of the role of nurse, and there is indirect 
evidence, at least, to support the latter hypothesis. Nurses, we have 
already seen, are the most important adult identifications for all 
children in fantasy play; and the girls imitate the nurse’s role 
in non-play activity as well. While it is true that children of both 
sexes may exercise socialization functions, those of the boys are 
restricted to the socialization of aggression. The girls, on the other 
hand, manifest such "maternal” behavior as helping younger 
children to dress and eat, or consoling a victim of aggression. The 
maternal behavior of the girls is revealed, finally, in their integra- 
tive behavior. In all groups girls exhibit more integrative behavior 
(aid, assist, share, cooperate) than the boys, and in some groups, 
as Table 25 reveals, the discrepancy between the sexes is very 
great indeed. 

If all the major categories of interaction — integration, conflict, 
aggression — are analyzed by sex, other important sexual differ- 
ences are revealed, as well. In the eighteen comparisons sum- 
marized in Table 25, there are consistent sexual differences in all 
but two. In all groups girls are more integrative than boys and 
boys more disintegrative. (In all groups boys engage in more acts 
of conflict than girls, and in all but one group the boys engage in 
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more acts of aggression than the girls.) Boys, moreover, are the 
recipients of the girls’ excess integration (boys are integrated 
more than girls), but girls are the recipients of only part of the 
boys’ excess disintegration. For though girls are the more fre- 
quent victims of conflict, boys are the more frequent victims of 
aggression. 

Table 25. Comparative sex differences^ in integration, conflict, and aggression.'’ 

Group Integrator Integrated Conflictor Conflicted Aggressor Aggressed 

II 

III 

IV 

boys < girls 

boys < girls 

boys < girls 

boys > girls 

boys > girls 

boys > girls 

boys > girls 

boys > girls 

boys > girls 

boys < girls 

boys < girls 

boys > girls 

boys < girls 

boys > girls 

boys > girls 

boys > girls 

boys > girls 

boys > girls 

^ Because it contains only one girl, Group I has been omitted from the sample. 

Sex differences in behavior were discovered by comparing intragroup means. 

Though more integrative than the boys, girls also display more 
frequent symptoms of regression than the boys. In all groups but 
one, for example, girls have a higher incidence of thumbsucking. 
And in the two groups for which there are data, girls exhibit more 
regressive play than do boys. In fantasy play girls are almost 
twice as regressive as boys (Table 17), and in all play they are 
three times as regressive (Table 20). 

Finally there are important differences between boys and girls 
in sexual behavior. Exclusive of sexual interaction with adults, 
boys are more sexual than girls -— if frequency of all sexual acts 
be taken as a measure of “sexuality.” The author can suggest no 
reasons for this observed sexual difference except to point out 
that it is easier to observe masturbation in boys than in girls, and, 
in the two older groups at least, it is precisely in autosexual be- 
havior that the boys preponderate. 

That boys are more sexual than girls is found to hold in the 
children’s sexual interaction with adults, as well. Boys initiate 
sexual interaction with adults more frequently than girls in three 
of the four groups studied. 

Many of these differences are not statistically significant. Nevertheless, the 
fact that the direction of the difference is consistent among all the groups tends 
to indicate that the differences are real. 
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CHAPTER 1 1 ■ MIDDLE CHILDHOOD 

Until they enter sehool, the ehildren live in dwellings com- 
prised of only one kevutza each, and for most purposes the kevutza 
is their effective social group. At the beginning of their formal 
schooling there is no change in this picture, for the first grade, or 
Transitional Class, is neither a physical nor a social part of the 
grammar school. Hence, when the kindergarten children attain 
first-grade age (at approximately six years) their formal education 
begins, but they still remain in their kindergarten dwelling. It is 
believed that the changes attendant upon their new educational 
experiences should not be added to those which would derive 
from moving the children to a new building and exposing them to 
a larger group. 

After completing first grade, however, the children not only pass 
into the second grade, but they move into the Grammar School 
(bet-sefer). Here their interactional group is expanded to include 
not only their own kevutza, but the entire student body. It is this 
group of children, from the ages of seven through twelve, that we 
shall now examine. 

FORMAL STRUCTURE 

Physical. The Grammar School is a white stucco, two-story 
building surrounded by a wide lawn and a playground. On both 
floors there are three bedrooms, a classroom, a shower, and a toilet. 
There is, in addition, an isolation room on the second floor, and a 
third classroom in the basement. Although the school is a com- 
bined classroom-dormitory building, it has no eating facilities; the 
dining room is a wooden building about fifty yards from the school. 
Attached to the school are a small vegetable garden and a poultry- 
run which are tended by the children. 

There are three kevutzot in the school, each with approxi- 
mately sixteen members, and each occupies its own bedrooms. The 
typical bedroom contains eight beds. Next to each bed there are 
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a small stool and a night-stand. In the wide halls between the 
north and south rooms, there are toilets with doors. Aeross the 
hall from the toilets is a shower room eontaining shower-stalls, a 
bathtub, and benehes whieh line the walls. Wall hooks for the 
toothbrush and towel of eaeh ehild circle the room. On the walls 
of the staircase are hooks for the children’s jackets, and a shoe-rack 
is on the hallway landing. 

Although most objects are collectively owned, the children 
possess some private property, which they may acquire in one of 
three ways. First of all, each child (like his parents) receives an 
annual cash allowance of one and one-half Israeli pounds (about 
one-and-a-half dollars) to spend as he wishes. Second, parents 
may buy presents for a child from their (the parents’) annual cash 
allowance. Third, the child may receive presents from relatives 
who live outside the kibbutz. Hence all the children own such 
inexpensive objects as marbles, pencils, and books, and such 
moderately expensive articles as rollerskates. A few children own 
watches, an '"expensive” object in the kibbutz, possessed only by 
those with relatives outside the kibbutz. Watches constitute the 
only form of wealth which is unequally distributed.^ 

Schedule. The daily schedule for the Grammar School is stand- 
ardized for the entire year, except for the summer vacation months 
and for special occasions, such as holidays. The children rise at 
6:30 and are ready for their day’s activities at 6:45. From 6:45 
until 7:30, two of the kevutzot work while one starts its first class 
of the day. Breakfast is eaten from 7:30 to 8:00. All three classes 
meet from 8:00 to 9:30, followed by a recess from 9:30 to 10:00, 
at which time they also have a snack {aruchat eser). The two 
younger groups have classes until 12:00, the older group until 
11:45, for the latter group may have additional work responsibili- 
ties from 11:45 until 12:00. Dinner is eaten from 12:00 until 12:45. 
From 12:45 to 1:00 the children take their showers, and some go 
to the library (one of the classrooms also serves as a library) to 
exchange books. From 1:00 to 2:30 the children rest or nap. At 
2:30 they have an afternoon snack (aruchat arba), after which the 

youngest kevutza is free for the afternoon, while the two older 
kevutzot have classes until 4:00. After 4:00 all the children are 
free until supper, which is served at 6:00. After supper the chil- 

^ The existence of private property in luxuries, and its unequal distribution, 
is an innovation that has accompanied the introduction of private property into 
the adult kibbutz. It would have been unthinkable in the past. 
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dren usually visit their parents, returning to the school at 8:15 to 
sleep." 

Staff. Since there are a total of six nurses and teachers for the 
forty-five children in the school, the supervisor-child ratio is 1:7. 
Both nurses and teachers are female, and both work with a par- 
ticular kevutza throughout the latter's stay in the grade school. 
As the children pass from a lower to a higher grade, they do not 
change teachers or nurses (unless the latter retire from their 
positions) but remain with the same adults from their seventh 
through their twelfth year. The nurses in the grade school often 
have less professional training than those who work with younger 
children, since they are not responsible for the intellectual devel- 
opment of the children. They are primarily mother-surrogates as 
well as housekeepers, doing all the heavy work in the dwelling, 
including the cleaning, ironing, and mending. 

Unlike the nurses, teachers receive specialized training, gen- 
erally in a teacher’s college which is affiliated wtih the kibbutz 
movement. In this way the kibbutz is assured that its teachers will 
have been trained in kibbutz ideology. This is very important, since 
their function is not only to impart knowledge to the children, but 
also to train them in kibbutz values. Hence the teacher of each 
kevutza is known as its mechanech, or ‘"educator,” rather than 
merely as “teacher.” 

In addition to the mechanech, each class has teachers for 

instruction in specialized subjects. These teachers — of music, art, 

and English — may or may not have specialized training, and may 

or may not be members of the kibbutz. The children are exposed 

to them infrequently, however, since these subjects are taught 
only twice a week. These teachers are not viewed as members of 

the faculty, and they have no decision in the determination of 
general policy. They are known as morim chelkiim, parttime 

teachers. 

The teachers keep the parents informed of the progress of 
their children. Should a child have special difficulty in school, 

either of an emotional or intellectual nature, the teacher arranges 

^ The summer schedule is, of course, different from the winter, since the 
children have vacation from classes during the months of July and August. If 
they remain in the kibbutz, the only schedule to which they must conform 
is restricted to the times of rising, eating, rest, and bedtime. Otherwise their 
behavior is unsupervised. Usually, a student from the high school is appointed 
to work with them as a “play director” during the summer, and he may take them 
swimming or hiking during the day, or arrange for various group activities in the 
evening. 
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a meeting with his parents in order to diseuss the problem with 
them. In addition, the teacher arranges a meeting with all the 
parents at the end of the academic year for a progress report on 
the class as a whole. She tells them what material was studied 
that year, the proficiency with which the students performed, and 
her plans for the coming year. 

Childrens society. The children, it will be remembered, are 
members, not of the kibbutz, but of the chevrat yeladim, the 
‘'children’s society.” The latter, according to The Federation’s 
educational philosophy, represents an attempt to use the educa- 
tional system explicitly to create the kind of personality and future 
society that the kibbutz deems desirable. The kevutza is viewed 
as the “core” of the children’s society, and every attempt is made 
to strengthen the child’s identification with it. Upon entering the 
school, each kevutza adopts a name by which it is henceforth 
known. Rarely is a kevutza referred to by its grade — first, second, 
third, for example. Children, teachers, and the entire kibbutz 
almost always use the kevutza name when referring to it or to its 
individual members. This name, adopted from nature, history, or 
ideology, is retained by the kevutza from its entry into the grade 
school until its graduation from high school. By then this name 
has been so intimately identified with the members of the kevutza 
that when they become members of the kibbutz itself, they con- 
tinue to be designated, in conversation or at meetings, by the 
name of their erstwhile kevutza. 

The various kevutzot comprise the chevra, or society; and the 
children’s society, like that of the adults, is characterized by self- 
government. They have their own general assembly (siehat 
chevra) during which their common problems and goals are 
discussed. The meeting is presided over by an elected officer, usu- 
ally a student in the sixth grade, and decisions are made by open 
vote — although the teacher who is advisor to the chevra may 
attempt to influence the vote. 

FORMAL EDUCATION 

Goals. “The purpose of our (grade school) education,” states 
an educational pamphlet of The Federation, 

. . . is to assure to each child a happy life, so as to bring the maximal 
good to his society; that is, education that is meant to foster a healthy 
child — psychologically, physically, and spiritually. (Therefore, he 
should be characterized by) joy, love of society, optimism and humor, 
trust in men, and tolerance for the other person and his opinion. 
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It therefore follows, according to this same pamphlet, that it 

is more important to develop critical thinking and independence 
of thought than to transmit mere facts. Hence the minimal goals 
to be attained by the student are: (1) an understanding of, and 
a desire to be active in, his society; (2) an ability to express his 
thoughts and feelings; (3) an ability to meet life’s crises; (4) the 
three R’s; (5) an ability to use cultural artifacts; (6) the value of 
artistic and intellectual experiences. 

Curriculum. The curriculum and teaching methods to be de- 
scribed have, for the most part, been taken from the standards set 
by the Department of Education of The Federation. Almost all 
subjects are taught according to the “project method.” 

For the first and second grades it is recommended that the 
project be taken from the immediate surroundings of the child; 
that each project be one or two weeks in length, so that there are 
about twelve a year; and that the important sources be the chil- 
dren’s own experiences and observations, while doing and making 
things. 

For the third and fourth grades it is recommended that the 
project be taken from the immediate, but a broader and more com- 
plex, environment; that it be about four weeks in length; and that 
the important sources, in addition to those noted above, include 
books. 

For the fifth and sixth grades it is recommended that the 
project be broad, including many lands and peoples, both past 
and present, and embracing the entire world; that it be six weeks 
in length, including about five projects in all; and that the follow- 
ing subjects be covered during the year: agriculture, literature, 
zoology, botany, biology, geography, cultural history, and art. 

The following projects are suggested for each of the two-year 
periods. For the first two years: 

1. Animals: a list of about twenty, “from the dog to the ant.” 
2. A list of approximately ten flowers in the immediate en- 

vironment. ' 
3. Seasons of the year, including such natural phenomena as 

wind and rain. 
4. Agricultural seasons: planting, harvesting, etc. 
5. Hikes, to forests, mountains, wadis, etc. 
6. The man in the kibbutz economy — shepherd, gardener, 

carpenter, etc. 
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7. Our chevra: our house, our kibbutz, etc. 
8. Holidays: Chanuka, Passover, May Day, etc. 
9. Activities: all adult activities of the kibbutz. 

10. Times: day, afternoon, night, etc. 
11. Machines: various machines used in the kibbutz. 
12. Stories: Pinocchio, Eskimos, Indians, etc. 

For the third and fourth grades, the projects include: 

1. The animal world: chicken coops, birds, bird nests, ants, 
etc. 

2. The botanical world: orchard, woods, garden, etc. 
3. Homeland: its conquest, our kibbutz and the city, Jewish 

National Fund, etc. 
4. Cultural history: architecture, fire, money, clothes, early 

man, etc. 
5. Ourselves: our chevra, camping, etc. 
6. Holidays: stressing the agricultural and political holidays. 
7. Bible: our shepherd fathers; Joseph and his brothers, etc. 

For the fifth and sixth grades, the projects include: 

1. Animate world: migrations of birds, orchards, fields, etc. 
2. Cultural history: our food, fire,'mail, books, etc. 
3. Homeland: water resources, the Emek, Mt. Carmel, etc. 
4. Activities: photography, health, musical instruments, etc. 
5. Bible and literature: from slavery to freedom, from tribe 

to nation, the child in literature, Bialik, Shalom Aleichem, 
etc. 

Ideological emphasis. Before describing the actual classroom 
situation, one aspect of kibbutz education (more heavily stressed 
in the high school than in the Grammar School) which cannot be 
inferred from merely reading the curriculum must be described. 
This is the ideological nature of kibbutz education. The kibbutz 
schools are more than academic institutions. Courses are taught 
not only for their academic interest, but for the truth which they 
contain. Hence one of the primary functions of the kibbutz schools 
is to transmit the sacred values of the kibbutz to the younger 
generation. As the educational journal of The Federation puts it, 
the aim, even of the grade school, is the “planting of a deep emo- 
tional attitude to the basic political values (Zionism, Socialism, 
Kibbutziut), of The Movement.” Hence, 
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The aims which express our Weltanschauung should be expressed 

in every study-project, in every discussion, and in every socio-cultural 
activity. In every subject — nature, the Homeland, Bible, economics 
— one should uncover the political causes that are concealed in these 
subjects: criticism of society, social injustice, existence of social classes, 
national oppression. Exile and suffering of Jews, wars, positive attitude 
to science and the progress of science, faith in man and in his ability, 
emphasis on progressive ideas in history, literature, and the Bible. 

Thus, all courses in the humanities and the soeial seienees are 
taught “in the light of Marxism.” For though seholarship, it is 
believed, will sueceed in diseovering new faets about the nature 
of the universe, soeiety, and man, the method by whieh these 
faets ean be best understood has already been diseovered — this 
is the Marxist method. Since the kibbutz affirms unqualifiedly that 
Marxism is true, there is little point in presenting alternative views, 
exeept to point out their errors. Many classroom discussions, there- 
fore, are not merely diseussions; they are ideological indoctrina- 
tions which are labeled, however, as seientifie truth rather than as 
ideology. 

It is inevitable that this ideology should be most frequently 
expressed in terms of eontemporary political events. In the grade 
school, for example, when interpreting the story of the Biblieal 
Samuel, a boy in the sixth grade compared the modesty of Hanna 
with that of The Party, and the arrogance of Pnina with that of 
an opposition party. When studying the soeial organization of 

ants, their teaeher asked the students of the fourth grade to what 
in the human world slave-holding ants eould be eompared. Two 
answers were given — the Amerieans and the bourgeoisie. When, 
in the same lesson, they learned about big ants who attaek smaller 
ants, the analogy to the big Arab states attaeking the small state 
of Israel was volunteered.^ 

® But it is not only in the classroom that the teacher attempts to transmit 
political truths. When, for example, asked by the children if I were ‘'for 
America” or “for Korea” in the then-raging Korean War, I said that I could not 
answer the question as it was phrased, and that, in order to answer it, I would 
have to discuss the whole Korean situation. The following day the fourth-grade 
teacher came to my table in the children’s dining room and, saying that I had 
been asked an “interesting” question on the previous day, requested that I 
answer it. Immediately the other teachers and nurses came to the table to hear 
the answer. When I replied that I could not answer the question with a simple 
yes or no response, the teacher said, with all the children listening, that kibbutz 
children do not need long “explanations.” They know, when a strong bully 
attacks a weak person, that they instinctively go to the latter’s defense. She then 
turned to the problem of the Negro in America, saying that “all” Americans 
have a blind spot with respect to the Negroes, and that they always end a 
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Teaching methods. The discussion method, rather than the 
formal lecture, is the customary classroom procedure. The teacher 
generally attempts to make the subject matter meaningful in terms 
of the child’s own experiences and his immediate (physical or 
temporal) environment. In a fourth-grade art lesson, for example, 
the objects cast in plaster-of-Paris were animals and flowers with 
which the children were immediately familiar; in seeking for a 
subject for a drawing class shortly before the advent of Passover, 
the teacher suggested that the children draw a Passover scene. 

This emphasis on the experience of the child is generalized to 
include an emphasis on experimentation as one type of personal 
experience. In the second grade, for example, the teacher com- 
pleted the project on flowers by discussing the differences between 
flowers and men. After other children had suggested the more 
superficial differences, one said that men, but not ffowers, breathe. 
Others pointed out, however, that flowers breathe, too. The 
teacher asked them how they knew this to be the case, and they 
replied that it was written in their books. The teacher said that 
such an answer was unsatisfactory; it was not enough to know 
what the book knows, but also how the book knows. She then 
described an experiment in which a flower was put in a vacuum. 
This account interested them greatly, and they were unusually 
attentive. Similarly, a cocoon was kept on the front desk in the 
sixth-grade room so that the children could observe what they 
were being taught — the development of the mature animal from 
the larval stage. In the midst of a grammar lesson, one day, the 
cocoon started to open, and the butterfly began to emerge. The 
children, although absorbed in their lesson, ran to the desk to 
observe this event. Again, the fourth grade, which was studying 
about ants, systematically observed an ant hill every day. 

But the teacher attempts to relate the materials not only to the 

child’s immediate experiences, but to his deepest interests as well. 

In a second-grade lesson in arithmetic, for example, the exercises 

in addition and subtraction were concerned with the winning 

and losing of marbles — an activity in which almost all the chil- 

dren were temporarily absorbed. 

Another characteristic of grade-school teaching is the extraor- 

dinary amount of classroom time which is devoted to writing. 

After the discussion of a subject has been completed, the students 

discussion of the Negroes with, “Would you like your daughter to marry a 
Negro?” And the same is true of Korea. 

This, then, is one, among many instances, in which children receive their 
political education in a non-formal manner. 
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summarize in their notebooks what they have learned. The dis- 
proportionate emphasis on writing is necessary, according to the 
teachers, because of the poor textbook situation — textbooks are 
either lacking or deficient. Hence much of the material must be 

presented by the teacher, and by putting this information in their 
notebooks, the children acquire permanent records of the material. 

Discussions are not the only subjects for notebook entries. 
Almost all intellectual or group experiences are recorded. After 
spending the morning observing ants, the children return to the 
classroom to record what they have observed. Upon returning 
from a hike, they write an essay recounting their experiences. In 
addition to writing up each lesson or experience, each project is 
recorded upon completion. Everything must be written in ink, and 
the notebooks are then bound. The children, moreover, are re- 
quested to write many essays and themes. Almost any group ex- 
perience becomes a subject for an essay. So, too, they are fre- 
quently requested to copy passages from a book, a chapter from 
the Bible, and so on. Indeed, there seems considerably more writ- 
ing and talking in the kibbutz school than there is reading. One 

cannot help but get the feeling that the children spend a dispro- 
portionate amount of time in the sheer mechanics of lessons and 
projects, to the detriment of the subject matter itself. 

The teachers place great emphasis on creativity and imagina- 
tion. Indeed, this is a primary justification for the writing of essays. 
The teachers claim that the practical and realistic environment in 
which the children live has a tendency to mute their creative and 
fantasy lives, and that the writing of essays enables them to 
transcend this practical world. When the children read their essays 
in class, the points which the teachers particularly single out for 
praise are the imaginative elements. Such characterizes the com- 
ments of the art teacher as well. It is not so much technique that 
she praises, since, as she tells the children, technique is to a 
considerable extent a matter of talent; it is rather, the level of im- 
agination revealed by the drawings which evokes her commenda- 
tion. This emphasis on fantasy emerges in other subjects, as well. 
For example, when a child reads a Biblical passage aloud, the 
teacher digresses from the discussion of content to point out such 
stylistic points as a nice phrase, a choice word, a beautiful image. 

Despite the emphasis on discussion and writing, the teachers 
employ visual techniques to a considerable extent. The blackboard 
is in constant use. When the teacher asks for suggestions for an 
essay or a picture, or for the site of a hike, the suggestions in- 
variably are listed on the board. When a teacher discusses the 
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Ten Plagues with a second-grade class, the plagues are written on 
the board, each in a different color. 

A final characteristic of kibbutz teaching methods — one 
which is found in the high school as well as the Grammar School 
— is the absence of competitive rating systems as a motivational 
technique. All students are promoted at the end of the school 
year, regardless of their performance. The system of passing and 
failing, it is held, places a stigma on the dull student and, more- 
over, it violates the kibbutz ideals of equality and of equal op- 
portunity. Consistent with this educational philosophy is the 
absence of examinations or grades which, until recently, char- 
acterized this system. The latter were viewed either as unneces- 
sary — intellectual curiosity being a sufficient motive for study 
— or as undesirable — they would induce competitive feelings 
and insecurity among the students. Recently, however, examina- 
tions in the guise of '"questionnaires” have been introduced; and 
grades have found their way into the system in the form of 
teacher-evaluation of written work. 

There are two types of questionnaires. At the end of a block of 
work, the teacher may give the students a list of questions, to which 
they write answers and read them aloud when called upon. The sec- 
ond, and more elaborate type covers and entire project. The an- 
swers, which are submitted on completion of the project, are 
graded. But the grades are used to indicate how well a student is 
performing, and not to determine whether he should pass or fail. 
In general, the students are eager to know their own grades as 

well as the grades of their fellows. They are not embarrassed to 

have their grades made public, the teachers claim, since everyone 

already knows the level of their performances. This argument may 

not be entirely cogent. It is true, however, that since grades are 

not used for purposes of promotion or retardation, and since the 

students are not under the psychological pressure that examina- 

tions often induce (they answer the questionnaires outside of 

class, and have the entire quarter in which to complete the work) 

the competitive element that usually characterizes our own school 

system is less intense in the kibbutz.^ Hence the punitive aspect 

* There are certain elements of competition in the high school, however. 
Athletic events are usually competitive, and there is competition among the 
kevutzot for excellence in various kinds of extracurricular activity. These are all 
group activities, however, so that there is little opportunity for feelings of 
personal glory or personal failure. 

One of the very few personal competitive events in the high school is tlie 
literary competition sponsored by the student newspaper. Prizes (books) are 
awarded to the winners. The year of this study, thirty-one students entered the 
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of our own system with its competitive grading, and its attendant 
potential meaning of loss of love, insecurity, lack of success, and 
so on, is generally less intense as well. 

Despite our remarks about its permissive, nonpunitive struc- 
ture, there are certain aspects of the classroom situation, poten- 
tially anxiety-provoking, which must be mentioned. The first 
concerns primarily the behavior of the teacher. The teachers, it 
will be remembered, employ the discussion method almost ex- 
clusively; and to the extent that a child is ego-involved in his 
studies, he is ashamed, if he is ignorant of the subject, by his 
inability to participate in the discussion. Secondly, the teachers 
tend to prefer the “brighter” students, and the child who desires 
the love of the teacher perceives those children who are brighter 
or more verbal than he, as competitors. Finally, the emphasis on 
group criticism can potentially engender competitive, if not hostile 

feelings among the children. Frequently, for example, the chil- 
dren read their essays aloud, and the others are then asked to 
comment. Only infrequently could we detect any hostility in the 
criticisms of the students, and often the evaluations were filled 
with praise. Nevertheless, the possibility of a child’s developing 
hostile or envious feelings toward those whose work is more 
highly praised by either students or teacher, is real. In short, the 
environment is not always supportive. 

A second source of potential anxiety stems from the absence 
of a structural separation between classroom and dormitory, an 
absence which permits personal difficulties in the one to “spill 
over” into the other. Irvine has drawn explicit attention to the 
possible consequences of this situation: 

The child who fails in school work cannot localize his difficulties 
into a dislike of school, since the school is an indistinguishable part of 
the home, nor can he as a rule project them comfortably on to the 
teacher, who is not at a convenient distance, being something between 
a big brother and a father ... It is more difficult for him to split it 
off from the rest of his life than it is for a child for whom home and 
school are separate entities; it therefore tends to have a more pervasive 
effect in undermining his self-respect and group status. 

Intellectual interest. Despite these potential sources of anxiety, 
the pedagogic techniques of the teachers appear to be very 

competition. First prize was awarded to a senior who argued, in an essay entitled, 
“Should There Be Prizes in Our Life,” that prizes should not be awarded in the 
high school. 

^ Irvine, “Observations on the aims and Methods of Child Rearing,” p. 252. 
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effective, as judged, at least, by the generally high level of interest 
maintained in most subjects. Frequently our notes record such 
observations as, '‘They appear very interested,” "They seem to be 
highly motivated.” The general level of interest is reflected 
also in the children’s eagerness to participate in class discussion 
and to express their opinions. The motivation for such participa- 
tion is, of course, a matter of conjecture. In addition to their 
interest in the materials, it may be motivated by a desire to 
impress their teacher — for they almost always address them- 
selves to her, rather than to the other children — or by a desire 
to express themselves as individuals when the opportunity arises, 
instead of always being a part of a group. 

In general, however, the children seem to be sincerely in- 
terested in their school work and are motivated to study without 
external inducements. And their interest in books and in reading 
extends beyond the classroom. For many of the children reading 
is a favorite pastime. When they awaken in the morning, they 
read until it is time to get up. In the afternoon almost all the 
children read before taking their naps, and some read during the 
entire rest period. This reading, which consists for the most part of 
novels, biography, and history, is entirely spontaneous — neither 
the nurses nor the teachers exert pressure on them to read.® 

Classroom behavior. The kibbutz classroom, in both the gram- 
mar and high schools, is marked by the greatest degree of in- 
formality. The discussion method and the absence of techniques 
of competitive and punitive motivation contribute to this in- 

® Related to this interest in books and in study is the general curiosity of the 
children. Since their world is small, there are few new stimuli within it to elicit 
their curiosity, but a strange person or object immediately arouses their interest, 
and they are quick to ask questions. A few minutes after I first began to take 
notes on the behavior of the children, for example, two second-grade girls ap- 
proached to inquire about what I was writing, and why had I come to the kibbutz 
anyway? When I replied that I had come in order to observe their lives, one 
asked, “Why? Don’t they eat and sleep in America too?” For several weeks after 
his observations began, children continued to sit by him and ask what he was 
writing. 

The children not only wanted to know what we were doing, but what America 
was like. Frequently, before they went to sleep at night, they would ask me to 
tell them about America, and were eager to hear as many details as possible. 
Curiosity about the psychological tests was very high. Like many other interests, 
this curiosity did not last long, but while it lasted, it was intense. Each child 
would insist that he be tested first or that he be the next to be tested. Curiosity 
about new gadgets is another indication of this general trait. The children had 
never seen a tape recorder, and when I brought mine to the school, the children 
swarmed about it, observing it from every angle. On the other hand, few, if any, 
wanted to know how it worked, or what the nature of the mechanism was. 
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formality. But there are at least two other aspects of the kibbutz 
school which are the major determinants of informality. 

There is, first of all, a structural (in a literal sense) basis for 
this informality. In both the grammar and high schools the 
dormitory and classroom building are one, so that there is no 
transition from the building in which one sleeps and plays to the 
one in which one studies. And, it soon becomes apparent that this 
lack of physical transition is accompanied by an absence of 

psychological transition as well. The same informality that char- 
acterizes the interaction of the students in their dormitory rooms 
characterizes their interaction in the classrooms. The students’ 
dress, which refiects this lack of transition, contributes to the 
spirit of informality. In both winter and summer, shorts constitute 
the standard clothing for both males and females, whether in 
dormitory or classroom; in the summer, shoes are rarely worn in 
either place. 

A second basis for classroom informality is inherent in the 
student-teacher relationship, part of whose characteristics are 
structural and part of which derive from kibbutz educational 
philosophy. Structurally, it should be emphasized, the teacher in 
the kibbutz occupies a status different from his status in most 
other societies. The teacher is a member of the community — a 
chaver kibbutz — in which the child lives. The students generally 
know him before they enter his class, and they continue to see 
him outside the classroom in his various roles of parent, spouse, 
chaver, and so on. Furthermore, the teacher is a friend — and 

sometimes an antagonist — of their parents, and the children hear 
his name mentioned at home with the same frequency and affect 

as the name of any other chaver. Hence, the teacher is not a person 

from a different world, who is seen only in the classroom, and who 

can maintain the authority and formality that is so frequently a 

function of social distance. As one teacher put it, 

. . . the teacher’s life is an open hook to the students; the latter know 
all the intimate details of his life. Furthermore, they can always hold 
up his faults to him, if he criticizes them, for they know them all. He 
might, for example, tell them to work better; and then a work draft 
comes along, and he works with them in the garden and they see what 
a poor worker he is. 

But the student-teacher relationship is influenced, too, by the 
kibbutz educational philosophy, in accordance with which the 
teachers attempt to structure the classroom situation as a ‘'demo- 
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cratic” environment. Students, for example, address their teachers 
by their first names, and the latter address their students as 
chaverim, “comrades,” which effectively destroys that psychologi- 
cal distance which can be symbolically created by the use of formal 
names.^ The teacher, furthermore, generally consults with his 
students, rather than informing them of decisions he has made 
independently. Even in the Grammar School, for example, the 
teacher chooses a project only after consultation with the class. It 
is true that she presents them with the suggestions from which 
a project is to be chosen, but the final choice rests on the decision 
of the class. An even more “democratic” procedure is adopted with 

respect to the writing of essays for which the children them- 
selves suggest the topics. 

Most important, however, is the lack of restraint or discipline 
in the classroom. For the most part, formal discipline is abjured, 

because, in the words of The Federation’s educational journal, 
“The psychological foundation on which we build discipline in 
our education is the love of the child for the adult.” 

If these are some of the bases for classroom informality, we 
may now examine some of its expressions. Classroom informality 
is expressed, first of all, by the freedom and spontaneity that 

characterize student behavior. Students leave the classroom at 
will — to get a drink, to go to the toilet, or for any other reason 
which they deem important. Similarly, they may leave their desks 
without permission — to get supplies from the cabinet, to sharpen 

a pencil, and so on. They may talk among themselves both during 

oral lessons and while working privately at their desks; some hum 

or sing to themselves while writing or studying. 

A second expression of classroom informality is the readiness 

of the children to criticize the teacher when they feel he is wrong. 

A final expression of classroom informality is the poor discipline 

that frequently characterizes student behavior — particularly in 

the second through fourth grades in the primary school, and the 

eighth through tenth grades in the high sehool — and which often 

results in utter chaos.^ 

In the past, when “democracy” was carried to an extreme, all symbolic 
status differences were eliminated. For example, students and teachers alike sat 
around one round table so that another basis for social distance could be 
eliminated. 

® The nature of the students’ criticism will be examined later, as will discipline. 
Poor disciphne seems to be a general characteristic of kibbutz schools. A chapter 
in The Federation’s educational textbook is devoted to refuting the “many” 
complaints expressed on this score. 
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SOCIAL ACTIVITIES 

In addition to general assemblies, there are other occasions 
when the entire student body, or parts of it, assemble formally. 
These include birthday parties, kevutza parties, and holiday 
celebrations. In general the children of this age join their elders 
in the celebration of major holidays. On Passover, for example, the 
children participate in the Seder, together with their parents, in 
the communal dining room. Similarly, children and parents 
celebrate Shevuot together on the wide lawn in front of the dining 
room. Indeed, these holidays are oriented to the children’s 
interests, and the children play a large role in their celebration. 
Sometimes, however, holidays are celebrated independently by 
the different age groups in the kibbutz. Thus those holidays which 
have political or ideological significance — such as May Day or 
the Russian Revolution — are celebrated separately by adults and 
by children. Other holidays (such as Purim), which entail a 
maximum of gaiety and abandonment, are celebrated separately 
by adults and by children because of obvious age differences in 
what is considered to be amusing.^ 

Birthdays are always celebrated in the kevutza. Sometimes the 
party is given by the child’s parents and is held in their room; 
sometimes it is held in the school and is sponsored by the kevutza. 
In either event the typical party includes group singing and 
games, a performance (recitation, vocal, instrumental, etc.) by the 
person whose birthday is being celebrated, and some activity 
which the latter requests. 

A third type of formal group activity is the mesiha, get-to- 
gether, which is held frequently. At the end of the school year 
each kevutza has a mesiba to which the parents are invited. The 
program includes a display of their year s work and a reading by 
each child of an essay, poem, or story he has written during the 
year. Often the children present a dramatic sketch, as well, dealing 
with one of their projects for the year. The fourth grade, which 
had as a project “The Biblical Patriarchs and their Times,” 

® The year of our study the primary school presented a most elaborate Purim 
pageant, witnessed by the entire kibbutz. Presented at night, out of doors, it 
consisted of a series of sketches — song, dance, recitation — representing different 
peoples: Arabs, Spaniards, Chinese, Russians. The children were elaborately 
dressed in the folk-costume of these countries. Each sketch emphasized the 
political or social aspects of the people portrayed, and ended with the hope that 
all men would become brothers. The children performed with mueh verve, and the 
audience was most enthusiastic, 
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presented a series of tableaux representing various incidents in 
the lives of the Patriarchs. In addition to the mesiba of the kevutza 
there is a mesiba of the entire school, to which the kibbutz is 
invited. The formal program includes a play (we saw an excellent 
production of “The Emperor’s Clothes”) songs, dances, and in- 
strumental music. 

In addition to the annual mesiba at the end of the year, there 
is a mesiba every three weeks during the school year. These are 
less formal than the ones previously discussed, since they do not 
include adults or other persons outside the school. In general the 
programs at these parties include reading aloud from the school 
paper, listening to a musical program on the radio, and folk 
dancing, and they almost always induce a spirit of great fun, 
laughter, and even hilarity. The favorite games played at these 
parties are “It” (see p. 143) and charades. All these parties and 
celebrations, it should be stressed, are pervaded by an unusual 
sense of warmth, fellowship, and goodwill. Parents and children 
interact with spontaneity and informality, and one has the feeling 
that there are genuine bonds of love and affection between them. 
Parents beam with pride when their own children recite; and some 
are the typically anxious and overprotective parents whose 
attempts to assist the children during the performance serve only 
to confuse them. Nor can the importance of these celebrations in 
the children’s lives be underestimated. Celebrations and recrea- 
tion are, for example, by far the preponderant causes of happiness 
in the Emotional Response Test. 

WORK 

Induction into work begins in the “tender age,” but, for the 
younger children, “work” consists either of creative play or of 
token work. The work activities in the school are not token; they 
have genuine economic value. In some instances this work yields 
a cash income; in others it serves, however slightly, to relieve the 
pressure of the continuous manpower shortage in the kibbutz. The 
youngest class works half an hour a day; the middle class, three- 
quarters of an hour; and the oldest group, an hour; but an attempt 
is made to include children from all three kevutzot in each work 
group. Work assignments are changed periodically, so that no one 
child works continuously at the same job for more than one week. 

There are certain tasks for which the children are either wholly 
or partially responsible. In the dining room they set the tables, 

put the food on the tables, remove the food and dishes after the 
meals, dry the tableware, and remove the chairs from the floor so 
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that it can be mopped. The children also have the responsibility 
of bringing the afternoon snack from the kitchen and of returning 
the dishes. 

With the exception of mopping the floor, children perform all 
janitorial services in the elassrooms; they elean, straighten, and 
tidy-up. They perform the janitorial services in the bedrooms, as 
well, making beds, straightening the rooms, and sweeping and 
mopping floors. 

In addition to these domestic chores, the ehildren are in 
charge of their own “farm.” First they assist in earing for the 
school’s grounds. This includes watering the grass, pruning the 
shrubs, removing litter, etc. Secondly they are in charge of a 
poultry-run. Three times each day the poultry yard is eleaned, and 
the fowl are provided with feed and water. The ehildren sell the 
eggs (to the kibbutz) and their profit is kept in their treasury. 
(The year in which the study was condueted they voted to buy 
records with their annual profit.) 

The ehildren are also in eharge of their own vegetable garden. 
The produee is kept in the sehool and is used for their own meals. 

SOCIAL CONTROL 

Educators. In general the nurses and teachers employ three 
techniques of soeial eontrol: punishment, group meeting, and 
nonpunitive admonitions (what, in previous seetions on socializa- 
tion, has been termed “statement of proper behavior”). We shall 
begin with the latter technique. Throughout the day individual 
children may be spoken to by the nurse or teacher eoncerning the 
impropriety of some aet they have eommitted. These eriticisms are 
usually spoken in a matter-of-fact tone and, in a sense, serve to 
emphasize a rule or norm which the child already knows. For 
example: 

At breakfast, Asnat (sixth grade) leaves her table in order to get 
some einnamon from the next table. She brings the bowl of einnamon 
to her table and does not return it. The teaeher tells her that she may 
have all the einnamon she wants but that she should return the bowl 
so that other ehildren may have some einnamon too. 

Such admonitions are employed when a child fails to comply 
with a cultural norm. But should he actively violate a cultural 
norm (by aggression or conflict, for example) the nurse may not 
only state the norm, but she may punish him as well. The punish- 
ments we observed ineluded withdrawal by the nurse, expulsion of 
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the child, and withdrawal of some privilege. Examples illustrate 
these techniques. 

(Threatened withdrawal of nurse.) Giora and Esther are quarreling 
over the newspaper, and the entire group joins in the argument and 
shouting. Finally, the nurse intervenes and says that neither of them 
may have the paper. Giora says that if he does not get the paper, he 
will continue to make noise for the entire rest period. The nurse says 
that if he or anyone else continues to make noise, she will leave the 
dormitory and will not return. At this, everyone, including Giora, 
becomes quiet . . . and remains so for the duration of the rest period. 

(Expulsion.) During the singing lesson, Shlomo constantly inter- 
rupts by pounding on the floor, shouting, pinching the others around 
him. After repeated warnings by the nurse, he is finally told to leave 
the classroom. 

(Withdrawal of privilege.) Shlomo refused to get his slippers (he 
is in his stocking feet, since his shoes were muddy), after the teacher 
had requested a number of times that he do so. The teacher says that 
they will continue the lesson without him, and that he may not 
participate. Moreover, all the children are to ignore him. 

There is bedlam in the room, and it is impossible to continue with 
the lesson. The teacher finally quiets the class, and announces that, 
since they have behaved so badly, she will stop the recitation period, 
and will not give them homework again. At this they all protest, and 
some begin to cry. The teacher says she will give them another chance, 
and they are quiet for the remainder of the period. 

When there is a gross violation of the kibbutz code, such as 
stealing, the nurse is not content to punish the child in one of the 
ways described above. The case is referred to the entire kevutza 
for public discussion, and often for adjudication. Meeting with the 
kevutza, the nurse and teacher discuss the nature of the violation, 
allowing the violator as well as any other member of the group 
an opportunity to speak. Generally, a final decision is made by the 
nurse and teacher with the cooperation or agreement of the 
children. Since this technique most probably has an important 
bearing on superego development, one such meeting -— of the 
members of the second grade — is described in detail. 

When we first began our study of the school, marble-playing was 
at the height of its popularity. Yehuda, a poor player, soon lost all 
his marbles, while Giora, an excellent player, had won a great many. 
Yehuda took some marbles from Giora’s desk without his permission. 
Giora claimed that Yehuda had stolen his marbles, and cried to his 
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teacher about this. Since, moreover, all the other children were talking 
about the “robbery,” RACHEL and DEVORA (teacher and nurse) decided 
that this was a serious matter, and called a meeting of the kevutza. 

RACHEL opened the meeting by recalling that at a previous meeting 
it had been agreed that no one would take another’s marbles without 
his permission, and that “whatever is agreed upon at a meeting is 
binding.” Despite this agreement, some children — “the names are 
unimportant” — had taken marbles belonging to others. (The children 
immediately shouted, “Yehuda, Yehuda,” but RACHEL repeated that 
names were unimportant at this time.) Taking another person’s 
property is a very bad thing. How could the kibbutz survive if people 
took what belonged to others? 

She then asked Giora to explain what had happened. The latter 
said that he had left his marbles in his desk, as had been agreed 
upon, and that Yehuda had taken them. After Giora spoke, RACHEL 

asked if others had anything to say. At least half the kevutza wanted to 
say something, and the teacher permitted each child to speak. They 
all said that Yehuda had taken the marbles. 

RACHEL then said that Yehuda could now have a chance to explain 
what had happened, for perhaps he had done nothing wrong. Yehuda 
refused to talk. He sat, without moving, eyes straight ahead. When 
RACHEL questioned him, he admitted that he had taken the marbles, 
but he refused to say anything else. 

After waiting a few minutes for Yehuda to talk, the nurse began to 
speak. She said that Yehuda had become “impossible,” (she then 
proceeded to enumerate the many “wrong” things he had done that 
week), and that every day he was becoming worse. She had tried in 
a hundred ways to be his friend, but he would not permit her to 
become one. She then turned to him directly, saying that in the cities 
there were police and jails to take care of thieves, but that in the 
kibbutz there were neither, because in the kibbutz everyone can trust 
everyone else. Imagine what would happen if the chaverim began to 
take the property of others. No one would trust anyone else, and life 
would break down. No one in the kibbutz ever locks his door because 
he knows that when he comes back to his room everything will be 
there, just as he left it. Yehuda, too, can be taught to be good without 
a jail or police because he has two tendencies (yetzer) within him — 
the good and the bad — and the school has tried to bring out his 
good tendency, and she is sure that the school will succeed. (At this 
Yehuda laughed.) DEVORA then asked Yehuda if he would continue to 
steal, or if he would stop — but Yehuda would not reply. While waiting 
for his reply RACHEL decided to speak. In the future, she said, the 
children would leave all their belongings in their desks, and no one 
would take them; no one! David suggested that the children lock their 
desks, but DEVORA and RACHEL said that under no circumstances would 
they allow that to happen. 

The nurse then spoke again. Games are generally played for en- 
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joyment. They have become a serious business. Recently she went to 
town, and saw a mother of one of the children going from store to 
store trying to buy marbles, because her son owed them to Giora. 
This must stop. She suggested that since Giora has many marbles, and 
Yehuda has none, that the former give some to the latter. Giora at 
first refused, and then finally consented to give five, although DEVORA 

and RACHEL had asked him to give ten. It was then discovered that four 
other children had no marbles, and DEVORA and RACHEL suggested that 
all the children who had some should share with those who had none. 
When that was decided, the meeting was adjourned by RACHEL. 

Peers and others. The role played by peers as agents of 
socialization extends beyond such formal meetings. Peers com- 
prise 22 per cent of all agents of socialization, according to the 
results of the Moral Ideology Test. This is less than the percentage 
for nurses and teachers, but larger than the corresponding per- 
centage for parents. Of equal importance, however, is the ad- 
ditional finding that whereas the educators (nurse and teacher) 
play a more prominent socialization role than peers, their greater 
prominence is a function of their frequent use of negative sanc- 
tions. Both peers and educators employ positive sanctions with 
approximately the same frequency, but educators employ negative 
sanctions three times as often as peers. This positive role (praise) 
of peers may partially aeeount for the esprit de corps which is an 
important characteristic of social interaction. 

But peers are not the only sources of ''diflPuse” eontrol. The 
importance of this latter control appears in sharp relief when the 
roles of all socialization figures mentioned on the Moral Ideology 
Test are examined. If all socializers referred to by the ehildren as 
''others,” "everyone,” and "the kibbutz” are added to "peers,” 
then a category of soeializers which may be termed, "the group,” 
can be constructed. It is then seen that "the group” is mentioned 
as frequently as the educators as an agent of soeialization. It is 
apparent, therefore, that the children are sensitized to a large 
number of socializing agents rather than to a small number of 
authority figures. 

SOCIAL INTERACTION 

Disintegration. Quantitative data, upon whieh so many of the 
generalizations eoncerning the presehool children were based, 
are laeking for the ehildren in the primary sehool. Generalizations 
here are based on my observations combined with the reports of 
nurses and teaehers. 
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Much of the overt aggression found in the presehool ehildren 
no longer appears in the behavior of these older children. This 
difference probably reflects the effeet of prior socialization on 
the internalization of the kibbutz value of nonaggression. On the 
Moral Ideology Test, for example, aggression is by far the most 
frequently mentioned tabooed aetivity. There is, nevertheless, still 
a great deal of overt aggression among these children, as is made 
abundantly clear by both observational and test data. On the 
Emotional Response Test, for example, being aggressed against 
by peers is the most frequent cause of anger among these chil- 
dren, and it is the second most frequent cause of sadness. 

Aggression among these children assumes a number of char- 
acteristic forms. One form, which appears infrequently, is physical 
aggression against a peer. Characteristically, this consists of an 
apparently unprovoked attack. 

(At a party) Chanan walks over to Yehuda, twists his arm with 
considerable force; Yehuda cries out. 

(The entire class is walking together to the swimming hole.) A 
group of children pushes Ruthi from the rear. 

A second, and by far the most frequent form of aggression is 
symbolic or verbal aggression against a peer. Unlike physical 
aggression, this is generally provoked. The children — particularly 
the younger ones — frequently call each other names which make 
them furious. David (second grade) is often called ‘Xeale” (a 
diminutive, feminine, proper noun) by children whom he angers, 
and his response is often sheer rage. In this same group, “ele- 
phanU is frequently used as an opprobrious term. Ruthi is called 
a ‘red tomato” by the other children, a term which makes her 
furious. 

Verbal aggression, including shouting, is the most frequent 
response to peer frustration or conflict, although at times the 
affect aroused during the dispute leads to physical aggression as 
well.^^ 

It is of interest to observe in this conneetion that an argument between two 
children often spreads throughout the entire group, so that they all “take sides” 
and participate in the quarrel, although they have no personal stake in it. (Some- 
times, too, according to the nurses, all the children of a kevutza become “wild,” 
call each other names, and remain enemies for many days.) The following example 
is typical of verbal aggression that spreads beyond the original disputants. 

(It is the afternoon rest period, and both Esther and Giora wish to read the 
newspaper. There is usually a schedule, but the schedule is lost, and each claims 
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But peers are not the only objects of aggression, for children 
also aggress against nurses and teachers. One expression of this 
aggression is the readiness of the children to criticize their teacher 
when they feel she is wrong. At the beginning of their spring 
vacation, for example, the teacher of the fourth grade informed 
the children of certain plans she had made for them. They im- 
mediately protested with their favorite complaint, ze lo beseder 
— “it is not proper.” They accused her of poor planning, saying 
that she should have informed them the previous week, for now 
it was too late for them to change their plans. (She conceded 
that she was wrong, and dropped the plans.) Again, the sixth- 
grade teacher announced, after a show of hands from the class, 
the results of their vote on a certain issue. Some of the children 
disagreed with her count, saying, lo nachon, “that is not right,” 
and insisted on a recount. (The teacher is almost always required 
to explain her statements or to justify her decisions, for the 
children are unwilling to accept them merely on her authority.) 

A second expression of aggression against nurses and teachers 
may be seen in the poor discipline which characterizes the class- 
room. By “poor discipline” we do not refer to that informality 
which has already been described, but rather to those situations 
in which the children are so unruly or inattentive that all 
instruction ceases. The children are frequently restless, they talk 
among themselves, and, at times, move about the room at random, 
refusing to stay in their seats even when asked to do so by their 
teacher. The following examples — from second- and fourth-grade 
protocols — give something of the flavor of the kind of behavior 
to which we refer. 

RivKA called on the ehildren to reeite (their math lesson). They 
were eonstantly interrupted by the others, and all of them were 
shouting for RIVKA. One girl kept walking around the room, ruler in 
hand . . . The class became so noisy that complete ehaos broke out, 
and it was literally impossible to hear the children reeiting. 

The teaeher asked for suggestions from the ehildren for the story 
or poem that eaeh was to write, putting eaeh suggestion on the blaek- 
board. They became very boisterous, talking and shouting. One of the 
girls modeled a hand out of paper, tore it into bits, and threw the 

that it is his turn.) Esther takes the paper from Giora, who takes it back. Each is 
now shouting at the other that it is his turn. The others have awakened, and 
gradually they are joining in the shouting. Now everyone is shouting, and it is 
impossible to quiet them. It seems that the majority favor Esther . . . (The nurse 
finally quieted them. She tells me that if the disputants had been two boys there 
would definitely have been a fist fight.) 
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pieces on the head of the boy in front of her. Then the class broke into 
bedlam, everyone crying, “ESTHER,” simultaneously. 

(The children are reading their essays aloud,) They are not entirely 
attentive, and at times they become so clamorous that it is impossible 
to hear the speaker. 

Insolence, or chutzpa, is still another expression of children’s 
aggression against nurses and teachers. Adults, as has been 
pointed out, are quite informal with the children. They play the 
role of an older sibling rather than a strict authority figure. Never- 
theless, the children are willing to accept their authority so long 
as the adults are their superordinates rather than their peers. The 
children are quick to detect weakness on the part of the adults, 
however, and should the line that separates permissiveness from 
weakness be blurred, they are quick to take advantage of the 
situation and to exploit it to its fullest. As a nurse put it, “If you 
let them have their own way, they will walk all over you.” The 
validity of this generalization may be seen in the children’s 
relationship to one teacher who, according to the nurses, came to 
be perceived by the children as a peer because of her extreme 
informality. She not only had difficulty controlling the children 
in her class — the other teachers had little difficulty in this regard 
— but they became openly insolent toward her. 

Displacement of aggression may be observed among these 
children, too. Animals, particularly cats, are sometimes attacked 
mercilessly by them. Even the nurses comment on the cruelty 
that the children sometimes exhibit in their attacks on cats. Cats 
have been killed by stoning and pounding, and one kevutza 
buried a cat alive. Yosef, a boy in the second grade, killed a cat 
by himself, but, for obscure reasons, the others condemned him 
for this and would not forgive him. They buried the cat in front 
of the school and placed a sign over it, reading: “Here lies the cat 
that Yosef killed.” 

Integration. Antisocial behavior in these children is less 
frequent than are expressions of goodwill and fellowship and 
affection. That the children are generally fond of each other may 
be inferred, in the first place, from their almost constant group 
interaction. Even when they have the opportunity to leave, they 
often prefer to stay in the dormitory, reading or playing. With 
one or two exceptions, they are happy to return to the school at 
night after visiting in their parents’ rooms. Moreover, though they 
are permitted to roam throughout the kibbutz, and to play 
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wherever they wish, the locus of play is the school playground. 
Almost always they are to be found playing there, rather than in 
other places.Hence it is not surprising to discover that the 
school is the children’s constant frame of reference even when 
they are far from it. Parents report that these children, like the 
very young children, become lonely for the kibbutz and their 
peers after they have been away for only a short time, and that 
they constantly talk about what the children are doing in the 
school — now they are sleeping, now they are eating breakfast, 
now they are going swimming, and so on.^^ The children not only 
remain within their groups when there is no necessity to do so, 
but their group behavior seems to be characterized by genuine 
fellowship and esprit de corps. This is particularly true of the play 
groups. 

The children rarely seize upon situations of potential ag- 
gression as opportunities for vindictiveness. It will be recalled, 
for example, that the teachers frequently ask the children to read 
their essays aloud, to be evaluated by the others. The children 
almost never abused this opportunity. They were almost always 
fair in their criticisms, and only rarely were aggressive feelings 
detected. On the contrary, they would invariably praise in glow- 
ing terms those essays which were particularly good. 

Still another index of peer solidarity is the alacrity with which 

the children respond to another’s need for help or assistance. This, 

incidentally, is one of the reasons why the adults have few qualms 

about leaving these children alone at night. If a child becomes ill 

or frightened, the others take care of him, change his sheets if 

necessary, bring him water, and so forth. This concern for, and 

willingness to help, their peers is, of course, a major socialization 

aim of the kibbutz, so that the children’s behavior, in this regard, 

is an expression of their training. That this is so is seen from the 

Moral Ideology Test. Overwhelmingly, the activity which is most 

This attachment to their eurrent living quarters leads to a eertain regressive 
behavior on the part of the ehildren: a return to the previous dwelling after having 
moved to another. It was frequently noticed that some children who had 
recently entered the high school would return to the primary school to play, 
while the youngest children in the grade school would, at times, return to the 
Kindergarten to play. 

^ The children’s attachment to their own peer-group results in a provincial 
attitude with respeet to the outside world, even to other kibbutzim. The school 
is but a few hundred feet from the school of a neighboring kibbutz. Nevertheless, 
there is little interaction between the ehildren of these two kibbutzim; they almost 
never play together or engage in any joint enterprise. These two kibbutzim could 
as well be hundreds of miles apart. 
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frequently cited as evocative of praise is generosity (of effort, 
help, or goods). 

An excellent indication of this solidarity of the group is seen 
in its rallying to the defense of a member who is in trouble with 
the “authorities/’ When Ahuv, a sixth-grade boy, left the kibbutz 
without permission, and was found by a search party later that 
night, the teachers and nurses decided that he must be punished. 
But at the student meeting which was called to discuss the case, 
the children consistently voted against punishment. It was finally 
decided by the teachers, however, that he be confined to his bed- 
room for one day. The children opposed this decision, and 
throughout the day they brought food to Ahuv, and spelled each 
other in staying with him, so that, in effect, he was never alone. 

A final indication of the solidarity of the group is the security 
which the children feel in it. No child in the school wakes up, 
afraid, in the middle of the night, although there are no adults 
with them. That they feel secure with the other children is the 
interpretation of the nurses. This interpretation receives support 
from the observation that when the children are placed in isolation 
(due to illness) they frequently are afraid, and ask that the light 
be kept on all night. 

This security is seen, as well, in group performances, such as 
skits and plays, in which the children consistently manifest a 
genuine stage presence, performing their parts with no visible 
signs of fear or of embarrassment. Our field notes are filled with 
comments concerning public performances of which the following 
extract is typical. 

Again we were impressed with the freedom of the children, their 
spontaneity, lack of shyness, and naturalness. 

SEX 

Socialization. These children, like those of preschool age, live 
in bisexual dormitories and thus continue to have ample oppor- 
tunity to witness the nudity or semi-nudity of other children. 
This structural aspect of dormitory life, which contributes to a 
permissive sexual environment, is reinforced by the nurses’ per- 
petuation of the enlightened attitudes found among the nurses 
for the preschool children. 

Nurses and teachers do not respond to the children’s sexual 
behavior, neither encouraging nor discouraging its manifestations. 

At the same time, they do not, with the exception of menstruation. 
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instruct the children in sexual matters, unless the latter themselves 
ask questions. The nurse explains the nature of menstruation to 
the six-grade girls, although she almost always discovers that they 
have already been enlightened by their friends in the high school. 
Still, she feels that her instruction is valuable because, though 
they know about menstruation, ‘'they really do not believe that it 
will happen to them.” 

When the children do ask sexual questions — and, according 
to the nurse, the girls, but not the boys, ask — the nurse answers 
them candidly. They are taught none of the sexual folklore. 
Typical questions concern menstruation, the reason for and the 
nature of sexual intercourse, and the reason for marriage. In 
general, children are more likely to discuss sexual matters with 
their nurses than with their parents, although parents report that 
children do ask them questions concerning sex. In response to 
such a question on the Questionnaire, only one parent indicated 
that his children ask no sexual questions. On the other hand, none 
felt that such questions were frequent. 

Although parents report that their replies to children’s ques- 
tions about sex are candid, there is reason to believe that their 
sexual attitudes are frequently quite conventional. When, for 
example, a mother came to the school late at night and discovered 
the children running nude through the halls, she was shocked. 
Claiming that their behavior was “immoral,” she demanded an 
immediate public airing of the whole affair, despite the nurse’s 
protest that the children’s behavior was a technique of satisfying 
their sexual curiosity and reducing their sexual tensions. 

Sexual behavior. Because of the wide age range in the school, 
it is impossible to generalize about the entire group. Hence we 
shall discuss the two younger groups (grades two and four) and 
the older group (grade six) separately. 

There is a great deal of bodily contact, in the form of wrestling, 
sham-fighting, “horseback” riding, and various gymnastic exercises 
among all the children. In the two younger groups contact be- 
tween members of opposite sex is as frequent as contact between 
members of same sex. This is not true in the older group. Here, 
heterosexual bodily contact is infrequent; only in the case of the 

This incident serves to remind us that not all members of the kibbutz have 
aeeepted its “liberal” sexual morality, and that these members, willy-nilly, transmit 
their own conventiorlal morality to their ehildren. Mueh of sexual shame found in 
the ehildren must, with good reason, be attributed to the attitudes of their more 
conventional parents. 
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tomboy, Aliuva, does heterosexual eontaet oeeur as frequently as 
it does in the younger children. 

Aside from such diffuse bodily contact, nurses and teachers 
report activities which they perceive to be consciously sexual in 
intent and in sensation. The boys in the second and fourth grades, 
for example, like to wrestle in bed, either in the nude or in their 
undershorts, covered with a sheet. They especially like to do this 
with one particular boy who is big and fat. The nurses report 
similar “homosexual” behavior among the girls of the second 
grade. Miri and Simla, for example, like to roll on the floor to- 
gether and to lie on top of each other. This they do with con- 
siderable laughing and giggling. Two other girls, moreover, have 
been seen sleeping together by the nurse when she entered the 
school in the morning. 

Heterosexual behavior has been observed by the nurse and 
teacher of the second grade, although they have never observed 
either attempted or actual intercourse. The nurse is confident 
that boys and girls often get into bed with each other at night, 
but she does not know how frequently this occurs, nor does she 
know what they do. These children frequently play “clinic,” a 
game in which the boys “examine” the girls, who are nude. More- 
over, boys and girls often lie on top of each other, and hug and 
kiss each other in public, even in the classroom and in the 
presence of the teacher, “with no sense of shame.” At least one 
boy would “kiss like a man of twenty.” 

“Couples” are found at this age more frequently than in the 
“tender age.” Couples consist of boys and girls who are constantly 
together, who do their homework together, play together, and 
stay with each other in the afternoons. They are found among the 
fourth-grade children as well. Whether these friendships are en- 
tirely platonic or whether they include sexual interaction as well 
is unknown. 

A final form of both homo- and heterosexual behavior among 
the second-grade children is found in their relationship to their 
teacher. The former reports that she was amazed by the great sex- 
ual interest expressed by the children toward her when she first 
became their teacher — a year before this study began. Both boys 
and girls would kiss and caress her, although this behavior was 
particularly marked among the girls. It seems that their nursery 
teacher, from whom they had just parted, had stimulated them 
sexually by encouraging them to seek physical contact with her. 
As one of the girls put it, “We loved Rachel (the nursery teacher) 



278 CHILDREN OF THE KIBBUTZ 

SO much; we loved to touch her skin; she had such smooth skin.’’ 
After moving to the school, they transferred this physical affection 

to their new teacher. One of the girls was so extreme, both in the 
frequency and intensity of her kisses, that the teacher had to tell 
her that there were other ways in which she could display her 
affection. They finally came to an agreement that the girl would 
kiss her only twice a day — when the teacher came in the morning 
and when she left in the afternoon. 

Among the boys, Hillel, who “hates” all women and who idol- 
izes his father and all things masculine, is the most extreme in 
his “sexual” attitude toward the teacher. One day when she was 
leading the class in physical exercises, Hillel blurted out, “Look 
how DEVORA’S breasts shake up and down.” The other children 
rebuked him for this, saying that one doesn’t say such things. 
Another time, after DEVORA had been away for a few days, she 
went to the school to kiss the children goodnight. Hillel would 
not permit her to kiss him but the next day he said that since it 
was her twenty-eighth birthday — which it was — he would give 
her twenty-eight spankings. The teacher reported that the spank- 
ings were more like caresses. 

Masturbation among the second-grade children is reported by 

the nurses and teacher, and was observed by us. At least six chil- 
dren — three boys and three girls — are regular masturbators. 
Few attempt to conceal their masturbation, and some even mas- 
turbate in class. At least one boy becomes so absorbed when he 
masturbates that he is oblivious to the presence of others or to 
the fact that they are watching him. At least one girl mastur- 
bated so intensely that she developed severe vaginal inffamma- 
tion. Some of the children suck their fingers and masturbate 
simultaneously. 

Sexual shame and curiosity. In the sixth grade sexuality is 
more complex, and includes both greater sexual curiosity and 
greater sexual shame. Sexual shame increases quite conspicuously 
with age. In both the second and fourth grades boys and girls 
shower together, seemingly enjoying the activity as they run 
around, laugh, and joke. The children of the second grade ignored 
my presence when they showered, and showed no signs of em- 
barrassment; but in the fourth grade, the girls became shy when 
I appeared, running behind the door to conceal their nudity. The 

nurse explained that the girls had no feelings about appearing 
nude before their peers, but were shy in the presence of strangers. 
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In the sixth grade the children — at least the girls — are 
ashamed to be seen nude by their own peers of the opposite sex, 
and boys and girls shower separately. When queried about this, 
the nurse said the girls are either prepubescent or already in 
puberty, so that it is only ‘"natural” that they feel shy in the pres- 
ence of the boys. It was later discovered, however, that another 
factor, in addition to the nurse’s hypothesis of its being “natural,” 
entered into their feeling of shame. It seems that until one year 
prior to this study, the boys and girls of the sixth grade had show- 
ered together without shame. Then a refugee girl from Poland was 
admitted to their kevutza. She not only refused herself to shower 
with the boys, but she prevailed upon the other girls to imitate 
her behavior, and soon all of them refused to shower with the 
boys. Their shame became so extreme that the girls soon refused 
to shower with other girls; if one came to the door of the shower 
room while another was showering, the latter would scream. They 
even decided to keep a guard at the door, to prevent this from 
happening. One of the girls would not even undress in the pres- 
ence of the other children; she would return to the dormitory in 
the evening before the other children arrived, so that she could 
be undressed and in bed when the latter returned. 

This situation lasted about a year, but at the time of our study 
the situation had altered. Some of the girls were again showering 
with the boys, and even those who refused to do so were calm 
and dignified about it. They took their showers separately with- 
out the turmoil and tension that had characterized their behavior 
of the previous year. The nurse does not know the precise cause 
of this change in behavior, but it is surely not unrelated to the 
following fact. The boys decided that something had to be done 
about the irrational behavior of the girls and they devised some 
scheme to destroy their unexpected sense of shame. The nurse 
does not know the nature of the scheme but whatever its nature, 
it apparently worked. 

Extrapolating from our high school data (see p. 329) it is not 
improbable that the sense of shame felt by the girls was due yet 
to another factor — their precocious maturation relative to that 
of the boys. Although only one of the girls had begun to men- 
struate, others were beginning to manifest secondary sexual char- 
acteristics, such as development of the breasts and pubic hair. 
This change in their bodies may well have caused them to feel 
shame in the presence of the boys, particularly since the boys had 
not yet undergone their pubertal changes. The plausibility of this 



280 CHILDREN OF THE KIBBUTZ 

interpretation is strengthened by the faet that the one boy who 

refused to shower with the girls was himself beginning to develop 
pubie hair. Interestingly enough, the girls ignored this develop- 
ment, whereas the other boys poked fun at him. 

The children of the sixth grade, according to their nurse, are 
both curious and naive about sexual matters. When their teacher 
got married, they teased her about her husband, and sometimes 
peeked through her window in order to see him. Two of the boys 
were curious about the nature of intercourse, and, to satisfy their 
curiosity, hid under the bed of two immigrant workers to observe 
the couple having intercourse. Some of the children, on the other 
hand, are more sophisticated than some of their parents believe 
them to be about sexual matters. When the children learned about 
the existence of houses of prostitution, one girl, who knew that 
her father was shy about sexual matters, would frequently ask him 
what a house of prostitution was. 

Interaction between the sexes. In general, group interaction, 
including games, is bisexual; boys and girls not only play the same 
games but tend to play them together. On the other hand, small, 
intimate, play-groups are usually unisexual, and close friends, too, 
are generally members of the same sex. The latter generalization 
does not hold for the second grade, some of whom, as we have 
already observed, have “boy friends” or “girl friends.” Indeed, as 
a generalized statement it may be said that bisexual intimacy 
decreases with age. Boys and girls in the second grade are fre- 
quently very intimate with one another; in the fourth grade they 
have ceased these intimate friendships and are neutral; in the 
sixth grade they have developed hostility for each other. The 
sense of shame developed by the sixth-grade girls, for example, 
was not merely a shame phenomenon. It also involved great hos- 
tility toward the boys, and their attempt to create unisexual show- 
ers was, among other things, an expression of this hostility. As 
their nurse pointed out, the relationship between the sexes at that 
time was “terrible.” They practically “hated” each other, would 
not talk to each other, and were constantly involved in petty 
altercations. This mutual hostility decreased considerably subse- 
quent to the boys’ intervention in the shower incident, but much 
of it still remained. 

Sex-linked personalitij differences. Grammar school, like pre- 
school, education draws few sharp distinctions between boys and 
girls. Indeed, the only distinctions are those which have already 
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been diseussed in the ehapters dealing with the younger children. 
Nevertheless, there continue to be important sexual differences in 
behavior among these children as there are among the younger 
children. 

For one thing, girls seem to be more spontaneous and out- 
going in group situations — particularly in the presence of 
strangers or adults — than are the boys. It was observed that at 
birthday parties, at which parents were present, or at parties with 
children of other kibbutzim, the girls spontaneously sang, danced, 
played games and, in general, were eager for activity and ex- 
pression. The boys, on the other hand, sat on the sidelines, watch- 
ing the girls and joking among themselves; they participated in 
group activities only reluctantly. The girls also display less physi- 
cal aggression than the boys. One seldom, if ever, observes physi- 
cal aggression among the older girls. If frustrated or angry they 
may resort to name-calling or to shouting, but not to physical 
fighting. 

There are a number of sex differences that reflect identification 
with adult roles of same sex. At the end of a party or a meeting, 
when the children are requested by the teachers to help put 
tables and chairs back in place, boys always volunteer, girls al- 
most never. There seems little doubt but that the boys are more 
interested in agriculture than the girls, and at least one of the 
boys actively assists in the adult stable and machine shop. Some 
of the girls, on the other hand, spend much time in the dwellings 
of the younger children, assisting the nurses in their work and 
supervising the children’s play. Consistent with this “maternal” 
behavior on the part of the girls is their choice of subjects in 

drawing. When the fourth-grade children were asked by their 

art teacher to draw a picture portraying some event in the life of 

Moses, almost all the girls drew pictures portraying his infancy 

— Moses lying in the bulrushes, or Moses being discovered by 

Pharaoh’s daughter — while the boys portrayed events taken from 

his manhood. 
Although some of the older boys seem to be more alert politi- 

cally than the girls, it is among the older girls that the greatest 

devotion to the values of the kevutza and the strongest sense of 

group responsibility is to be discovered. A small group of sixth- 

grade girls (which may also include one or two boys) comprises 

It is of interest to observe, too, that, in the sixth grade, at least, when a boy 
is provoked by a girl, he does not attack her physically, as he well might had she 
been a boy. On the other hand, the boys do not hesitate to fight Ahuva, who is 
a tomboy, as efficient as the boys in sports and fighting. 
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the moral leadership of the entire student body. It assumes most 
of the responsibilities of the group, and it spurs the others on to 
activity.Finally, according to interviews with nurses and teach- 
ers, the boys tend to be more egotistical than the girls, while the 
girls show greater sensitivity to ego-threat than the boys. 

INDEPENDENCE 

If independence, as a behavior system, be divided into the sub- 
classes of self-reliance and responsibility, these children would 
score high on the latter, and relatively low on the former. The 
basis for the responsibility score is their behavior at work. 

Work. The children not only perform their work assignments 
efficiently but they carry them out responsibly and without adult 
supervision. Thus the sixth-grade children require no adult super- 
vision in executing such relatively complex assignments as clean- 
ing out the chicken coops and providing the chickens with food 
and water. Even the younger children fulfill their duties respon- 
sibly, even when they are disliked. For example, a boy in the 
fourth grade was mopping the dormitory floor one morning and 
when I asked him if he liked to mop the floor, he said he did not. 
When asked why he performed a task he did not like, he said 
that he had to; it was his job. This attitude is reflected in the 
Moral Ideology Test, which reveals that the need to work well is 
experienced by these children as second only to generosity and 
the inhibition of aggression as the most important socialization 
demand. 

The older children not only carry out their assignments with- 
out adult supervision, but they also voluntarily supervise the be- 
havior of the younger children. 

Naomi and Ghana (second grade) are cleaning the classroom. Ofra 
(fourth grade), who is cleaning the bedroom, comes in to see if they 
are doing their work properly. She corrects them, criticizes them, tells 
them how to hold the broom and the pan. When she finishes cleaning 
the bedroom, she returns and helps them to clean the classroom.^® 

“This core group phenomenon appears so frequently in other kibbutzim, as 
well, that the educational director of The Federation, in an article in the offieial 
kibbutz edueational journal, characterizes it as “almost a law.” 

One of the effects of this female moral leadership, according to this article, 
is that it serves to cast the boys into an opposition group which violates the 
group norms, because the girls insist so urgently on upholding them. This process 
may well explain the boy-girl conflict we observed in the sixth grade. 

“ On the other hand, there is at least one example of blatant irresponsibility. 
One evening during their summer vacation before the children went to bed, the 
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Dependence, Many of the dependency needs that characterize 
the preschool children are to be found among the second-grade 
children, as well, but they are much less prevalent among the 
older school children. Unlike the latter who do their class assign- 
ments independently, both of each other and of the teacher, the 
younger children are greatly dependent upon the teacher. They 
constantly call upon her to look at what they have done, to help 
them draw something, to assist them in their arithmetic lesson. 
To the classroom visitor it seems as if the name of the teacher is 
repeated a thousand times during each lesson. The children not 
only insist on obtaining the teacher’s attention, but they demand 
her exclusive attention. Thus it frequently happens that, after 
the teacher explains something to the class, each child insists that 
she then explain it to him individually. 

This reliance upon the teacher is accompanied by a low 
threshold of frustration tolerance — a marked characteristic of al- 
most all the second-grade children (as well as of some of the 
children in the higher grades). Should these children undertake 
some task — an arithmetic problem, a drawing, a theme — and 
be unsuccessful at their first attempt, or should the task be diffi- 
cult and demand some effort, their first response is to cry and to 
call upon the teacher for help. If she does not respond imme- 
diately, they wail, scream and stamp their feet. Even for such 
simple matters as an answer to a question, they cannot tolerate 
delay. If the teacher is busy, or is talking with someone else, 
they continue to repeat the question until she answers it. If she 
does not answer, they break into cries. 

This same behavior characterizes their initial response to a 
new task. Their teacher reported that it is exceedingly difficult 
for them to adjust to a new situation or a new task, and that they 
become very confused until it has become routine. This reaction 
was observed when I attempted to administer the P-F Test. 
After carefully and slowly explaining the nature of the test to 
them, giving careful and explicit instructions, the children re- 
quired at least fifteen minutes of additional explanation. They did 
not, they said, understand what they were to do, it was too diffi- 
cult, they could never do it, would the teacher explain it again, 

head of the kibbutz vineyards came to the school and said that twenty workers 
were required for the next day — Would any of the children volunteer? Almost 
all the children said they would work, with Avner — the oldest boy in the sixth 
grade — taking command. The next day, however, not one child, including 
Avner, appeared to work in the vineyard. When Avner was asked what had 
happened, he said that only five children had appeared for work that morning, 
so he canceled the entire plan. 
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would the anthropologist explain it to them individually. Even 
after all these problems were settled, one child immediately 
handed in his test without attempting to answer it; one kept it 
at her desk, but did not answer it; one would not continue to a 
succeeding picture unless he could answer the previous one; and 
all of them cried or whined whenever they felt they could not 
“answer” a particular picture. The teacher was constantly called 
upon for help. 

Their nurse speaks, not of frustration tolerance, but of ego- 
centrism in characterizing similar behavior among the sixth-grade 
children. When they do not or cannot get what they think is 
rightfully theirs, they complain or cry. She explains this behavior 
as a function of the easy life which the children lead. They have 
everything, she says, and they think that everything is theirs by 
right. 

Other indications of dependency needs are thumbsucking and 
enuresis. And both are found in some measure among these chil- 
dren. In the fourth and sixth grades there is only one thumb- 
sucker each. But in the second grade, there are at least four 
thumbsuckers, two of whom are constant suckers; that is, they 
almost never have their fingers or thumbs out of their mouths, 
unless they must use their hands for some other purpose. 

Unlike thumbsucking, enuresis is more prevalent in the sixth 
than in the second grade. In the latter grade there are two bed- 
wetters, in the fourth grade there are none, but in the sixth grade 
there are four (three girls and a boy).^^ 

A final index of dependence may possibly be provided by the 
tendency of the children to visit the younger children s houses. 
This return to the scene of one’s own younger years is particularly 
characteristic of the girls, who not only play with the children 
but who also supervise them. One of the motives for this return, 
we may speculate, is to reinstate previous dependency satisfac- 
tions. For observe: these children are no longer visited by adults, 
and their contacts with them are not characterized by the warmth 
and interest that characterize the adult relationship with younger 
children. The same adult, for example, who will almost always 
stop a nursery child if he passes him on the sidewalk, will pass 
by a school child with a simple hello. Thus, when a school child 

The policy of the nurses is to say nothing to the bed-wetters, although this 
policy is not always carried out. In the not-too-remote past it was believed that 
the children could be shamed out of their enuresis. Hence, although the enuretics 
were not scolded by the nurses, they were required to take their wet sheets to the 
laundry by themselves; thus announcing to all observers that they had wet their 
beds. Unlike enuresis, thumbsucking is consistently ignored by the nurses. 
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visits a younger kevutza, he is, in a sense, returning to a situation 
that he onee enjoyed; but he maintains his superiority over the 
younger children by adopting the same adult behavior that w^as 

once displayed toward him — he is affectionate toward the 
younger ones, he plays with them, and he socializes them. In this 
way, he perpetuates his own experiences. This interpretation is 
strengthened by the further observation that when these younger 
children grow older, he will no longer visit them, but will visit the 
new toddlers, instead. 

t 



CHAPTER 1 2' THE HIGH SCHOOL 

INTRODUCTION 

When, at the age of twelve, they graduate from the sixth grade, 

the children leave the primary school and its dormitory and enter 
the combined junior-senior high school (Mosad). In its early 
years there was no Mosad in Kiryat Yedidim, and its children 
were sent to a kibbutz regional high school about forty miles 
away. There they remained during the week, returning home on 
Saturdays, holidays, and for summer vacations. From casual com- 
ments of older sabras it may be inferred that they did not adjust 
too well to this new experience, and (perhaps as a result of their 
maladjustment) they did not — so they claim — learn very much 
or study too hard. With the increase in its student population, 

Kiryat Yedidim in cooperation with two other kibbutzim erected 
its own Mosad. All sabras under twenty-five have graduated from 
this high school. 

The student population of the Mosad numbers 163 children — 
83 boys and 80 girls. Since the Mosad is a cooperative inter- 
kibbutz enterprise, and since it also accepts a limited number of 
children from the cities, only 86, or 53 per cent, of the students 
are from Kiryat Yedidim (and 15 of these 86 are not children of 
the kibbutz, but rather refugee children who were taken into the 
kibbutz upon their arrival in Israel). 

Since we are concerned with the children of Kiryat Yedidim, 
all descriptions of student behavior, unless otherwise indicated, 
refer only to them. It should be stressed, however, that the 47 
per cent of the student body which does not come from Kiryat 
Yedidim has important effects on the nature of social interaction 
within the Mosad. Three-fourths of these outside children are 
from other kibbutzim, so it may be assumed that their personal- 
ities are similar to those from Kiryat Yedidim. And even the non- 
kibbutz students are not entirely different from the kibbutz chil- 
dren in their value orientations, since they have been raised in 
families whose parents were members of The Party, and they 
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themselves had been members of The Movement before eoming 
to the Mosad. Nevertheless, the over-all influenee of these stu- 
dents is probably a negative one. Most of them eome from 
broken homes and/or had been behavior problems before being 
sent to the Mosad. In the main, therefore, they are disturbed 
children, and much of the interaction in the Mosad is undoubt- 
edly influenced by this fact, though this influence is hard to assess. 

FORMAL STRUCTURE 

Physical. Although the new Mosad was built on land owned 
by Kiryat Yedidim, it is physically separated from the kibbutz 
by a wide expanse of land and by a public highway. Objectively 
the distance separating the Mosad from the living quarters of the 
kibbutz is not great — about three hundred yards. Subjectively, 
however, they comprise different worlds. The adults speak of 
“going down” to the Mosad (the Mosad campus is on lower land 
than the kibbutz proper) as if such a walk constituted a trip to 
another village, and the same feeling-tone is conveyed by the 
children when they speak of “going up” to the kibbutz.^ 

The Mosad occupies a beautiful campus of approximately ten 
acres. It is carefully landscaped, with a pond, trees, shrubs, and 
flowers. The buildings are, in general, constructed of red brick 
and white stucco, which, with their tiled roofs, creates a Spanish 
bungalow effect. The main buildings are arranged around a large 
quadrangle, forming a mall. 

There are seven buildings which serve as both living quarters 
and classrooms. Each kevutza occupies such a building. One wing 
of these L- or T-shaped buildings serves as a dormitory, consist- 
ing of four or five rooms, with four or five beds in a room. All of 
these buildings include toilets, some include a shower room as 
well. The bisexual dormitory system that obtains in the grade 
school is continued into the Mosad — the typical room contains 
two boys and two girls — and, until two years prior to this study, 
the showers were bisexual as well. 

Although the children are seldom in their dormitory rooms, 
the existence of four or five children in one room is considered 
excessive by the parents and teachers. The early ideology of the 

^ This separation frequently leads to lack of communication between the Mosad 
and the kibbutz. More than a month after our arrival in the kibbutz a high school 
student with whom I was working in the fields did not know who I was, and had 
not even heard that two Americans had come to do research in the kibbutz. 
This came as a great surprise in view of the fact that the kibbutz is a small village 
in which, presumably, every novel event is known to all inhabitants within a 
very brief time. 
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kibbutz favored such a large number of children in one room, but 
experience has shown that this places too great a burden on the 
individual child. For one thing, he must constantly adapt his 
behavior to the needs and demands of his roommates, which 
deprives him of autonomy and which is often a source of irrita- 
tion. For another, he has little opportunity for privacy. He can 
never be alone. As some recent graduates of the Mosad expressed 
it in an interview in the student magazine: 

. . . there is a tendency to enter into the private life of the individual. 

The individual does not have much freedom. . . . There is little 
attention paid to the individual who finds it difficult to live in the 
group. . . . 

The main objection is that the student has no corner where he can 
work quietly. 

The other wing of the T or L is the classroom, with the usual 
classroom appurtenances and paraphernalia. Each kevutza, then, 
both sleeps and studies in the same building. With the exception 
of music and gym lessons, the teachers, rather than the students, 
move from one classroom to another for different lessons. 

Since the children take their meals in the Mosad, it has a large 
combined kitchen and dining room. Unlike the kibbutz dining 
room, it is new, spacious, bright, and airy, with small, instead of 
long, tables, at which no more than eight can sit. Its kitchen is 
entirely modern, and its working conditions are much superior to 
those found in the kibbutz kitchen. 

In addition, the campus has a workshop consisting of a car- 
pentry shop and a bookbinding room; a large building which con- 
tains a library and a nature laboratory (the latter is an amateur 
natural history museum); a small bungalow, half of which serves 
as living quarters for a bachelor teacher, and the other half as an 
isolation ward; a music building in which musical instruments are 
stored, and in which choral and orchestral rehearsals are held; 
and a combined clothing-sewing room. The Mosad campus also 
includes a large vegetable garden and poultry-run, which are the 
responsibility of the students, and whose products are consumed 
in their dining room; and an athletic field with a basketball court. 

The Mosad, like the rest of the kibbutz, is characterized by 
the almost complete absence of private property. Only in those 
instances in which equality can be maintained is private property 
allowed to exist. Wrist watches, for example, are owned privately 
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because every student owns one. Although some girls have more 
clothes than others (they receive them as presents from relatives 
outside the kibbutz), they generally share their clothes, so that 
this creates no problem of inequality. 

One serious problem concerning private property arose the 
year before our study. Some of the students had acquired bicycles 
which, they insisted, were their private property. This inequality 
(between those who owned bicycles and those who did not) 
precipitated many tensions, and the students finally decided at 
an assembly to ''collectivize’’ all the bicycles. They were put in a 
pool to be used on a rotation basis or according to special need. 

Schedule. It is apparent even to the casual observer that the 
lives of the students are, as they put it, "full.” Classes begin at 
6:45 A.M. and continue until 12:30, with time out for breakfast. 
All students work in the afternoon following their noon rest. The 
older students barely have time to shower, after returning from 
work, before eating dinner. Then follows a busy round of activ- 

ities such as meetings, clubs, Movement, and committees, in addi- 
tion to school work. By 11:00 all lights are out. 

Staff. The Mosad has a staff of twenty-eight, including teach- 
ers, nurses, a gardener, cook, and seamstress. The activities of this 
staff, and the general administration of the Mosad, are coordi- 
nated by various administrative bodies and personnel, of whom 
the most important for our purposes is the principal. 

The principal is elected by the entire high school staff, in- 
cluding its nonacademic personnel. He usually holds office for two 
years. Theoretically, his is an educational and policy-making posi- 
tion, but since he himself is one of the staff and enjoys but a 
temporary superordinate position within it, he is loathe to exercise 
authority concerning other than perfunctory matters. The prin- 
cipal, as head of the instructional program, is also responsible for 
supervising the work of the teachers. He may sit in on their 
classes and give them the benefit of his criticisms and sugges- 
tions. This is never done, however, because — as the principal at 
the time of this study put it — "Who will criticize the work of his 
colleagues?” 

Although the entire Mosad staff interacts with the students, 
the important authority figures in the Mosad include the "educa- 
tors,” teachers, and nurses. The student body in the Mosad is 
divided into kevutzot of approximately fifteen to twenty children, 
each kevutza with its own dormitory-classroom building, and its 
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own educator and nurse, both of whom remain (ideally) with the 
kevutza from the time they enter the Mosad until they graduate. 

The educator (mechanech) is a teacher who, in addition to his 
usual instructional responsibilities, is in charge of a kevutza. Ad- 
ministratively, he is similar to the American homeroom teacher. 
Psychologically, he is (ideally) a combined parent-surrogate, so- 
cializer, intellectual mentor, ideological guide, father confessor, 
and social model. He teaches most of their courses and, therefore, 
may spend as many as sixteen to twenty hours a week with his 
students in the classroom. He supervises the academic progress 
of each of the students, providing them with private instruction, 
if necessary; and it is he whom a teacher contacts if a student is 
doing poor work in other courses. He introduces the children to 
literature, encouraging them to read certain novels, poetry, and 
so on; the kevutza may meet with the educator for an informal 
discussion of a book or to read aloud. He brings important po- 
litical problems to the attention of the kevutza, refers them to 
important political articles, and holds political discussions with 
them. 

In addition to these intellectual and political functions, the 
mechanech serves as a psychological counselor. Students with 
personal problems turn to him for advice and guidance; or, if he 
recognizes a “problem” child, he may call him in for consultation. 
He is usually responsible for the sexual education of the kevutza, 
conducting informal discussions with the group, or serving as a 
sex counselor to individuals. Since, however, the educator is al- 
most always a male, many girls are diffident about bringing their 
sexual questions to him, and they are more likely to bring them 
(if they bring them to anyone) to the nurse. 

The nurse (metapelet) does not officially play an important 
role in the kevutza. Officially, she is responsible for the physical 
well-being of the children: she cleans the buildings, the toilets, 
and shower rooms; she is in charge of the clothing, its repair and 
distribution; and she is concerned with the children’s health, and 
nurses them when they are ill. The nurses complain about their 
relatively minor role, and there have been discussions within 
both the Mosad and the kibbutz concerning their complaints. 
Since the nurses are seldom trained or specialized persons, it 
would be necessary to provide them with some type of profes- 
sional training before they could be assigned more responsible 
duties; this has been suggested. 

The unofficial role of the nurse may be different from her 
official role. Almost the entire instructional staff of the Mosad is 
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comprised of males, so that the nurses are, for the most part, the 
sole adult females on the eampus. For ehildren whose entire pre- 
vious edueational experience has been exelusively with females, 
she may serve as an important transitional buffer from an all- 
female to an all-male adult environment. For those ehildren who 
desire sueh a female figure, or for girls who may wish to diseuss 
sexual matters with a female, her potential psyehologieal role 
may be great. In the main, however, these untrained nurses are 
not equipped to handle these interpersonal needs. 

The teaeher (moreh) is the third adult authority figure in the 
Mosad. His role as teaeher, as distinet from his role as edueator 
— and not all teaehers are edueators — eonsists almost entirely 
of elassroom instruetion. Teaehers are trained, either at the He- 
brew University or at the Teaehers College sponsored by the 
kibbutz movement, or at both. In general, they are members of 
the three kibbutzim whieh sponsor the Mosad, and, in general, 
they were regular workers in one of the economie branches of 
their kibbutz before being eleeted-drafted-requested to beeome 
teaehers. Having been ehosen to serve as teaehers, they are sent 
by their kibbutzim to study for two years at the TeaeheFs Col- 
lege. Sinee at least some of.the teaehers prefer to do physieal 
labor, it is usually understood that they need not remain in their 
teaching posts permanently. On the other hand it is uneeonomie 
to train a teaeher for two years, only to have him leave his teaeh- 
ing post after a few years. In general, therefore, it is agreed that 
a teaeher will remain in his post for at least six years before he 
asks to be relieved. 

Not all the teaehers, however, are kibbutz members. Parttime 
teaehers {morim chelkiim)—those who teaeh speeial eourses 
sueh as English, Arabie, or physieal edueation — may be brought 
into the Mosad from outside the kibbutz movement. Moreover, 
in the event that a teaeher from a kibbutz is not immediately 
available, it is sometimes even neeessary to hire a fulltime teaeher 
from the outside. Although this reeourse may be had for those 
subjects which are labeled realistika (roughly, the physieal and 
biologieal subjeets) the Mosad would never hire a teaeher for 
humanistika (the humanities and the soeial seienees), beeause, it 
will be remembered, these are taught from a Marxist point of 
view, and only a member of The Party would be permitted to 
teaeh them. Moreover, sinee the average teaeher is with a elass 
as mueh as eleven hours a week, and the edueator as much as 
twenty hours, the Mosad feels that it must be eareful in the selec- 
tion of its teachers. 
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The Childrens Society. A leader in The Federations educa- 
tional system has observed that the Mosad is built on three prin- 
ciples: “synthetic culture” (nonspecialized education), a chil- 
dren’s economy, and the “Children’s Society” (chevrat yeladim). 
Even more than in the grade school, it is the kevutza which is 
— in the words of kibbutz educational authorities — the founda- 
tion stone of the Children’s Society in the Mosad. The official 
rationale for the Mosad kevutza is stated by the educational di- 
rector of The Federation. It had been hoped, he writes in the 
educational journal, that most of the personality characteristics 
which the kibbutz hopes to develop in its children — cooperation, 
altruism, and so on — would arise through the influence of the 
chevra. But this has not been the case, for, he says, the educa- 
tional theorists had not taken into account the play of the in- 
stincts — aggression, laziness, and others. These often remained 
unaffected by life in the chevra since the latter does not reach 
each individual, who can, if he tries, become anonymous within it. 

It is the kevutza, he continues, which, theoretically, assumes 
the role previously assigned to the chevra. The kevutza is led 
by a mechanech whom the children love, and through their com- 
mon love for him, they learn to love each other.^ This theory, he 
admits, has not always worked out in practice for at least three 
reasons: there are too many children in a kevutza; there is no 
psychological selection of children, so that the Mosad kevutza 
may begin with children who had learned to dislike each other 
in grade school; the children are thrown into such frequent con- 
tact with each other that they often have no desire to interact 
beyond the occasions when such interaction is demanded. 

The kevutza has considerable authority over its own members. 
It functions by means of six institutions. First, and most impor- 
tant, is the Meeting (sichat kevutza) which convenes once a 
week. It is the ultimate authority within the kevutza, and is its 
governing body. In addition to the Meeting the kevutza has five 
standing committees. The Kevutza Committee {vaadat kevutza), 

with the assistance of the educator, handles most of the social 
and technical problems that arise within the kevutza between 
Meetings; it prepares the agenda for the Meetings; and it acts as 
an advisory committee to the educator who usually consults with 
it before presenting some new plan to the kevutza. 

Other committees include the Decoration Committee {vaadat 

kishut); the House Committee {vaadat baijit); the Athletic Com- 

^ Note the similarity to Freud’s theory of leadership and group psychology. 
The similarity is probably not coincidental. 
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mittee (vaadat sport); and the Library Committee (vaadat 
sfarim). 

The various kevutzot of the Mosad comprise its chevra. The 
latter, too, includes a Meeting as its highest authority. Meetings 
are held approximately every three weeks. Their agendas are first 
presented to the kevutza, where their important points are dis- 
cussed.^ 

The various activities of the Children’s Society are adminis- 
tered by committees. The Chevra Committee {vaadat chevra) is 
comprised of elected representatives of each kevutza and a 
teacher elected by the faculty. It has jurisdiction over all matters, 
other than those purely academic, that may arise in the Mosad. 
This committee, moreover, serves as an important agent of social 
control. If a student violates some Mosad norm, the Committee 
has the power — with the consent of the student’s educator — to 
call him before its members for a beirur, a “clarification,” and 
possible punishment. 

Heading the Chevra Committee is a representative of the 
senior class. The “Coordinator,” as he is called, is similar to the 
Secretary in the kibbutz. He presides at the Meetings of the 
chevra, and he is usually consulted by the Mosad authorities 
when they wish to bring some matter before the students. 

In addition to this important executive body there are stand- 
ing Cultural, Athletic, Music, Library, and Work committees. The 
respective activities of these committees, whose members are 
elected by the various kevutzot, are implicit in their names. In 
addition, there is a student editorial board in charge of publish- 
ing the student newspaper. 

FORMAL EDUCATION 

Curriculum. The high school curriculum, as has already been 
noted, is divided into humanistika and realistika, a division which 
corresponds roughly to the humanities and social sciences, on the 
one hand, and the physical and biological sciences, on the other. 
Humanistika has always dominated the Mosad curriculum for at 

® One of the difficulties in the effective operation of these Meetings is the 
great age difference among the children. The youngest children, some only 
twelve years old, are extremely diffident about expressing their opinions in a 
public meeting which includes seniors who are eighteen years old. This problem 
was sufficiently serious to be discussed in the monthly magazine of the Mosad, and 
the younger children were criticized by the editorial writers for their lack of 
participation. In an attempt to cope with this problem it was decided to hold 
two Meetings — one for grades seven through nine, and another for grades ten 
through twelve. This experiment was highly successful, for the younger children 
were willing to speak under these conditions. 
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least three reasons. The kibbutz has been most interested in these 
subjects, not only because its Weltanschauung is intimately re- 
lated to them, but because it is based on an explicit interpretation 
of them. Furthermore, there has never been an adequate supply 
of teachers in realistika, so that a balance between these two 
types of courses has been difficult to achieve. And finally, there 
has been a shortage of laboratories, which has made instruction 
in certain subjects difficult if not futile. Nevertheless, such realis- 
tika subjects as physics, chemistry, biology, botany, astronomy, 
as well as one course in agronomy, are a standard part of the 
curriculum. 

As in the grade school, the project method is used in the 
Mosad. In a ninth-grade physics class, for example, three months 
are devoted to the study of light. The project by means of which 
the physics of light is taught is the movies. Hence, the course 
includes such topics as the physics of light, optics, eyeglasses, the 
microscope, the camera, and the projector — all of which are fol- 
lowed by an examination of films as art and as social documents. 

The same class, in its study of chemistry, has a special project 
devoted to water. This includes a study of the oceans, rivers, 
islands, rain, human geography relevant to water, the human and 
social uses of water (with special emphasis on the uses and prob- 
lems of water in Israel), and, finally, the economic uses of water 
in Kiryat Yedidim. 

Since the humanistika curriculum is the core of the Mosad ed- 
ucation, and since this education is aimed at creating not only 
well-educated men, but men who are imbued with the kibbutz 
Weltanschauung, it is of importance to examine it in some detail. 
The curriculum outline, found in Appendix B, is taken from a 
syllabus issued by the Teacher’s College of the kibbutz move- 
ment, and is followed not only in Kiryat Yedidim but in all the 
kibbutzim of The Federation. 

The project method, it will be noted from an examination of 
this curriculum, stresses culture history. Topics for the various 
grades are as follows: Grade 7 — The Ancient East, and First 
Period of (Jewish) National Independence; Grade 8 — Ancient 
Greece, and The (Period of the Jewish) Second Temple; Grade 9 
— Feudalism, and From Independence to Dispersion (in Jewish 
History); Grade 10 — From Feudalism to Capitalism, and Be- 

ginnings of (Jewish) Redemption; Grade 11 — The Victory of the 
Bourgeoisie, the Beginnings of Proletarian War, and The Jewish 
Problem and its Solution; Grade 12 — The Period Between the 
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Two Wars, and The History of the Jewish Workers' Movement. 
In short, instead of offering separate courses in literature or his- 
tory or geography, a broad historical period is chosen for study, 
and the various aspects of that period — its economics, politics, 
social structure, literature, philosophy, science — are related to 
each other. Moreover, instead of reading from secondary sources, 
the students read, in their appropriate periods, selections from 
such writers as Plato, Goethe, Marx, and Pushkin. In my opinion 
the breadth of this humanistika curriculum and the level at which 
the courses are taught are much higher than what is found in 
the average American high school, although it probably does not 
approach the level of the European gymnasium. 

Although not included under the humanistika rubric, art edu- 
cation occupies an important part of the Mosad curriculum. 
Drawing, painting, history of the graphic and plastic arts, music 
history, comparative musicology, choir, and orchestra are all part 
of the curriculum from the seventh through the twelfth grades. 
The arts are popular among the students. Though a knowledge 
of an instrument is not compulsory, 110 of the 163 students at 
the time of our research were studying at least one musical in- 
strument, the more proficient among them playing in the band 
and in the string orchestra. 

The curriculum includes the study of two foreign languages 
— Arabic and English — but the Mosad has not been suceessful 
in carrying out this prescription. Since the War of Independence, 
many students have resisted the learning of Arabic, we were in- 
formed, because of their antagonism to the Arabs. During the 
year of our study, the Mosad was unable to acquire a teacher of 
Arabic so that we were unable to observe the forms which this 
resistance assumed. Nor does the Mosad fare much better with 
English. The latter is taught, beginning in the sixth grade of the 
primary school, but the children are not strongly motivated and 
do not learn very much. In a system in which discipline is a gen- 
erally serious problem, the English classes present an even 
greater problem. 

A final aspect of this curriculum should be noted. Despite the 
“progressive education” orientation of the Mosad, and despite 
the fact that the students will eventually become farmers, there 
is little if any vocational or home-economics emphasis in this cur- 
riculum. Almost without exception it is exclusively academic and 
could well constitute the curriculum of a private school in the 
United States. This emphasis, of course, is the result of deliberate 
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planning and is consistent with the kibbutz self-image as a com- 
munity of worker intellectuals d 

Classroom behavior. Since we have already deseribed the in- 
formality of the kibbutz school, little need be added but that the 
problem of maintaining order in the classroom, so that the teacher 
or children who are reciting may be heard, is ubiquitous. In some 
grades and with some teachers the situation is less acute than in 
others; some lessons, too, evoke less intense disciplinary problems 
than others; and certain hours — mid-morning — are less diffi- 
eult than others. But the generalization holds: the attempt to 
maintain discipline in the classroom is a constant pedagogic prob- 
lem. Talking, interrupting, fighting, shouting, walking about — 
these patterns characterize much of the student behavior in the 
elassroom. 

Intellectual interest. In a system of this type intellectual inter- 
est becomes almost the sole impetus to study and learning. One 
measure of intellectual interest is classroom motivation. Here the 
data are equivocal. To the extent that there is so much dis- 
turbance it could be inferred that the students are not interested 
in their studies, for if they were they would be more attentive 
than they are. Yet poor discipline may reflect a deficiency in ab- 
stract ability and an inability to concentrate, rather than the ab- 
sence of intellectual interest. 

^ The ideological emphasis of kibbutz education must not be forgotten. Instruc- 
tion in the light of Marxism is even more pronounced in the high school. A 
typical example from a tenth-grade course on “The Rise of the Proletariat” may 
be instructive. The Communist Manifesto is used as the textbook, not only for an 
analysis of the past, but for the analysis of contemporary social life as well. While 
discussing the differences between slaves, serfs, and proletarians, the instructor 
pointed out that technological change has always been opposed by the ruling 
classes, for they have large investments in the current technology and would, 
therefore, encounter financial loss by any change in the status quo. Hence, the 
American rulers would necessarily oppose the industrial use of atomic energy, for 
they do not wish to lose their profits from coal and oil. The Russian rulers, on 
the other hand, would welcome such an innovation since, in their case, it would 
benefit the entire society. 

Repeatedly in this course the thesis is stressed that all capitalists are villains 
who spend most of their time plotting against the workers. Thus, for example, they 
deliberately create a situation of permanent unemployment so that, having a 
backlog of workers to fall back on, they will not be dependent on their own 
workers whom, consequently, they are able to fire with impunity. 

Just as the capitalists are always villains, so the workers are always heroes. 
Since all wealth is created by the workers, the property of the capitalists is 
obtained by “stealing” from the workers. In capitalist society, therefore, production 
is for the benefit of the capitalists; in socialist society it is for the benefit of the 
entire society. 
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There are other ways of measuring intellectual motivation. 
Taking a random sample of twenty-four observational protocols, 
we rated the students’ apparent interest on a simple interested- 
disinterested dichotomy. Lively group participation, careful at- 
tention, intelligent questions, and so on, were taken as indica- 
tions of interest; while such statements in the protocals as: ‘"The 
children look bored and sleepy”; '"They daydream, doodle, play 
with objects in their desks . . “The children are apathetic 
and listless; they do not participate in the discussion. They look 
bored. At least three heads are on the desks”; “The children are 
bored, some are sleeping, others catching flies. . . . Few par- 
ticipate in the discussion the teacher is attempting to arouse”; 
these were taken as indications of disinterest. On the basis of 
these simple criteria, fifteen of the twenty-four sessions were 
judged to elicit the students’ interest, and nine were rated as 
sessions in which they were disinterested or bored. 

It is difficult to evaluate the intensity of interest from this 
procedure, but there is some indication that the sabra’s intellec- 
tual interest stops when great effort is required to master the 
material. The teachers, too, complain that students are unwilling 
to expend great effort in order to understand, so that they often 
make no attempt to master some difficult point.^ When the ninth 

grade was given a series of algebra problems to solve in class, only 
three, of a class of eighteen students, even attempted to solve 
them. The others waited for the teacher to explain the solutions. 
The general reluctance of these students to undertake problems 
that involve great effort is consistent, it is to be observed, with 
their reluctance to engage in individual activity. They much pre- 
fer to work at group projects.® 

But an important structural variable must be taken into ac- 
count in evaluating this characteristic — the absence of selective 
promotion. Throughout the entire school system there are no fail- 
ures — everyone passes. Assuming that intelligence is normally 
distributed in the Mosad population, then a certain percentage 
of these students are not of high intelligence and, consequently, 
find the work much too difficult for them. In another system they 
either would have left school or would have been assigned to 

®The Educational Director of The Federation, in an artiele in its education 
journal, writes that some people say that “the ehildren are inelined to do the 
minimum of work, not to put in effort, to give up very soon in any activity that 
requires effort.” Apparently in this too Kiryat Yedidim is not unique. 

® This same charaeteristie — dependence on the teacher when eonfronted with 
difficulties — has been noted for the grade school children, as well. See, 
pp. 283-284. 
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Special classes with other students of similar ability. In the kib- 
butz, however, even the dull students are expected to complete 
high school, and the Mosad does not place them in special classes. 
According to the principal at least 15 per cent of the students 
(this figure refers to the entire student body, including those from 
the cities) fall into this category. In a group-centered culture 
such as the kibbutz, these students have a great influence on the 
others. If they display little interest, assume no initiative, refuse 
to solve difiicult problems, and so on, many of the others will 
follow suit. It is they, moreover, who soon become bored and 
often initiate the disturbances described above.^ 

A third basis for evaluating student intellectual interest is pro- 
vided by the opinions of kibbutz members. In general, many 
parents, recent graduates of the Mosad, and some teachers feel 
that the intellectual interests of the students are not very strong. 
“The fact is,” commented a recent graduate, “for many students 
studies are not the central activity of the Mosad.” “It is no secret 
in the kibbutz,” said a mother of a high school student, “that our 
children have no great desire to study.” Some of the teachers 
agree with these statements, though they may interpret this sit- 
uation differently than do the parents. 

At least two reasons have been offered for the sabras’ alleged 
lack of intellectual interest. One teacher believes that it is a 
function of biological maturation — at this age, he argues, ado- 
lescents are interested in matters other than intellectual. He and 
his comrades in Europe experienced this same loss of intellectual 
interest at this age, and it was at this period that the Youth 
Movement entered their lives and captured their interests. This 
interpretation is probably the least cogent of all. There is no 
evidence to show that adolescence, in general, brings in its wake 
a loss of intellectual curiosity. If anything, the evidence points in 
the reverse direction — this is a period in which curiosity about 
the world is intense. Why should kibbutz adolescents be an ex- 
ception? 

A second reason offered for the alleged lack of intellectual 
interest among the students is the absence of more formal in- 

^ The Mosad has recently attempted to cope with these children by offering 
private instruction by a special teacher. This is a stopgap method, however, rather 
than a solution. At a kibbutz meeting, the question of the advisability of continuing 
the system of compulsory high school graduation was raised. Since these children 
were learning little, and since their education was very expensive, perhaps some 
alternative could be devised. Three suggestions were discussed, but no decisions 
were made at that time. The suggestions included organizing special classes, send- 
ing such adolescents to study in a trade school, or permitting them to quit school 
and to work in the kibbutz. 
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centives (such as grades, exams, and merit promotions) for 
academie performance. The laek of sueh ineentives, say many 
chaverim, is particularly bad for the better students; in the 
absenee of the stimulation afforded by grades they are eontent 
not to work, for even without working they ean remain at the 
same level as the mediocre students. 

This latter eharge is probably a valid one. In the course of 
interviewing teachers about individual students, the author was 
struek by the frequeney with whieh a teacher would say: “This 
is an intelligent ehild, but he does not do well in his studies”; or, 
“He is a brilliant boy, but he is lazy.” ® 

Some of the students, too, complain about the absence of a 
genuine grading system. Those from the eity want grades because, 
they say, they want to see where they stand in eomparison with 
other students. The kibbutz ehildren, in the main, do not under- 
stand this reasoning. “Who wants to know?” is their feeling about 
the matter. They too are in favor of grades, but for another 
reason: there should be, they believe, some penalty for the shirker, 
so that he who does not work should not graduate at the same 
time, nor with the same academie degree, as those who do. 

But if the students will study only because of external in- 
centives, does this not indicate that intelleetual aetivity has little 
intrinsie value for them? The answer would seem to be that these 
students in the main are little different from students in general: 
their elassroom motivation is not intense; on the other hand, it is 
not entirely absent. It is probably aeeurate to state that it is 
normally distributed here as in any other eommunity. 

But elassroom behavior is not the only index of intellectual 
interest. Despite their intensive sehedule, many students find time 
and are motivated to read books extraneous to their formal studies. 
In a survey made of the twelfth grade (exelusive of ehildren 
from outside Kiryat Yedidim) it was diseovered that the students 
read an average of 3.5 books a month outside of their elassroom 
assignments. These include fietion, history, seienee, and essays. 
More important, these books are not eonfined to Israeli authors 
or subjeets; on the eontrary, most are translations of foreign 
literature from the Mosad library. During their two-month 
summer vacation, moreover, these same students read an average 
of 9.4 books within these same general eategories. This would 

® That this problem is universal in The Federation may be seen in an artiele by 
its Educational Director who cites the common complaint (with which he is in 
partial agreement): “. . . the children do not actualize to the full their intellectual 
or moral powers, and the level of their attainments falls short of their real abili- 
ties.” 
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indicate that these students have a not inconsiderable degree of 
intelleetual interest, however disinterested they may be in some of 
their classes. 

There are, moreover, a small number of highly motivated 
intellectuals in the high school — despite the absence of those 
eompetitive motivations which are found in our own culture, and 
despite the faet that education is not a means to professional and 
soeial mobility. 

Intellectual attainments. Many parents complain that the 
intellectual attainments of the students are low, and that it is the 
urgent responsibility of the Mosad to remedy what they consider 
to be a deplorable situation. Indeed, the parents are so deeply 
concerned with this “problem” that four consecutive town meet- 
ings were devoted to it during the course of this study. 

The Mosad teachers do not agree with the parents, and they 
counter with a number of arguments. In the first place, they 
contend, though the students know less Bible than urban high 
sehool students, they know more modern history, labor movement 
history, and Marxism. And in terms of kibbutz educational goals 

these latter subjects are more important than the Bible. Second, 
though the students are not experts in Jewish literature, they 
probably know more about world literature than the urban 
students. Third, though the linguistie level of the students — 
espeeially their knowledge of spelling and grammar — is not good, 
this is a eharacteristic of students throughout the country. And, 
finally, the students’ intellectual level eannot be so high as that 
desired by the parents, for they have a heavy work program, 
whieh takes up most of their afternoons and leaves them physi- 
cally fatigued, and they are engaged in an intensive social life 
which takes up most of their evenings. Hence, the teaehers can 
assign only the barest minimum of homework. But since the work 
performed by the students is eeonomieally important to the 
kibbutz, and since “you can’t expect the ehildren to give up their 
ehildhood,” this situation eannot be changed. Moreover, since 
both work and activities are necessary for the development of 

the normative kibbutz personality type, no one has seriously 
suggested that they be abandoned. The eonsequenee, however, 
is a lowering of the students’ intellectual attainments.^ 

® Apparently pressure of extracurricular activities is cited by many kibbutzim as 
a primary reason for the poor intellectual progress of their students, because 
this question was raised at a seminar conducted for The Federation’s high school 
teachers. Statistical findings were presented, however, which refuted this notion, 
and which indicated that only a small number of students participate actively in 
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It is my opinion that the intellectual attainments of the Mosad 
students are higher than those of the average American high 
school students but are lower than the European gymnasium 
standard which their parents hold up as the norm. 

WORK 

Student work is viewed by the Mosad and by the kibbutz as 
serving two purposes: it makes an important contribution to the 
kibbutz economy, and it prepares the students for their adult 
economic roles. Hence, the principle underlying the distribution 
of work is that one-third be in the productive branches (meshek) 
of the kibbutz, one-tliird in the productive branches of the Mosad, 
and one-third in service branches (sheirut) of both the kibbutz 
and the Mosad. In addition, the students are responsible for 
making their beds and cleaning their rooms. (Each makes his 
own bed, but the cleaning of the room is delegated to a different 
student each week.) 

The assignment of students to the three types of work enu- 
merated is determined by the student Work Committee, 
headed by a work coordinator. As is the case with the adult Work 
Committee, it posts on the bulletin board outside the Mosad 
dining room a daily work list on which the assignment of each 
student is listed. Not all students work the same amount of time, 
however, for the hours are graded according to age. The seventh 
grade works one and one-half hours; the eighth grade, two hours; 
the ninth grade, two and one-half hours; the tenth grade, two and 
one-half to three hours; and the eleventh and twelfth grades, 
three hours. During the summer, except when they leave on 
vacation, each of these kevutzot works an additional hour. 

The service jobs performed by the students include janitorial 
work (in the classrooms, the dining room, the toilets and shower 
rooms); work in the Mosad kitchen, as well as in the clothing 
room, sewing room, and laundry of both the Mosad and the 
kibbutz; gardening and landscaping in the Mosad; and assisting 
in the various children’s dormitories. The productive work in the 
Mosad includes tending the poultry-run and the vegetable garden. 
Productive work in the kibbutz includes working in all its 
agricultural branches. 

Since one of the objects of student labor is to prepare the 
students for their eventual adult economic roles, no student is 
permitted to specialize in any one branch; hence his work assign- 

extracurricular activities; most do not. And the inactive students — those, presum- 
ably, who have time to study — do as poorly as those who are active. 
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ment is changed each academic quarter. An attempt is also made 
to discourage the development of a sexual division of labor; both 
sexes work in service and produetive branehes. This generalization 
must be qualified, however. The Mosad has always been opposed 
to girls working on traetors, or in those agrieultural branehes, 
sueh as field erops, which demand strenuous physieal labor; and 
no girl has ever volunteered to work in these branches. On the 
other hand, none of the boys works in the elothing or sewing 
rooms, although the Mosad has favored sueh work for them. Since 
the boys performed this work so poorly, and impeded the smooth 
operation of the work in these “serviee” jobs, it was deeided that 
it would be best not to assign them to these branehes. 

In general the students are reported by their work supervisors 
to be good workers, a not unexpeeted finding in view of sabra 
desire for reeognition and their realization that efficient work is 
a means to that end. That this is so is revealed in their responses 
to the Moral Ideology Test. Among all the aetivities whieh are 
said to elicit the praise or eritieism of one’s fellows, work is the 
activity most frequently cited by the students. 

SOCIAL ACTIVITIES 

The Movement. The Movement with whieh the students are 
affiliated is the youth movement whieh the founders of Kiryat 
Yedidim had organized while still in Europe.^® Today it retains 
its original seouting and Zionist orientations, and has added a 
strong political orientation, as well. For both eity and kibbutz 
children the politieal aspeets of The Movement inelude the entire 
politieal program of The Party, with its emphasis on labor, a 
soeialist state, and a pro-Eastern, international orientation. In- 
deed, The Movement, in its politieal aspeets, may be viewed as 
The Young Party. 

Strueturally, eaeh kevutza of the Mosad constitutes a kevutza 
in The Movement, and all the kevutzot eonstitute a ''nest” (ken). 
Eaeh kevutza has an appointed Leader (madrich), who is ehosen 
either from among the older students in the Mosad or from the 
young Mosad graduates. Their immediate superior is the ken 
Organizer, who is both a member of the National Exeeutive, as 
well as a member of the kibbutz. In the ken, unlike the Mosad, 
deeisions are made for the students, not by them. 

The aetivities of the kevutza — aside from sueh politieal 
aetivities as marehing in political parades and obtaining signatures 
for the peaee movement — are of an intelleetual and a scouting 

See Spiro, Kibbutz, pp. 43-48. 
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nature. The former are arranged by the Leader, who, in eon- 
sultation with the Edueator, ehooses a subjeet for discussion and 
investigation. One kevutza, for example, was studying anthro- 
pology at the time of our research; another was studying the 
“history of the 'group,’ from the ancient family to the modern 
state.” 

The scouting aspect of The Movement includes hiking, camp- 
ing, and forestry. Camping trips may be arranged by the kevutza 
or by the entire nest. Every three years The (National) Move- 
ment sponsors a national jamboree which includes, among other 
things, competition in various types of scouting activities. 

In general. The Movement in the Mosad is not successful. 

The students seem to be apathetic to its program and display 
only a perfunctory interest in its meetings. The ken Organizer 
attributes its lack of success to the absence in the Mosad of the 
usual motivations for participation in youth movements — cama- 
raderie, group belongingness, social activities, the opportunity to 
meet members of the opposite sex — since these needs are already 
filled by other aspects of Mosad life. It has been his experience, 
moreover, that a successful youth movement rests on rebellion 
against parents and the latter’s way of life; and in the kibbutz 
The Movement is supported by the parents. The kibbutz nest, 
to be sure, attempts to encourage rebellion against certain aspects 
of contemporary kibbutz life — especially in those areas in which 
it has departed from its original ideals — but this does not in- 
crease the interest of the students; it may even have a reverse 
effect. When criticism is leveled against the kibbutz — for viola- 
tions of its collectivistic ideals, for example — the students will 
often retort with, “So, are you saying that my father is not a good 
man?,” or, “Why should the Mosad do things differently from the 
way they are done in the kibbutz?,” or, “If the kibbutz has faults, 
they can be corrected when we become members, but not while 
we are still students.” 
• Despite their lack of great interest in its program, initiation 
into The Movement seems to be an important event for the 
students, as we ourselves perceived while witnessing the annual 
installation ceremony.^^ Although not enthusiastic about the 

“ On the day of Lag Beomer, a spring nature festival, The Movement sponsors 
its annual scouting competition, and on the following night the installation is held, 
at which time members are formally initiated by being presented with their em- 
blems, and awards and promotions are announced. The installation is a quasi- 
military event. It is held at night, in the light of giant torches and flares. Each 
kevutza is lined up in military fashion facing the ken Coordinator. As its name is 
called, the kevutza marches forward and salutes the Coordinator. 
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ceremony, the students were moved in some way since, as a 
chaver pointed out, they were quiet and orderly during the entire 
proceedings! That the initiates were impressed is revealed also 
by the fact that for more than a week after the ceremony they 
talked about their emblems with great pride. Moreover, in an 
article in the student magazine describing their first year in the 
Mosad, the members of the seventh grade referred to this 
initiation as ‘‘one of the profoundest experiences of the year.” 

Other activities. In addition to The Movement, whose five 
meetings a month are compulsory, there are numerous other 
activities which occupy the time and energies of the students. 
These activities, for the most part, are centered about a number of 
chugim, or clubs (literally, “circles”). Sponsored by the Cultural 
Committee, clubs meet once a week under the supervision of a 
faculty advisor. In addition to the choir and orchestra there are 
clubs devoted to literature, politics, science, chess, folk dancing, 
dramatics, and art. During our study it was decided that no 
student could participate in more than two clubs. 

There are at least five other activities besides clubs which 
must be mentioned: the biweekly mesiba or convocation, athletics, 
the “literary trial,” the student newspaper, and the Mosad annual. 
Unlike the clubs, the mesiba is an all-Mosad activity. Each mesiba 
is devoted to a different theme, such as politics, literature, 
dancing, or art. One mesiba which we observed was devoted, for 
example, to the folk songs and myths of different peoples. Each 
kevutza represented a different country, so that ranging from the 
seventh to the twelfth grade, respectively, the program included: 
Legends from the Bible, The Birth of the Hero, Chinese songs 
and legends, Russian songs and a Russian skit, American folk 
songs, Hindu dances. Holidays and their values may also con- 
stitute the theme of a mesiba. 

In addition to the biweekly mesibot, a concluding mesiba at 
the end of the school year is presented for the entire kibbutz. 
This is an elaborate event, which requires many weeks of prep- 
aration on the part of both students and teachers. The program 
begins with an exhibit of the year’s work, displayed in a number 
of rooms, and including the following features: paintings, handi- 
crafts, scientific collections and exhibits, and the summary of 
the various projects conducted by each class during the year. 
Eollowing the exhibit a program is presented consisting of modern 
dances, orchestral and band music, and a play. 

Many of the students, particularly the males, are very much 
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interested in athleties, basketball being their favorite sport. When 
the weather permits, the outdoor basketball court is in constant 
use between classes and before meals, as well as at regular recre- 
ational periods. The Mosad, moreover, has a basketball team 
which competes with other teams, and great interest is displayed 
in its fortunes by the students. 

Another activity, the Literary Trial {mishpat sifruti) is held 
annually. During the year all the students read a novel selected by 
the faculty (Steinbeck’s, The Pearl, was the novel selected for the 
trial we observed) which forms the basis for the “trial.” In the 
trial, which is conducted like a court proceeding — with judge, 
jury, witnesses, and prosecuting and defense attorneys — the main 
character in the novel is indicted and judged. Much time is 
devoted to the preparation of the trial, which usually lasts two 
successive nights. 

Mention should be made of the student magazine which 
appears monthly during the academic year. It is edited by a staff 
which is headed by an editor-in-chief, and which enjoys the 
counsel of a faculty advisor. This magazine covers a variety of 
subjects, and includes many literary forms. A typical issue in- 
cludes one or two editorials, essays —both humorous and serious 
— on diverse subjects, one or two short stories, a poem or two, 
some cartoons, and reports on the activities of various branches 
of the school. Almost all the contributions are by students, with 
an occasional report by a member of the faculty. The general 
level of the magazine, both substantively and editorially, is high. 

This magazine, read in its entirety by almost all the students, 
is an important index of student opinion on a variety of subjects. 
A numerical listing of its articles from five issues published during 
the year of our study follows: 

Problems and aspects of Mosad life 23 
Problems and aspects of kibbutz life 8 
Politics 6 
Zionism 2 
Problems of editorial staff 2 
Short stories ‘ 2^^ 
Movies 1 

The articles on Mosad life included an essay on its gardens 
and landscaping; two complaining about the turmoil in the dining 

This is a spurious figure, for it refers not to two stories, but to two separate 
issues in which a series of short stories were published as part of a short story 
contest. 
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room; three on The Movement; two reports of the Cultural 
Committee; one article criticizing the lack of interest in student 
government; one giving the results of a poll on student self- 
government; a humorous report of the Literary Trial; a report by 
the Committee on Athletics; a survey of the year’s work, written 
by the principal; humorous cartoons of daily events; a series of 
articles by a representative of each kevutza, surveying its year’s 
activity; and a report by all standing committees. They also 
included a criticism of students who accept ‘‘bourgeois values ” 
when they visit in the cities; criticism of the poor spirit with 
which the Mosad celebrates holidays and other events; criticism 
of younger students for their lack of participation in group dis- 
cussions; three articles criticizing the possession of money in the 
Mosad; and a humorous essay on a student draft to exterminate 
rats. 

Articles on kibbutz life included such topics as the reasons for 
the success of the kibbutz, in contrast to former utopian com- 
munes; a poetic eulogy to Kiryat Yedidim; a humorous essay on 
students who work in agricultural branches; opposition to hired 
labor in the kibbutz; reaction of students to a meeting of the 
executive committee of The Federation; the necessity to per- 
petuate kibbutz culture; a symposium on the desirability of 
kibbutz industrialization; opposition to the introduction of private 
property into the kibbutz. 

The political articles included a criticism of the Army for 
alleged maltreatment of the Arabs; a discussion of the lack of 
ideological interest among the students; a criticism of the students 
for their exclusive interest in Russian art and literature; a criticism 
of the Scouts for being apolitical; a translation of an article by 
Stalin; a symposium on the desirability of awarding prizes in a 
socialist society. 

The Zionist contributions included a poem by a professional 
poet, and a defense of displaying the pictures of Herzl and Weiz- 
mann in the dormitories. 

Attitudes toward participation. Though the students are group- 
oriented, many complain about the heavy round of activities that 
is their daily routine. In the first place, some complain, it leaves 
them physically fatigued, and it is true that, when they awaken 
in the morning, the students are often visibly tired. Two recent 
graduates of the Mosad, now working in the kibbutz, said that 
they no longer feel tired (as they had in the Mosad) although 
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they were now working a full day. At 6:00 P.M., they pointed out, 
their work is done, and they can do what they please. In the 
Mosad, on the other hand, a whole new schedule of activities is 
just beginning at that hour. 

Others complain, not because of the drain on their energies, 
but because of the lack of privacy which these activities, together 
with other aspects of group living, impose on them. The fact is, 
that the high school youth, like all children in the kibbutz, have 
almost no opportunity for privacy. The group is ubiquitous. 

One sometimes has the feeling, however, that some of the 
student complaints are an excuse for not giving more time to their 
studies. The students themselves place great value on the im- 
portance of group activity. Next to the shvitzer (see Chapter 15), 
the most disliked student in the Mosad is the one who refuses to 
accept group responsibilities, and who participates in few of its 
activities. When the senior class, for example, was interviewed, 
almost all the students referred spontaneously to one student who 
kept to himself, and who was seldom active in group activities, 
as an example of the wrong kind of student. And for the entire 
high school our interview data reveal that the active student is 
accorded the greatest prestige. 

The Mosad authorities are aware of the full schedule of the 
students but they justify this schedule on social and intellectual 
grounds. The Children’s Society, with its full program of activities, 
they maintain, is a framework which provides a ‘'strong moral 
and social force” for the Mosad. If there were no formal structure 
of group activities, they argue, the students would have to invent 
their own activities. Of what would these consist? — spending 
time in their parental rooms, sleeping, or various forms of isolated 
activities (some of which might be undesirable) such as smoking, 
drinking, sex, or “just wasting time.” They point to a neighboring 
kibbutz where, in the absence of a structured program of activi- 
ties, this is exactly what is happening. In a Children’s Society, 
however, this cannot occur. The existence of these activities, they 
argue, compels the students to participate almost every night in 
worthwhile intellectual and social experiences — experiences 

This constant round of activities not only places a premium on privacy, but 
it establishes an extreme routinization of the daily sehedule. No wonder the stu- 
dents seek as many novel and nonroutinized experiences as possible. Hence there 
are numerous fads which come and go in the Mosad, such as dancing fads, the 
development of private newspapers, playing of reeords, competition in some work 
activity, worm-eating contests, and a contest to see who would eat the eye of a 
recently slaughtered eow. 



308 CHILDREN OF THE KIBBUTZ 

‘Vhich are good for them and which they probably would not 
have had otherwise.” 

SOCIAL CONTROL 

Peers, Peers exercise informal, semiformal, and formal con- 
trol. There are at least two types of informal peer control. Older 
children exercise a degree of social control over the younger both 
through imitation on the part of the younger as well as by instruc- 
tion and reprimand on the part of the older. Instances of the latter 
are frequent: a group of children are eating in the dining room, 
for example, and an older girl criticizes the younger students for 
their poor table manners; or, the students are working in the 
fields and an older student criticizes a younger child for indolence 
or inefficiency. This is essentially an informal technique in which 
one student or a group of students acting informally exercise 
control over a fellow student by verbal criticism. 

Another informal peer technique, one quite different from 
that mentioned above, consists in criticizing an offender by an 
appeal to the group values. This technique combines both peer 
and superego techniques, for one is exhorted by a peer to conform 
to group values on the assumption that one will feel bad (guilty 
or ashamed) if the violation is brought to one’s attention. 

Dan (ninth grade) had an argument with one of the refugee boys, 
and in anger called him “hlack and filthy.” The latter retorted that such 
a statement on Dan’s part was “in contradiction to all your values, and 
how can you claim to he a good kihhutznick if you do that?” Dan 
immediately apologized, saying that he did not mean anything by it, 
that it was “just a way of talking.” 

There are two types of semiformal peer control, as well. One 
type consists of criticizing an offender in the student magazine. 
Individuals are rarely criticized by the magazine, but many 
articles and editorials are devoted to deploring or criticizing some 
wrong in the Mosad and, in general, the criticism rests on an 
implicit or explicit appeal to the group values. It is difficult to 
assess the effectiveness of such criticism, but it is my guess that 
it is relatively ineffectual. The following types of behavior were 

On the other hand, the director of The Federation’s Education Committee 
has himself expressed some doubts concerning the desirability of this intensive 
extracurricular program. He writes that the organized activities in the Mosad 
system train the child in such a way that he does not know what to do with his 
free time when he has any, for he has become accustomed to having all his 
activities planned for him. 
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the objects of criticism in editorials or articles in the sample of 
issues analyzed. 

1. Students who complain, but who never have positive sug- 
gestions. 

2. Lack of interest in Meetings. 
3. Lack of classroom discipline. 
4. Poor relations between boys and girls. 
5. Swearing. 
6. Acceptance of “bourgeois values” by students vacationing 

in cities. 
7. Apathetic celebration of holidays and festivals. 
8. Apathy to The Movement. 
9. Lack of group participation of younger students. 

10. Students who possess private money (it should be turned 
in to the Mosad treasury). 

In rare instances, however, the magazine may become personal 
and, as the high school principal pointed out, since the respect of 
the group is a primary motivation for social conformity, such 
personal criticism is highly effective. For example: 

A tenth-grade boy from the eity was a braggart. Bragging is 
despised in the Mosad, so that he was the object of constant teasing. 
When the latter technique did not show any results, a cartoon appeared 
in the student magazine caricaturing his behavior. He resigned from 
the Mosad. 

The latter example illustrates, as well, the use of aggression as 
a technique of social control. And this brings us to a second semi- 
formal technique of peer control. Students who violate important 
Mosad or kibbutz values frequently find themselves the objects 
of group derision and, if that is not effective, of physical attack. 
The instances to be cited below are important for two reasons: 
they show the extent to which this aggression may be carried, and 
they incidentally reveal some important student values. It should 
be noted that both verbal and direct physical aggression are 
employed. 

Chanan (a seventh-grade boy) is interested in painting. Whenever 
the art teacher comes to the Mosad, he tries to be with her, and to 
obtain her help with his painting. The children have teased him about 
this, calling him a “shvitzer.” Yesterday their taunts became so severe 
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that he burst out crying and could not be consoled until much later, 
when the teacher spoke to him. 

David, an eighth-grader from the city, was heartily disliked because 
of his lying and teasing, which the others found very annoying. They 
responded by hitting and even throwing things at him, but he persisted 
in his irritating behavior. One day when David was sick in the isola- 
tion ward, a group of boys whom he had particularly annoyed 
descended on him, stripped him of his clothing, and forced him out- 
side. The high school authorities decided that the only effective method 
of preventing any more violence was to ask David to resign from the 
school. 

The most extreme case occurred in the twelfth grade. Tamar was 
the most brilliant girl in the class, but she violated all the Mosad values. 
She would brag about her abilities, tease and taunt the others, show 
off her new dresses. Her peers responded with verbal aggression 
until her provocations became unbearable and, one day, they hung her 
by her hands to a tree. 

Formal peer control, by either the kevutza or chevra, includes 
the use of such techniques as calling the student to a beirur or 
“clarification,” ordering him to confonn, and, finally, imposing 
some sanction. A most painful experience for the average student 
is the beirur. Should a student do something of which the group 
disapproves, it may demand that he “clarify” his conduct before 
the group. Since he dreads this more than almost any other experi- 
ence, he usually behaves in such a manner as not to be called. 

Should the beirur prove ineffective the kevutza may simply 
order a student to conform. To cite but one example: a committee 
had been appointed to plan for a large celebration, and one of 
the appointees refused to serve. The kevutza was called into 
session, and it voted that he must serve. The student acquiesced. 

Should such a command be ineffective, the group then resorts 
to the more drastic technique of group sanction. It may give the 
student a difficult assignment in the kevutza or the Mosad as 
punishment for his behavior, or it may punish him by withdrawal 
of some privilege. When two students violated a polio quarantine, 
their kevutza voted to deprive them of all privileges for two 
weeks; and when a male student described, in coarse language, 
how a female student gets dressed in the morning, his kevutza 
voted that he not be given his emblem at the initiation ceremony 
of The Movement. 

As a last resort, the group has the power of expulsion, a power 
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which only one kevutza has ever exereised. This power is absolute. 
The teaehers and other adults may attempt to ehange the students’ 
minds, but they may not reverse the group deeision. 

The extraordinary importance of the peer group as an agent of 
soeial control is revealed by the Moral Ideology Test. Although 
peers play an important soeialization role among the younger 
children, they are less important than the edueators. In the high 
school, however, the positions are reversed. Peers are mentioned 
by students more than twiee as frequently as educators (and more 
than three times as frequently as parents) as agents of social- 
ization. It should be added that peers are mentioned in eonneetion 
with positive and negative sanetions with almost equal frequeney, 
whilst among the grade school children they are mentioned 
much more frequently in eonneetion with positive than with 
negative sanetions. 

If all others — named on the Moral Ideology Test as ''others,” 
"everyone,” "the kibbutz” — be combined with members of the 
peer-group, "the group” becomes the overwhelmingly most im- 
portant soeialization agent for these students — almost three times 
as important as edueators and almost four times as important as 
parents. 

Adults. Adult teehniques of soeial eontrol are numerous. In the 
first plaee there is a simple appeal to reason. This may take a 
number of forms, two of whieh are revealed in the following 
examples. 

In a seventh-grade geography class the teacher is asking questions, 
which the students are to answer aloud. They all attempt to answer 
simultaneously, and the resulting din precludes any discussion. The 
teacher responds a number of times with, "I can’t listen to a choir.” 

A boy in the tenth grade was eating sunflower seeds in class. The 
teacher said it was unwise to do so, since this habit was "'unhealthy.” 

A second technique is to deprive (or threaten to deprive) the 
students of some privilege. It is my impression, in the absence of 
quantitative data, that this technique is rarely employed by the 
teacher (though it is frequently employed by the kevutza). 

The teacher was explaining to the students at a regular meeting of 
the kevutza the reasons for a particular decision which had been made 
by the Mosad authorities. They were indignant and constantly inter- 
rupted him. He said that if they continued to interrupt him he would 
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adjourn the meeting. Later, as they eontinued in their obstreperous 
behavior, he pronounced the meeting adjourned. 

For more serious breaches of Mosad norms, the deprivation is 
much greater. 

On a hike of all the branches of The Movement in the Mosad, the 
senior class refused to participate in the night watch; instead, it left 
early in the evening to watch the movie in the kibbutz. The authorities 
decided that this was a serious matter, and punished the entire group 
by not permitting them to participate in the final ceremonies of the 
year, and by withholding their emblems which they were to have 
received at this time. 

A third technique employed by the teacher, particularly with 
respect to classroom discipline, is to order or to request the 
student to comply with his demand. This is in general an ineffec- 
tive technique — at best it is of temporary relief. Often, if neither 
the request nor the command is effective, the teacher may shout 
at the students to be quiet, and if this does not work, he may say 
that he will not continue until the students are quiet, and then 
wait until they become quiet. Generally they come to order after 
a short time. 

A fourth method employed by the teacher is shame. 

In the tenth grade, the teacher asks a girl to define a verb, but she 
pleads ignorance. Yair says that a noun is a bird, and laughs. Teacher 
tells him not to display his boorishness. 

The teacher attempted to interest the eleventh grade in grammar. 
He said that they did not really know Hebrew grammar, although they 
spoke the language, that they did not even know the difference between 
a noun and a verb. He did not want them to be like “the farmer” who 
spoke prose for forty years without knowing it. 

But most of the techniques employed by the teacher do not 
include the exercise of his own authority. Instead, he manipulates 
the situation so that the responsibility for ensuring conformity 
devolves on the group or the individual. We have already seen 
that almost all antisocial or nonconformist behavior which in- 
volves peer-interaction is handled by the group itself; but often it 
acts at the instigation of a teacher or teachers. If, for example, a 
difficulty or a problem arises and the teacher feels it ought to be 
met, he calls a meeting of the class, poses the problem, and asks 
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them to suggest a solution. Hence, though it is the teacher who 
usually initiates the process, it is the group which imposes the 
sanction, so that instead of exercising authority himself, he 
delegates it to the peer-group. 

The teacher not only asks the students to assume ultimate 
responsibility for the conduct of its members, but he also utilizes 
group decisions for the manipulation of the students’ superego — 
a technique which we have already encountered in the grade 
school. Thus, since group edicts and decisions are, in general, 
accepted by the students as inviolate, teachers frequently appeal 
to such decisions in order to obtain compliance with their own 
demands. When the students wish to do something of which the 
teacher disapproves, he may say, “But you yourselves voted not 
to do it” (or, to do it), in order to obtain compliance. 

A variant of this technique of appealing to the students’ 
superego — probably the most frequent — is to remind the 
students of their great responsibilities to the kibbutz, of their 
noble future calling, of the hopes which The Movement and The 
Federation have reposed in them. 

The reluctance of the teachers to exercise authority them- 
selves, which ideologically^® stems from the emphasis on a per- 
missive and democratic social climate has two consequences: 
it gives great freedom to the students and, at the same time, it 
places great superego demands on them. For both reasons many 
persons — parents, students, and some teachers — have criticized 
the teacher for what they consider to be an abdication of his 
proper disciplinary role. 

With respect to the first criticism a recent graduate of the 
Mosad expressed it this way. The students do not have enough 
discipline imposed by a superordinate authority and would wel- 
come such authority. He characterized the present situation as 
similar to one in which a child has done something wrong, and 
waits to be punished, but the punishment does not come. 

He is not unique in his sentiments. In a poll of upper classmen 
and recent graduates of the Mosad, conducted by the high school 
magazine, it was revealed that all the respondents, without ex- 
ception, demanded greater discipline and authority from the 
teachers. Some of the responses to the question, “What is your 
opinion concerning the system of studies in the Mosad?” are 
quoted. 

We are not coneerned with the personality characteristics of the teachers 
which make them reluctant to assume authority. 
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Male, senior, sabra (paraphrased): The system is "perfectly adapted 
to the need of kibbutz living,” but the teachers and educators are not 
sufficiently strict with the students . . . 

Male, graduate, sabra: There is too much freedom for the individual 
. . . The role of the "fearful teacher” of the old system must be played 
by the "criticizing chevra” in our system. If this cannot be guaranteed 
there is no basis for the success of our system. 

Male, graduate, non-sabra: There is too much freedom ... It is 
not necessary to appeal constantly to the conscience; it is desirable 
to use threats, even the threat of expulsion. 

Male, graduate, sabra: When we first came to the Mosad I said: 
"This system will not work. The freedom will be turned into anarchy. 
A child is a child, and he’ll exceed the limits . . .” The extreme 
freedom we have is not good . . . 

By refusing to exercise greater personal authority, the teacher 
not only gives the students too much freedom, but, it is claimed, 
places too many demands on them. To ask the students to 
discipline their own erring members, said one Mosad official who 
is strongly opposed to this system, “is to impose too great a 
responsibility on them.” A parent, discussing the technique of 
appeal to student conscience, complained that this is too great a 
burden for them to bear. It should be borne instead, he com- 
plained, by the teachers "through their proper exercise of au- 
thority and discipline.” 

Students feel the same. Responding to the poll referred to 
above, a senior wrote: 

In general the system is not good. Each of us is given an over- 
abundant use of our conscience. Our system appeared excellent at first 
in contrast to the older system which created tensions and fears in the 
child. But this system doesn’t work; there must be external demands 
. . . and not leave everything to conscience. 

Discussing this situation, a graduate of the Mosad made the 
same point. The students are always made to feel, he said, that 
they must work hard, study hard, and so on, because of the great 
responsibility that is theirs. When they participate in an inter- 
kibbutz contest of any kind, they feel they must do well since 
their performance reflects not only on them as individuals, but 
on the entire kibbutz. His was the first class to be graduated from 
the Mosad, and they were constantly reminded of their conse- 
quent responsibilities — since they were the first, they must do 
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well so as to set an example for the others. This, he protested, 
imposes on the students a eonstant burden of conseienee. 

That the students ehafe under this burden of conseienee is 
indicated by another incident. In discussing an emotionally 
disturbed student, a senior noted that the student was not treated 
kindly by the others. He then turned on me, asking, “What do you 
think? WeTe different from anyone else?” 

The burden of conscience is exacerbated, according to one 
parent, when the students begin to work in the kibbutz economy. 
For then, he said, the students are reminded in many implicit 
ways (and sometimes explicit, too) that the time has come for 
them “to repay their debt” to the kibbutz for “everything it has 
done for them.” 

Many teachers agree that this appeal to conscience is not a 
desirable technique. But, complained one teacher, “What other 
technique is available?” The use of greater discipline on the part 
of the teacher, he claimed, would be ineffective since the student 
always has a refuge. Whenever he is criticized, he goes to his 
parents, who always side with him. In short, this teacher went on 
to say, “there is always a piece of sugar waiting for him at home.” 



ASPECTS OF ADOLESCENT 
CHAPTER 1 3' PERSONALITY 

TUEMOIL 

It is difficult to decide whether the now familiar Sturm und Drang 
experience of Western adolescence is found among kibbutz ado- 
leseents. Both teachers and parents attest to the fact that many 
students experience some type of adolescent emotional disturb- 
ance. Even parents, whose defenses were usually mobilized in 
answering the Questionnaire, were quite prepared to concede this 
point. Of the nine adults with adolescent children who answered 
the question, “Did your ehild undergo a 'crisis’ during adoles- 
cence?,” three answered, “definitely yes,” three answered, 
“perhaps yes,” and one did not respoild; the remaining two 
answered, “no.” 

Teachers too report the existence of adolescent personality 
problems. In analyzing our teacher interviews the following con- 
elusions emerged: at least 16 or 21 per eent of the students from 
Kiryat Yedidim were sufiieiently disturbed to elicit the attention 
of their teachers and/or students. These ineluded a girl who 
suffers from nightmares; two highly neurotic boys, who are 
characterized by extreme insecurity and lack of self-confidence; 
a neurotic girl who is a passive, dependent type without self- 
confidence, and with little ability to concentrate; a highly with- 
drawn girl who interacts with a minimum of affect; three 
enuretics — two boys and a girl — one of whom is also a thumb- 
sucker; an aggressive, “cold” girl who is described by her teacher 
as having “no soul”; a boy with a serious emotional block to study- 
ing; five highly aggressive boys; and a boy who is probably 

sehizophrenie. 
Despite this incidence of disturbance — it is impossible to 

assess the significance of these figures, since there are no com- 
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parative data available — the question of adolescent Sturm und 
Drang remains an open one. We feel confident, however, that 
kibbutz adolescence — whatever the eventual evaluation of ado- 
lescent adjustment may be — is qualitatively different from the 
typical adolescent pattern described in professional journals and 
monographs.^ This statement is based on an analysis bf three areas 
which usually occasion or undergo some stress in our own culture 
during adolescence — aggression, sex, and relationship to parents. 

AGGRESSION 

Introduction. That the students in the Mosad are highly ag- 
gressive will be noted shortly. But it should be emphasized that 
there are no manifestations that correspond, even roughly, to 
what we term ‘'juvenile delinquency.” Nor is this surprising. Those 
kinds of juvenile delinquency that are motivated by such needs 
as social prestige, desire for material things, conspicuous con- 
sumption, the desire to belong (as well as to hurt those who 
prevent one from belonging), or by such cultural characteristics 
as invidious social class differences or poverty, are unlikely to be 
found in the kibbutz. None of these motives operates in the Mo- 
sad. They are effectively muted by the social structure of the kib- 
butz. All the students wear the same kind of clothes, which none 
of them own. All of them enjoy the same, relatively high, standard 
of living. The absence of social classes, in either an economic or 
social sense, means the absence of invidious comparisons and 
competitive prestige as a function of family background. No one, 
in other words, is excluded or made to feel inferior because of 
family or class affiliation. No one is left out because he lives “on 
the other side of the tracks,” and no one feels inferior because his 
family is poor or dirty or immigrant or speaks with an accent. 
In short, there are few objective conditions that can give rise to 
feelings of deprivation, whether of material goods or of social 
prestige, and, hence, to that kind of juvenile delinquency which 
is motivated by desire for revenge or by the desire to bolster one’s 
feelings of low self-esteem. 

But self-esteem, though frequently a function of group-accept- 
ance, is not always a function of social structure. Persons may be 
rejected by the group because of personal characteristics, and the 

^ One thing is evident — whatever its intensity or form, kibbutz adolescent 
turmoil is not somaticized. We did not observe a single instance of acne among 
the Mosad sabras. On the contrary, one is immediately struck, on meeting the 
students, by their clear complexions. 
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unpopular adolescent, who feels that he does not belong and is 
not wanted, is generally miserable. This source of misery, too, is 
absent from the Mosad. Some students, to be sure, are un- 
popular; and they know it. But no student is ever left out and 
therefore made to feel rejected, because of his unpopularity. And 
this is not because kibbutz adolescents are kinder than adolescents 
elsewhere, but because of the social structure of the Mosad. All 
activities encompass the entire group, so that everyone has an 
equal opportunity to participate in the group activities. There are 
no private parties from which certain students are excluded, nor 
are there other forms of exclusion. In short, there is no differential 
group participation. Students may, of course, form personal friend- 
ships, but such friendships are never the basis for exclusive group 
activities. These always comprise the entire kevutza, or the entire 
Mosad, or the entire branch of the Youth Movement. 

Although aggression does not assume delinquent forms in the 
Mosad, it does exist, and it is expressed in many ways. Like most 
of our other categories, however, it is all but impossible to evalu- 
ate its significance for lack of comparative data. Although the 
opinions of the teachers are of little weight (for they too have no 
basis for comparisons) it should be noted that they were suffi- 
ciently disturbed by what they felt was an unusually high degree 
of aggression in the Mosad, to have devoted a number of faculty 

meetings to this problem. They were particularly disturbed, 
according to the report of one of the teachers, by the cruelty 
found among some of the students. 

Despite the teachers’ concern, I am confident that inter- 
personal aggression — at least in its physical form — is much less 

frequent in the Mosad than it is among the younger children. 

Whereas physical aggression is the most important cause for anger 
among the grammar school children — as revealed by the Emo- 

tional Response Test, at any rate — it is among the least important 
for the high school students. And, of the two possible hypotheses 

which could account for this downward shift — accommodation 
to aggression, or a diminution in aggression — our observations 

would support the latter.^ 

Interpersonal aggression is found in a number of forms other 
than physical attack — gossip, teasing, laughter, name-calling, 

^ The evidence from the Emotional Response Test with respect to verbal 
aggression, however, is ambiguous. Though there is a diminution in the frequency 
of anger responses caused by aggression, there is an increase in the frequency of 
sadness responses. 
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and so on; and it is expressed against a number of persons — 
teaehers and other adults, kevutza peers, students who fall into 
certain socially disliked categories, younger students, outside 
students, and refugees and other immigrants. 

Racism. In general, students are aggressive toward strangers, 
that is, persons from outside the kibbutz. Hence, it is difficult to 
decide whether aggression against some of the teachers is a 
function of their status as teacher or as outsider;^ or whether 
aggression against some of the city children is really instigated 
by their aggression, or is merely a function of their status as out- 
siders. On the other hand, there is no question but that the 
following incident is to be attributed to simple out-group ag- 
gression. When a group of students from a neighboring kibbutz 
first entered the Mosad, the students from Kiryat Yedidim were 
hostile toward them, particularly toward the girls. They teased 
them whenever they recited in class, so that to this day they are 
reluctant to speak up. There were several instances, moreover, in 
which the boys of Kiryat Yedidim physically beat the girls from 
this neighboring kibbutz. 

The immigrant children bear the brunt of this out-group ag- 
gression. Many students, ideologically in favor of immigration, are 
hostile to the immigrants from the Middle East, whom they 

view as inferiors — they call them shchorim, '’‘black ones.” 

They are the constant butts of verbal aggression, taunting, and 
teasing. European immigrants may also be the objects of hostility. 

The Mosad authorities decided that, instead of remaining as a 
group apart, the Polish immigrant students should be integrated 

with the other children. But these refused to live with the kibbutz 

children (because of their aggression) and threatened to leave 

the Mosad if the proposed integration were pushed through.^ 

* In general the students are better disciplined in classes taught by kibbutz, than 
by non-kibbutz, teachers. 

® The racist attitude of the Mosad youth is shared by the adult sabras — as 
indeed it is shared by the older adults. “Things were good in the country,” 
remarked a sabra, “until the shchorim came.” A female sabra, referring to my 
previous research among “shchorim” (in Micronesia), said, sneeringly, that I 
approached the kibbutz as if it were a tribe of shchorim. 

This attitude may be seen in work activities as well. The sabra who 
supervises the work of the youth in the gardens is consistently more demanding 
of the oriental youth than of the Mosad students. When it was decided that 
the former could have an extra day for their vacation, the sabra supervisor became 
furious at their “indolence,” although this extended their vacation to only ten 
days, whereas the Mosad students had three weeks. 
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The immigrant children feel like pariahs as a result of this 
treatment. Describing their year s experience in an article in the 
student Annual, the members of this group wrote: 

We do not feel part of the Mosad. The other children laugh at 
us and do not accept us as friends and comrades ... We feel lonely 
and lost. 

This prejudice against immigrants extends beyond the im- 
migrant students, for it includes the adult immigrants as well. A 
group of new immigrant workers was employed by the Mosad in 
its construction program and, of course, they were invited to eat 
their meals in the Mosad dining room. This created a serious 
problem, however, for some of the students refused to eat at the 
same tables with them. A girl in the seventh grade stood up and 
walked away when one of these workers sat at her table. It made 
her ill, she said, to sit at the same table with “them” — they didn’t 
know any Hebrew, and besides they were “the new immigration.” 

Aggression against adults. Teachers are the primary adult 
victims of aggression. One expression of this type of aggression is 
to be found in the poor classroom discipline commented on 
previously. The following examples give some notion of the 
magnitude of the disorder. That such disorder is, among other 
things, an expression of aggression (disobedience) is indubitable. 
The students know that the teacher desires order, yet they refuse 
to comply with his request. 

The teacher (female) of the eighth grade and I enter the class, and 
she explains that I have come to observe. The children begin to shout 
and scream, and she cannot get their attention. When the geography 
lesson finally begins, each child talks at will, insisting that he be heard 
above the shouting of the others. She cannot discipline them . . . 
After the intermission, the children enter the classroom with great 
shouting. They cannot be calmed. Teacher asks questions, and they 
all answer at once. She refuses to continue until there is quiet, but 
there is no quiet. The children blurt out whatever idea they have as 
soon as it arises. . . . One boy becomes angry because the teacher calls 
on another when he — so he insists — had his hand up first. . . . 
Teacher reprimands boy for disturbing, and he laughs. Another boy 
beats a rhythm on the desk. Teacher shouts at children but cannot 
control them. (At least half of her time is spent trying to obtain order.) 

The ninth grade is discussing the Jewish community in ancient 
Alexandria. The class is in constant turmoil, and at times it is im- 
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possible to hear what is being said. The children walk in and out of the 
class, and move about the room to get books or paper. Some, instead of 
walking, slide across the desks to get what they want. To add to the 
confusion, children shout, “sheketr (quiet!), to others. 

After writing their answers to a history questionnaire, the ninth- 
grade students are called upon by the teacher (male) to read their 
answers aloud. They say whatever comes to mind without waiting for 
teacher to call on them, interrupting another speaker if necessary . . . 
A boy does not want to answer a question and walks out of class, only 
to be called back by teacher ... a boy is reading a paper, another is 
drawing a map, a girl is eating sunflower seeds. ... A discussion 
ensues on plans for a program. The suggestion of the executive com- 
mittee is presented. This creates such a furor that the class cannot be 
quieted for at least five minutes: all shout at one another, insisting that 
the suggestion is either good or bad; and teacher is helpless. 

(Early morning class in biology — male teacher, non-kibbutz 
member.) Only half the eleventh grade is present, but it is difiicult to 
get order. Teacher begins lecture, but girls are looking at pictures, and 
will not listen. . . . They discuss the possibility of starting a project 
on “the Dead Sea.” This leads to the mention of a hike they had taken 
to the Dead Sea the previous year. Teacher cannot get order. For 
twenty minutes there is talk and argument about this hike; emotions 
are high, voices strained, and all ignore teacher’s plea to return to the 
subject at hand. . . . Near the end of the lesson, two boys begin to 
wrestle in class, hitting and pinching one another. Girl shouts at them 
to stop. They ignore both her and teacher. 

Class begins with two boys looking at ancient coins and talking 
together as teacher (male) of eleventh grade tries to begin. Teacher 
asks them a number of times to stop, but they continue to talk while he 
lectures. . . . Kibbutz electrician walks by classroom with wire for 
the new dormitory. Girl jumps up and down with joy. Other students 
ask her what she sees. Noise becomes terrific, and teacher cannot 
continue . . . 

(Early morning class in Marxism — male teacher.) Twenty minutes 
after class begins, two boys of the twelfth grade walk in, talking, laugh- 
ing, stopping to talk to other students as they make their way to their 
desks . . . Some students are sleeping, some bored, some are talking, 
two are reading newspaper, some are catching flies, others are fighting, 
or laughing . . . Suddenly they all decide to participate in discussion. 
The result is bedlam, everyone shouting at once. 

It should be noted that these diseiplinary problems tend to 

diminish in grades eleven and twelve of the Mosad. It is not the 

youngest students, however, but those in the middle range — 
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ninth- and tenth-graders — who present the greatest problems. 
Students are not only disobedient; they are also insolent. A 

universal eharaeteristie of the sabras, aeeording to almost all 
observers of the kibbutz movement, is their chutzpah or insolenee, 
a eharaeteristie whieh we found in the grade school students as 
well. The sabras have little respect for authority, per se, and they 
have few compunctions about criticizing authority figures. It 
might be argued that there is a difference between a student who 
feels completely secure in his relationship with the teacher, and 
who, as a consequence, acts “freslT’ in class, and a student who is 
insolent; I accept this distinction. Thus one might argue that it is 
the secure, not the insolent student, who retorts with ‘lo nachon” 
— that is incorrect — to some statement of the teacher. This 
student feels that the teacher is wrong, and says so without fear 
of punishment. Or, it might be claimed, it is the fresh, not the 
insolent student who, when the class suggests that they meet 
outside and the teacher insists that they meet in the classroom, 
retorts with, “maichpat lecha?,'" What difference does it make to 
you? The cases below, however, have an altogether different ring. 
They do not reflect a merely “brash” or “fresh” attitude. It is 
insolence, rather, which is their outstanding characteristic. 

Girl is not listening, and teacher (male kibbutz member) of the 
ninth grade tells her to do what rest of class is doing. She says that 
she is doing what the rest of the class is doing — wasting time! 

Some ninth-grade students come in late to class, singing. Teacher 
(non-kibbutz male) tells them to leave the room. They become hostile 
and argue with him, finally leave by jumping over the desks. . . . 
Later they pass the room, say something derisive to teacher, and pass 
on. 

Girl is disturbing ninth-grade class in English, and teacher tells her 
to be still. Girl says, “What for? You haven’t taught us a thing all 
year anyway.” 

Teacher (non-kibhutz male) asks how long Israel is. The tenth- 
grade students do not know, and become angry at him for asking such 
a question. “We never memorized it,” says one boy in disdain. 

Teacher (non-kibbutz male) of the tenth grade asks children to be 
quiet, to no avail. He calls on girl to read; she says, no. He says, “I 
told you, not asked you.” She replies, “I told you, not asked you that 
I did not want to.” . . . Class is in state of disorder . . . Teacher stops 
lesson, saying there is no point in continuing as no one is listening. 
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They agree, saying it is very boring. He tries to diseuss it with them, 
and they shout at him as if he were a fellow student.^ 

It is to be noted, in eonelusion, that the students not only be- 
have disrespeetfully toward authority figures, but that respeet for 
authority is an unimportant value for them. This eonelusion may 
be inferred from the results of the Moral Ideology Test. Obe- 
dienee to, or disobedienee of, authority for the ehildren of a Mid- 
west Ameriean eommunity, eomprises 20 per eent of their re- 
sponses to this test.'^ The eorresponding figure for the kibbutz 
subjeets is 4 per eent. Indeed proper respeet for authority is the 
least important of all the values mentioned in the test. 

Feer aggression. There is some evidenee to suggest that mueh 
of the hostility feelings that give rise to interpersonal aggression 
are evoked by peers. In the Emotional Response Test, to be 
speeifie, 70 per eent of all provoeations to anger mentioned by the 
students are eaused, whether wittingly or unwittingly, by peers. 
How mueh of this hostility is then expressed direetly against them, 
and how mueh is expressed in some other way, we do not know. 

Peer aggression may be elassified into six eategories. First, there 

is aggression against violators of group values (see pp. 309-310). 
The seeond eategory eonsists of generalized group gossip, whieh, 
aeeording to the high sehool prineipal, is a favorite student pas- 

time. 
Derision is a third form of peer aggression. Typieal examples 

follow. 

Teacher returns a questionnaire to the members of his eighth-grade 
class, reading the names and the answers of those who did well and 
those who did poorly. When he reads the latter answers, the rest of the 
class laugh scornfully. 

Teacher in ninth grade explains a grammatical construction for the 
fifth time, for the benefit of Ron, who does not understand it. Tamar 
calls Ron a Tool.” Rivka laughs at him. Ron becomes angry, says, 
‘"What are you laughing at? You don’t understand it either. 

® Some teachers find it impossible to teach under such difficult psychological 
conditions and, if they are not members of the kibbutz, they resign. Just prior 
to our arrival, an English teacher resigned because of the continuous chutzpah 
to which he was exposed. The students consistently came to class late, laughed 
at his Hebrew, and criticized his teaching methods. Finally he quit — which was 
the original aim of the students. 

’Havighurst and Neugarten, American Indian and White Children, p. 106. 
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Teacher in tenth grade calls on Yael; she says she does not know the 
answer. Yehuda, sarcastically, says she ‘‘never listens to anything.” She 
says angrily, “Do you know that I was ill?” He says with disdain, “So 
why didn’t you tell him that?” 

Derision often turns into simple name-calling, such as: Nilavok, 
Your father should die (this is not a Hebrew term); mamzer, 
bastard; chamor, ass; tipesh, fool; menuval, abomination. 

While the above-mentioned names are reserved for special 
situations, the following phrases seem to punctuate any conversa- 
tion, whether with peers or with adults. 

Al tevalbel et ha-rosh (don’t confuse the head): This is the in- 
variable reply of the person whose statement has been contra- 
dicted or disagreed with, or who thinks that the other has raised 
an irrelevant matter. 

Al tedaber shtuyot (don’t speak foolish things): This is the re- 
sponse to a statement with which one disagrees. Instead of refut- 
ing the statement with evidence, the student insults the person 
who makes it. 

Hishtagata? (have you gone mad?): The ubiquitous retort to 
any idea, statement, proposal, with which one disagrees. This is 
probably the most frequently heard phrase in the Mosad. 

Ma ichpat lecha? (what concern is it of yours?): This, inci- 
dentally, is the favorite form of chutzpah that the students use 
against adults; and (because?) the latter become infuriated by it. 
It is also employed, of course, in conversation with peers. A 
teacher may tell a student to be quiet or not to interfere with 
someone else; he may ask him why he was late to class or why he 
did not go to work: and the response is “ma ichpat lecha?”, that 
is, I don’t see why this should concern you. Or, what difference 
does it make to you? Or, why should you butt into this? 

A fourth form of peer-aggression consists of generalized rude- 
ness and ill-manners toward one’s fellows. Sabras seldom observe 
such simple amenities as greeting a fellow student with a “hello,” 
or saying ‘Thank you” when some courtesy has been extended 
them. More important is their disruptive behavior during public 
performances. Often they are so obstreperous during a mesiba, 
that it is all but impossible to hear what is being said from the 
platform. The following excerpt is typical. 

The chairman calls for order, but he cannot obtain it. Finally RUTU 

(the faculty advisor) tries to quiet them, and she is successful — for a 
few minutes. This lack of order and of silence continues throughout the 
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program. At times the noise is so great that it is impossible to hear the 
students who are performing on the stage.^ 

This disrespect for peers finds other expressions as well. The stu- 
dent magazine complained editorially, for example, that most 
articles submitted for publication are written in pencil, and on 
dirty scraps of paper, without punctuation. 

A fifth form of aggression consists of mild forms of hazing, 
bullying, and practical jokes. The favorite objects of such be- 
havior are the younger students. That the older children bully the 
younger is well known; they dominate them and subject them to 
a kind of hazing. I was unable to discover the exact nature of 
this behavior. The students in the grade school are aware of this 
hazing, and express genuine anxiety about entering the Mosad. 
At the sixth-grade graduation party, for example, almost all the 
students said they were afraid to enter the Mosad. Although none 
articulated the reasons for this fear, one of the teachers feels that 
at least one of them was this fear of hazing. He also suggested 
that one of the causes of the perceptible change in the children 
once they enter the Mosad — from outgoing and poised, to shy 
and withdrawn children — is this hazing experience. 

But the younger children are not the only victims of this type 
of behavior. The infinitive, le-sader, is a ubiquitous term in the 
Mosad. This term, which literally means “to fix,” or “to put in 
order,” has undergone a shift in connotation to one similar to the 
American slang expression, “to fix him good.” If one says that he 
intends to le-sader someone, he means that he intends to play 
some practical joke on him, such as causing him to miss a bus, 
obtain the wrong book, attend the wrong class, and so on. Such 
behavior is practiced with sufficient frequency that the students 
frequently suspect their fellows of trying to “fix” them. 

A final form of aggression is physical attack, which we have 
already indicated to be infrequent; and it is used almost exclu- 
sively as a technique of social control. There is one instance of 
fantasied physical aggression, however, which we feel merits 
mention here because of the social attitude, as well as the intensity 

® This expression of hostility toward peers is identical, of course, with their 
undisciplined behavior in the classroom, which we have interpreted as hostility 
toward the teachers. Such behavior characterizes attendance at kibbutz affairs as 
well. The following excerpt, recorded at a kibbutz mesiba attended by Mosad 
students, is representative. 

The students from the Mosad, and particularly the girls, made so much 
noise that it was difficult to hear the speakers on the stage. Their giggling and 
whispering in loud tones persisted during the speeches as well as the dramatic 
presentation. 
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of hostility, which it expresses. This case involves Avraham, the 
eleventh-grade boy who, we feel, is schizophrenic. 

When it became known that Avraham was to return to the kibhutz 
after having heen away for a year, his kevutza had a long discussion, 
led by their mechanech, about how this might affect them. At least two 
of the students argued that he should not be readmitted to the group. 
In the biological world, they argued, an organism dies if it cannot 
adapt. Analogously, Avraham should be rejected. (They finally agreed 
to accept him.) 

It should be noted that many students do not partieipate in 
these various forms of aggression, and some oppose them. Avra- 
ham, for example, had a proteetor — a fellow student (female) 
who would go out of her way to help him and to draw him into 
the group aetivities whenever possible. So, too, despite their use 
of derision, only rarely do students exploit the disabilities of their 
peers for aggressive ends. Avner, for example, is a sixteen-year-old 
enuretie. The entire kevutza knows of his difheulty, because 
every morning he hangs out his wet sheets and pajamas to dry. 
But no one has ever teased him about it. 

It should be noted finally that though the students aggress 
against eaeh other, they maintain their solidarity in the faee of 
outside interferenee. They may punish or taunt a fellow student, 
but they resent someone else who does it. Even in the ease of 
Tamar — the most hated of all — this solidarity is maintained. 
When an English teaeher (non-kibbutz member) ehastised her in 
class, the students not only demanded that he “explain and 
elarify” his behavior, but they insisted that he be fired. 

SEX 

Sexual conflict. The sexual conflicts that are frequently at the 
core of adoleseent turmoil in our own soeiety do not seem to be 
strong in the Mosad. When sexual problems oeeur, they do not 
seem to form the basis for morbid or obsessive thoughts or fan- 
tasies; nor are sex, sexual exploits, and sexual attraetiveness the 
basis for much of social behavior. These findings are not unex- 
peeted in view of the culture of the kibbutz and the social struc- 
ture of the Mosad. 

To the extent that the sexual problem of adoleseenee involves 
more than glandular development, and is eoneerned, rather, with 
curiosity about the body and the “mystery” of sexuality, the formal 
strueture of the Mosad, as well as the students’ past experiences, 
would tend to preelude the development of sexual problems. From 
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infancy through adolescence boys and girls are exposed to both 
the bodies and sexual anatomy of the opposite sex. They have, as 
youngsters, slept and bathed together, gone to the toilet together; 
and even now they sleep in the same rooms together. The ob- 
session to see is probably absent. In addition, their sex education, 
which began at an early age, has been open, frank, and intelli- 
gent.^ Hence, anxiety about anatomieal and physiologieal changes 
is undoubtedly minimized, if not eliminated, and obsession with 
sex, whieh often results from viewing it as a great mystery or (as 
among eertain groups in our own society) as sinful or dirty, does 
not oeeur among these students. They are taught that the sex 
drive is normal and natural, that it is neither sinful on the one 
hand, nor of overwhelming importanee on the other. 

Moreover, the host of sexual stimuli that evoke sexual fan- 
tasies in adolescents in our soeiety — pietures, billboards, maga- 
zines, movies — are not found in the kibbutz; so too such artificial 
techniques as eosmeties and perfume for arousing sexual desire 
are taboo. The normal sex drives of these adolescents are, for the 
most part, effectively sublimated in their busy and exhausting 
round of classes, work, and extraeurricular aetivities. 

Finally, ‘Mating,’’ and all its attendant problems, is absent from 
the Mosad. All social activities are group- rather than eouple- 
oriented; so that the student attends any soeial affair as a member 
of his kevutza (a group which includes both boys and girls) or as 
an individual. But he never attends as the partner of a person of 
the opposite sex. Though the couple phenomenon, in the form of 
“going steady,” exists, the casual date is unheard of. A girl is not 
invited to a dance by one boy, to a swimming party by another, 
and to a movie by still another. Indeed, unless she is going steady, 
she is not invited to any affair by any boy. She (and he) goes 
alone, with her kevutza, or with eertain members of it. 

In short, a major soeiological determinant of sexual maladjust- 
ment in our society is not to be found in the Mosad. For dating, 
with its values of eompetitive suceess, prestige, and the “dating 
and rating” complex; with its demands for clothes and the eon- 
cern for style and fashion; with its demand for money (on the part 
of the male); with its implications of rejection and exclusion for 

® It should be noted, however, that despite their sexual education a recent 
graduate of the Mosad said that, in her opinion, the girls in the Mosad are 
sexually naive and should be given more sex education. A teacher, on the other 
hand, informed me that she was amazed to discover, when lecturing on sex to 
her seventh-grade class — she lectured separately to the boys and to the girls — 
that they already knew everything; indeed, she claimed, tliey knew more than she 
did about certain matters. 
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those who are not “popular” — all these are absent in the kibbutz. 
Moreover, no girl need worry lest she not be invited on a Satur- 

day night date, and no boy need be alarmed beeause he is unable 
to obtain a date. No one need be anxious about his poor daneing, 
his inability to engage in small talk, his lack of a “line,” and so 
forth. Since dating does not exist in the Mosad, a major obsession 
of American adolescent culture, and the whole host of anxieties 
and tensions that derive from it, are absent as well. 

Adult attitudes. Although sex is viewed by the Mosad (and by 
the kibbutz) authorities as a natural, rather than as an evil or sin- 
ful, appetite, and although the mixed dormitories (and formerly, 
mixed showers) are vigorously defended, they are (following the 
philosophy of The Movement) opposed to sexual intercourse 
among the students. This paradox must be explained. 

The Mosad is an educational institution; its task, as it sees it, is 
to impart knowledge, skills, and values to its students. All three 
are imparted in the classroom, but many values and skills are also 
acquired through participation in the many extracurricular ac- 
tivities sponsored by the Mosad. Were sexual intercourse per- 
mitted or encouraged, it is felt, students’ interests and energies 
would be withdrawn from their studies and from the many group 
activities which are such important preparation for their future 
lives. By discouraging sexual behavior, therefore, the authorities 
seek to channel adolescent energies in these culturally important 
activities. Nevertheless, should a couple be genuinely in love, the 
authorities will not interfere with their sexual activities. Such 
couples are left to themselves unless their relationship proves to 
be socially and/or emotionally disruptive. When the latter hap- 
pens, students, as well as teachers, may take action, as the follow- 
ing example indicates. 

The couple in question consisted of a fifteen-year-old girl and 
an eighteen-year-old boy. The Mosad authorities became con- 
cerned about this case because they felt that the girl was too 
young to be involved in such a relationship. Because she was with 
her boy friend almost every evening and did not return to her 
room until the early hours of the morning, she did not participate 
in Mosad activities, she did not have time to prepare her lessons, 
and she was too tired to be alert in class. Her kevutza, too, was 
concerned, because they felt that she had, in effect, broken away 
from them. The kevutza, probably at the instigation of its mecha- 
nech, called her to a beirur in which she was censured for her be- 
havior. She apparently took their criticisms to heart, for she began 
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to change her mode of living, at least to the extent of getting to 
sleep at an earlier hour, and fulfilling her academic responsi- 
bilities. 

Unfortunately, we do not have direct data on parental attitudes 
toward sexual behavior among their adoleseent children. The 
questions on the Questionnaire which were designed to measure 
parental attitudes toward sex refer to all premarital intercourse, 
and not merely in the period of adoleseenee. If we may assume, 
however, that parental attitudes regarding this age are less permis- 
sive than their attitudes toward post-high-sehool sexuality, we 
may perhaps draw some not invalid conclusions from the results 
of the Questionnaire. Dichotomizing their responses — by com- 
bining the responses of ‘'definitely yes” and “perhaps yes” into one 
eategory, and their responses of “definitely no” and “perhaps no” 
into another — the results reveal that more than half the parents 
believe that they should attempt to ensure their children’s virgin- 
ity until marriage. 

Student attitudes and interests. Despite their sexually “enlight- 
ened” environment, certain aspects of sexual shame found in our 
own society are found among these students, as well. Its most in- 
structive expression is to be found in the abolition of the mixed 
showers, an instance of paramount theoretical importance but one 
which, unfortunately, remains somewhat obseure. 

Until a few years before this study, boys and girls showered 
together, and, according to the Mosad prineipal, they accepted 
this system without protest until the Mosad adopted the policy of 
admitting students from the city. The latter opposed the pre- 
vailing practice, and some viewed it as an opportunity for smutty 
and obscene behavior. These city students, with their typical 
Western attitude toward sex, were responsible for the abandon- 
ment of the mixed showers. 

A teacher reports that it was the girls (of the kibbutz) who 
favored the abolition of the mixed showers, which they viewed as 
“a form of torture.” The girls, he said, matured more rapidly than 
the boys, and their developed seeondary sexual characteristics 
were the objects of taunts and teasing. It is not clear, however. 

It is interesting to observe that, despite the sexual egalitarianism of the 
kibbutz, both male and female respondents show a slight tendency toward a 
double standard. Of eleven respondents, three believed that a mother should 
ensure her son’s virginity until marriage, but five believed that she should 
ensure her daughter’s virginity. Of sixteen respondents, five believed that a father 
should ensure his son’s virginity, but six believed that he should ensure his 
daughter’s virginity. 
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whether it was the boys from the cities or from the kibbutz who 
were responsible for this teasing behavior.^^ 

Granting that pressure for the abolition of mixed showers came 
primarily from the city children, they received no little assistance 
from many kibbutz parents. Many parents (as well as teachers) 
opposed the mixed showers from its very inception. Some parents 
informed us that sexual shame about nudity is 'instinctive,’’ and 
that it was wrong to expose the students to such an experience. 
Others thought that mixed showers caused sexual fears, and op- 
posed them on this basis. Hence, the student opposition to mixed 
showers, said one parent, proves that "the children’s instincts are 
superior to the educators’ theories.” 

It is difficult to assess the degree to which student attitudes to 
mixed showers reflect those of their parents. Since the latter’s atti- 
tudes, however, generally have considerable influence on their 
children, the opposition to, and the shame felt in, the mixed show- 
ers may well be a result (among other things) of parental in- 
fluence, however subtly it may have been expressed. 

In any event, the great majority of kibbutz students are op- 
posed to the restoration of the mixed showers. In interviews with 
twenty-two students over the age of fourteen, only three said they 
favored the restoration of the mixed showers, and one was neutral. 
The reasons given by the opponents are identical with those sug- 
gested by the adults for its abolition. Eight of the eighteen op- 
ponents stressed the difficulty of maintaining mixed showers past 
pre-puberty or puberty, because of the differential rate of sexual 
maturation and the attendant discomfort for the girls caused by 
the curiosity and shaming behavior of the boys. Ten discounted 
this factor and stressed, instead, the embarrassment caused by 
showering with outsiders — either from the city or from other kib- 
butzim. Had their original kevutza remained intact, they said, 
they would have no opposition to the mixed showers. 

Much of the sexual shame that led to the abolition of the mixed 
shower continues to characterize the attitude of some of the girls 
in their rooms as well. Most of the girls, for example, attempt to 
conceal their nudity from the boys. Even in the hot summers that 
are typical for Kiryat Yedidim girls wear night clothes so that, 
should the sheets fall off the bed, they are not exposed. Boys and 
girls undress in the dark, with their backs to each other to avoid 
exposure. At the same time there seems to be an unwritten code 
among them condemning voyeurism for, with but one exception. 

Both interpretations are eonsistent with the sequence of events that 
precipitated the mixed shower problem in the Grammar School. See pp. 279-280. 
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there have been no complaints about this. In spite of all these pre- 
cautions, however, not one of the student interviewees preferred 
to live in unisexual dormitories. On the contrary, all of them 
stressed the importance of bisexual living because, they said, it is 
less boring; it reduces the sexual curiosity and sexual tensions that 
accompany the separation of the sexes; and it contributes to group 
solidarity. 

Although, as we shall observe, there does not seem to be a 
great deal of overt sexual behavior among these students, their 
sexual interest and curiosity appear to be strong. Much of their 
gossip, for example, centers about boy-girl relationships, and 
especially about the couples. Their curiosity about the sexual ac- 
tivities of others is not necessarily confined to gossip. A recent 
graduate of the Mosad claimed that the girls, at least, always 
know about the sexual behavior of the couples because the girls 
tell each other what they do with their boy friends. 

Equally strong is their interest in the sex life of the adults, 
whose sexual irregularities seem to be well-known to them. The 
ninth-grade students, for example, like their parents, were well 
aware of the sexual exploits of the father of one of their classmates. 
Indeed, when his son criticized a girl in the classroom, she retorted 
with “You should be quiet, since your father has a concubine 
(pilegesh)The students of another class were intrigued by the 
fact that the divorced father of one of them was having an affair 
with the divorced mother of another; and, when they were mar- 
ried, the girls in this class stayed up until two o’clock in the 
morning excitedly discussing the marriage. 

Although the students have a strong interest in sexual matters, 
the teachers claim that theirs is a “healthy” interest, in contrast 
to the salacious interest of many non-kibbutz children. Kibbutz 
students, they claim, seldom, if ever, tell dirty stories, nor do they 
employ sexually obscene words. Moreover, though the younger 
students may giggle at the sexual passages in the Bible and are 
frequently embarrassed by them, this attitude seems to disappear 
after a year or two. 

An important measure of healthy sexual attitudes is afforded 
by sexual fantasies, but, unfortunately, we have almost no data 
in this area. None of the students gave sexual responses to the 
Rorschach, but it is our impression that they suppressed any 
sexual percepts. One student, for example, told his teacher that 
one of the Rorschach plates was obviously that of a man and 
woman copulating, but that he was embarrassed to tell the ethnog- 
rapher. Again, when the girls asked what the ethnographer did 
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with the boys when he took them from class, this same student 
said that he undressed them in order to take their physical meas- 
urements. 

The one spontaneous fantasy obtained in the Mosad was 
developed by the ninth-grade students. Shortly after the disap- 
pearance of one of the girls in this class while on a hiking trip 
near the Syrian border, her fellow students in the ninth grade 
asked their English teacher if he were going to the circumcision 
ceremony. When he asked to whose circumcision they were re- 
ferring, they said, the circumcision of the son of Miryam (the 
girl who had disappeared) and Pasha (her putative abductor) 
which will occur in nine months. It seems that their sexual fan- 
tasies were stimulated by Miryam's disappearance, and they had 
visions of the Syrians’ raping her. 

The teachers also claim that, as a result of the positive attitude 
of the Mosad and of the instruction which they receive, the 
students have no sexual fears. In the absence of comparative data 
it is impossible to evaluate the validity of such claims. However, 
it should be noted that the nurses can recall only one instance of 
menstrual difficulties among the girls — and this involved a delay 
in the onset of menses. 

On the other hand, the girls in the ninth grade developed a 
fear of childbirth, and their nurse discovered that they would fre- 
quently talk about the pain involved. When she discussed this 
matter with them it became apparent that they had acquired this 
notion from a few girls whose mothers had told them that they 
loved them very much because of the pain they had suffered in 
giving birth. The nurse was shocked by this, and devoted much 
time to explaining the nature of childbirth to the girls, discussions 
which she believes were effective. 

Sexual behavior. It is our impression that these students have 
less sexual experience than their counterparts in our own society. 
Homosexuality seems to be entirely nonexistent; the author ob- 
served no manifestations of it, nor did any respondent or inform- 
ant report its existence. Masturbation exists — at least, so the 
teachers report — but we have no information on its incidence. 
The Mosad attitude toward masturbation is permissive, unless 
it is decided the student’s behavior constitutes a problem either 
to himself or to others. 

Heterosexual behavior does not begin in the Mosad, appar- 
ently, until the ninth grade; at least there are no reports of it, nor 
are any of the students for whom the author has information con- 
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cerning heterosexual behavior in grades lower than the ninth. This 
means that heterosexual activity, if found at all, begins at about 
fifteen. At this age, an interest in sex, restricted almost exclusively 
to the girls, may be observed. Not directed toward the boys of 
their own kevutza whom they view as immature, hence, asexual, 
this interest is in the older students and the young unmarried 
males in the kibbutz. These girls, insists a recent graduate of the 
Mosad, are well aware of the attraction of their developing bodies, 
and are not unwilling to use them to attract males. In the heat of 
the day, for example, kibbutz field hands strip to the waist or, at 
least, to their undershirts. The Mosad girls who work in the 
fields remove their blouses, and work in undershirts. According to 
our informant, at least some of the girls remove their blouses with 

the specific intention of attracting the males. 
Although casual dating is nonexistent in the Mosad, “going 

steady” exists. Couples are known as zugot (sing., zug), the same 
term that is used in the kibbutz to refer to married couples. There 
is little question but that couples engage in the preliminaries of 
lovemaking, but it is only the rare couple that has a sexual affair. 
Indeed, according to all reports — from teachers, students, and 
former students — there seem to be almost no violations of the 
Mosad taboo on sexual intercourse. Two reasons, other than the 
simple motive to comply with Mosad norms, have been suggested 
for the observance of this taboo. A sophisticated graduate of the 
Mosad said that the girls while in the Mosad are opposed to 
sexual affairs as a kind of “instinctive self-preservation.” Others 
say that its observance is a consequence of the absence of great 
sexual tension. As one former student put it, “We simply did not 
feel a need for it.” It is my guess that most students are virgins 
when they graduate from high school. 

The number of couples is small — with this statement every- 
one seems to agree — but the exact number is difficult to determine 
since only those that are publicly known came to our attention. 
These included a ninth-grade girl and a male senior, a male and 
female senior, a female senior and a recently graduated male, and 
a female senior and a young kibbutz male. An important charac- 
teristic is that the couple is never comprised of individuals who 

In general, however, the students would poke fun at girls who attempted to 
enhance their attractiveness by wearing expensive or “sexy” dresses. A student 
from the city was the object of much criticism and teasing from her tenth-grade 
class because of her elaborate wardrobe and her great concern with her ap- 
pearance. When the class was planning a trip to the Negev, some of the students 
predicted, jokingly, that this girl would not go because she did not have the 
proper undergarments for the wadis. 
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have grown up together in the kibbutz. Students who have always 
been members of the same kevutza have never been known to 
engage in sexual behavior with eaeh other. 

In general, couples are secretive about their relationship; ac- 
cording to some students, they are “ashamed’’ to have it known. 
The typical partners give few overt indications of their relation- 
ship; they never appear together in public as a couple, nor do 
they seek each other out informally, between classes or at work. It 
would be unthinkable to show any physical sign of affection in 
the presence of other people. As a result, their meetings are clan- 
destine, and this gives rise to gossip and intrigue, and converts a 
typical case of “puppy love” into a minor cause celebre. If the 
Mosad culture provided for dating, couples could interact pub- 
licly at dances and movies. But in the absence of a formal dating 
pattern, they must meet at night, a practice which surrounds the 
relationship with an aura of secrecy and danger and imparts an 
unhealthy air to a simple boy-girl relationship. . 

Interaction between the sexes. In general, boys and girls appear 
to interact as asexual peers rather than as potential sex objects. 
There seems to be no differential behavior between unisexual and 
bisexual groups, as there is in other societies. There is no special 
etiquette which governs specifically the interaction of members of 
opposite sex. Nor does one observe such typical Western mani- 
festations as fiirtatiousness, coquetry, and seductiveness. 

Important age differences must be recorded, however. In the 
seventh and eighth grades male-female interaction is marked by 
social distance which is expressed in a number of ways. Boys and 
girls sit separately in the classroom, in the dining room, and at 
assemblies, and they seldom interact after class. What cliques or 
friendships exist are almost always unisexual in nature.This 
social distance seems to be a continuation of a pattern which first 
develops in the last few years in the Grammar School where, it 
will be remembered, the children of the sixth grade break up 
into unisexual groups, in contrast to the younger grades in which 
the children’s play is almost always bisexual. Sometimes, however, 
simple social distance between the sexes develops into aggression. 
The girls view the boys as immature, and treat them with disdain. 
The boys retaliate with aggression. Boys, for example, are highly 

Apparently this is a characteristic found in all kibbutzim. An article in 
the education journal states that in later childhood the kevutza often splits up into 
factions. “The boys become distant from the girls, they do not permit them to 
participate in their activities, they will not allow them to sit next to them in the 
dining room.” 
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critical of the girls in class, and they seoff at them whenever they 
make a mistake. The girls, though disdainful of the boys, usually 
remain passive in the face of this critieism. The eighth-grade 
teacher reports that he must frequently defend the girls against 
the hostile criticism of the boys, for whieh the latter accuse him 
of favoritism for the girls. 

At times this hostility takes extreme forms. It has already been 
noted, for example, that some eighth-grade boys physically at- 
tacked some female students who came from outside the kibbutz. 
During this study another incident — one whieh shoeked even the 
boys — occurred in the ninth grade. One of the boys disliked a 
girl in his kevutza and decided to make life difficult for her. He 
decided that she was to undress before her roommates; and to 
show her how easy this was he undressed before her, and strutted 
in the nude about the room.^^ A few days later he awakened just 
as the girl was getting dressed; he observed her earefully and then 
told what he had seen, in a eoarse way, to the other members of 
the kevutza. 

Hostility between the sexes diminishes with age, and by the 
ninth or tenth grades it is all but absent. All the students who re- 
ported that male-female relations were bad, were under fifteen 
years of age, as were those who reported that there were still some 
problems remaining. On the other hand, the seventeen students 
(out of a sample of twenty-six) who reported a good male-female 
relationship were over fifteen years of age. 

Sex-linked personality differences. A number of sex differenees 
may be noted at this age. First, the girls tend to be eleaner than 
the boys — at least they elean the rooms better and they eomplain 
that the latter leave the rooms dirty. Second, the girls — as meas- 
ured by their interest in academic work — seem to be less intellec- 
tual than the boys. Over and over again our notes on elassroom 
behavior inelude such statements as "‘The girls have little interest 
in the discussion,’' or “The girls don’t participate in the discus- 
sion.” This apathy is particularly characteristic of the seniors. 
After they had graduated from high school and were working in 
the kibbutz, the author asked them to compare the kibbutz with 
the Mosad. The unanimous response of the girls was that they 
mueh preferred the kibbutz because by their senior year they had 
become bored and disinterested with their studies and were just 
“marking time.” 

In stressing the aggressive aspects of this behavior, the exhibitionism and 
voyeurism should not be overlooked, 
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In general, the girls are more interested in humanistika than in 
realistika, for, they claim, the latter is much too difficult for them. 
In the senior class, for example, physics is an optional course, and 
at the time of our study, all but one of the girls registered instead 
for a discussion group in psychology. Even in the latter course, 
however, their performance was poor. Their teacher complained 
that the girls have less capacity for logical thought than the boys, 
and that only rarely can they think abstractly.^^ 

Almost all teachers and nurses agree that the girls are much 
more mature emotionally than the boys. This is one of the reasons, 
it will be recalled, for the tensions that exist between them — the 
girls view the boys as infantile — as well as for the disturbances 
in the classroom. Finally, girls tend to retain closer ties to their 
parents than boys. They visit them more frequently, and they are 
more intimate with them. 

RELATION TO PARENTS 

Rebellion. The Mosad student is not exposed to conflicting 
values in either of the two senses — longitudinal and horizontal 
— in which American adolescents may experience such conflict. 
There are, that is, few conflicts between the values he had learned 
in childhood and those he must learn in adolescence; and there 
are few conflicts between the values he has learned in his family 
and other primary groups, and those which the school is trying to 
inculcate. The kibbutz is, so far as its values are concerned, a 
monistic community. The values of one’s family are pretty much 
the same as those of all other families, and the values of these 
several families are the same as the values of the school. The 
student is rarely conflicted therefore by the problem of choice of 
values: my family’s or another family’s? my family’s or the 
school’s? the school’s or the community’s? These are all of one 
piece. 

Related to this homogeneity in values is the absence in the 
students of rebellion against parental values — since the student 
does not have to choose competing values, he willy-nilly retains 
those of his parents. He could, of course, choose those values of 
the outside world, which are in conflict with kibbutz and parental 
values, but such a choice would be tantamount to leaving the 
kibbutz; and this, few, if any, students are willing to do. The 

This sexual difference, for which I can suggest no plausible interpretation, 
is particularly interesting for it represents a reversal from what is observed among 
the younger children. Among the preschool children, the girls preponderate in 
artistic and intellectual activities. So, too, they contribute a greater share than 
the boys to the intellectual elite of the Grammar School. 
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kibbutz is their home and in the kibbutz they intend to remain. 
Nor would one expect to find typical adolescent rebellion 

against parents. For all practical purposes the high school student 
is dependent upon his parents for nothing — except affection. His 
material, social, and intellectual needs are satisfied by the kibbutz 
and the Mosad. Unwilling conformity to parental desires or 
demands is not the price he must pay for either social privileges 
or economic goods. In short, subjected neither to his parents’ 

control nor their authority, he has no need to rebel against them. 
And this expectation is confirmed by the all but unanimous 
reports of the parents. Only nine of the respondents to the Ques- 
tionnaire had adolescent children, but of the nine only one felt 
that his children had rebelled against him. 

Estrangement. But the parent-child relationship is more 
complicated than the simple absence of value-conflict and ado- 
lescent-rebellion might suggest. For other types of strain are 
possible, and in the kibbutz this strain seems to be characterized 
by psychological distance between child and parent. Indeed, a 
most important characteristic of the adolescent’s relation to his 
parents is his psychological distance. Although the high school is 
no farther than a five-minute walk from almost any parental room, 
only nine students, in a representative sample of thirty-one, said 
they visited their parents daily, and all but two of these were less 
than fifteen years old.^® The majority visited their parents less 
frequently, ranging from five and six times a week to once a week, 
the median being three or four times a week. If we can assume 
that the rate of voluntary interaction is an adequate measure of 
psychological distance, we may then conclude from these data 
alone that psychological distance is a true description of the 
student attitude. 

Some teachers, however, insist that the frequency with which 
students visit their parents is not a valid index of their feelings, 
and that, despite their irregular visits, the students do maintain 
an intimate relationship with their parents. These claims, how- 
ever, are generally ideological in nature, for, having made them, 
the teacher then usually points out that, since the child is not 
economically dependent upon his parents, he has no reason for 
not maintaining a good relationship with them. The implications 
of the latter argument have been discussed elsewhere, and its 
merits have been noted. No child, it is true, need feel bitter be- 
cause his parents cannot provide him with the material goods 

Eight of the nine were females. 
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which other parents give to their children; and no student need 
feel aggression toward his parents because he must acquiesce in 
their demands in order to retain their material support. But this 
conclusion is not incompatible with our thesis concerning psy- 
chological distance. The kibbutz adolescent does not rebel against 
his parents. Instead he stops taking them into his confidence. He 
becomes uncommunicative. 

In order to obtain a more direct measure, the students were 
asked about the quality of their relationship with their parents. 
Of the ten respondents (the sample is unfortunately small), only- 
three claimed to be intimate with their parents. The others said 
that they only sometimes took their parents into their confidence, 
or that they never did. 

Parents feel even more strongly that their adolescent children 
have drifted away from them, and they complain bitterly about 
this.^^ The students, their parents say, tell them nothing, so that 
they never know what they are doing, thinking, or feeling. They 
are, their parents say, “closed’' (segurim), and if the parents wish 
to know something about them they must, as one mother put it, 
“drag it out.” 

The following report by one mother is typical. Observing her 
son to be in a bad mood, she asked him what the matter was, and 
he “almost tore my head off.” Since then she “never asked him 
anything.” Another time, when her son was again in a bad mood, 
she went on a vacation. While she was away, he wrote her a won- 
derful letter, but he did not “even mention what was troubling 
him.” 

One father was particularly bitter. The students visit their 
parents, he said, only out of a sense of duty, but not out of desire. 
At best, they visit them because they feel that they still might 
need them for something. In general, however, “the parents are 

Our description of parental feeling is based on informal conversations with 
them. And though their responses to the Questionnaire are at variance with the 
sentiments expressed during conversations, we are inclined to accept the latter 
as a more valid expression of their true sentiments. Nine parents with adolescent 
children responded to the question of the schedule — “Do your older children 
confide in you?” Four checked “definitely yes,” four, “perhaps yes,” and one did 
not answer. Even from the Questionnaire, however, it is possible to deduce an 
attenuation in the child’s overt affection for his parents. To the question, “Do 
your younger children want to visit you?,” thirteen of the sixteen respondents 
checked, “definitely yes,” and three checked, “perhaps yes.” To the same question 
concerning their older children, only three of the nine respondents checked, 
“definitely yes.” Five checked, “perhaps yes,” and one did not answer. It should 
be noted, finally, that five checked, “definitely yes,” and three checked, “perhaps 
yes,” to “Do your older children admire you?” One did not answer. 
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superfluous in their lives; they feel they can get along without 
them.” 

In view of the psychological distance that characterizes the 
child-parent relationship, it is not surprising that the students — 
the males at any rate — rarely express physical affection for them. 
An eighth-grade student will not permit his mother to kiss him 
for, he claims, it is not manly. An adult sabra responds with the 
exact words — ‘‘it is not manly” — when his mother wants to kiss 
him, although as a child he told her that she was the most beauti- 
ful woman in the world and that when he grew up he would 
marry her. So, too, a boy who has just entered the Mosad visits 
his parents infrequently and, when he does, he shows his mother 
no physical affection, although only two months previously he had 
spent all his spare time with her, wanted to sleep in the room 
with her, and had called her his “queen.” 

The parents not only complain bitterly about their relation- 
ship with their children,^® but they are bewildered by it. “How 
can you explain it?” asked one of the teachers, herself a parent of 
two adolescents. “After all, it was necessary for us to conceal 
things from our parents, for we had to rebel in order to come to 
Palestine. But what do they have to conceal?” 

Another parent said, 

I can understand why my generation was estranged from its parents. 
They had nothing in common. Take my own case. My parents were 
religious and I was not. My parents wanted me to enter business and 
I wanted to be a worker. I wanted to go to Israel and they wanted me 
to remain in Poland. But in the kibbutz what is the reason? Parents 
and children share the same values ... I can only conclude that 
parent-child conflict is biological. 

One interesting aspect of this estrangement is that it begins 
only after the child enters the Mosad, and in general it occurs 
regardless of the previous relationship between parents and 
children. Take Yaakov, for example. While in grade school, he 
was probably the most deeply attached of any of the students to 
his parents, particularly to his mother. He was, what might be 
called in our culture, a “mamma’s boy.” While Yaakov was still in 
grade school I had occasion to discuss the problem of adolescent 
estrangement with his mother — an intelligent and sensitive 

“ This bitterness is particularly poignant when it be remembered that an 
important motive for the establishment of collective education was to preclude 
parent-child estrangement. 
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woman. This would never happen between her and Yaakov, she 
said; their relationship would remain unimpaired. A few months 
later Yaakov graduated from Grammar School and entered the 
Mosad. When, a short time later, I asked Yaakov’s mother how he 
was getting along, she said that she could not answer the question, 
for she never sees him. He is so busy, she continued, that he has 
no time to visit her; and that very week he even missed the usual 
Saturday afternoon tea with his parents. The previous night his 
parents had met him accidentally in front of the dining room, and 
when they asked him why he had not come to tea, he explained 
that his kevutza had recently obtained a new book which every- 
one wanted to read. He was fortunate to get the book on Saturday, 
and it proved to be so interesting that he had forgotten to visit his 
parents. 

A short time later, the author again asked Yaakov’s mother 
about her son. The answer was the same — she never sees him. 
She then volunteered an explanation. While in the grade school, 
he was repressed, he was “like a colt who wanted freedom.” Now, 
suddenly, he has this freedom and he “doesn’t know what to do 
with it.” But she says nothing to him, she went on, because, “It is 
necessary to be a clever mother. He will return, you will see. 
Other sons, maybe not; but Yaakov will return.” 

The explanation of Yaakov’s mother for his apparent estrange- 
ment is but one of many and conflicting parental interpretations 
of this phenomenon. Some say that their children visit them in- 
frequently because of their very busy schedule. But this inter- 
pretation does not explain their psychological distance when they 
do visit them. Others, responding to this objection, say that, since 
their children love them very much, they do not wish to tell them 
their problems lest they hurt them. Still others maintain that the 

children’s reticence springs from their feelings of superiority to 

their parents. The latter are the “generation of the desert” and 

remain strangers, as it were, to the Israeli landscape. The children, 

on the other hand, are native Israelis; they are completely 

adjusted to the country which is their home. Feeling this differ- 

ence, they feel superior to their parents, and are therefore 

“distant.” 

Another possible explanation may be found in the students’ 

attitudes toward Judaism and the Jews of the Diaspora which is 

This is a reference to the ancient Exodus from Egypt. According to the 
Biblical story, the emancipated slaves wandered in the Sinaitic wilderness for 
forty years, so that it was the second generation — those who had not experienced 
slavery — that entered the Promised Land. 
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highly negative. It is not until the Mosad that the students be- 
eome estranged from their parents, and it is in the Mosad that 
they aequire detailed knowledge of that East European Jewish 
culture (shtetl) to which they react with strong hostility. But, 
it must be remembered, their own parents originated in this 
culture; and, just as the sabras refuse even to read about the shtetl 
lest they be reminded of their own origins, so — it is our hy- 
pothesis — they are reluctant to see their parents, the living 

representatives and reminders of that hated past. In rejecting 
their Jewish past, the students reject their parents. 

But the rejection of their parents may be related to the latter’s 
European background in still another way. Although the sabras 
reject the shtetl, they do not reject Europe. On the contrary, there 
is reason to believe that European culture is highly admired by 
them, and that, by contrast, Israel is perceived as inferior. If their 
parents had not come to Israel, they might have been living in 
the superior cultures of Europe or the Soviet Union instead of in 
“our tiny country,” as they refer to Israel. 

The fundamental reason for parental estrangement, however, 
we believe to rest on a long history of insecure interpersonal 
relationships whose implications will be dealt with in Chapter 16. 

Attachment. Despite their psychological distance, the students 
continue to view their parents, to some extent at least, as sources 
of authority and nurturance. When a problem arises in the Mosad, 
the students frequently support or oppose suggested solutions by 
an example from their home, or by an appeal to their parents’ 
opinion. So, too, they are not loathe to fall back on their parents 
when they come into conflict with a teacher. Should the latter 
reprimand them, they may complain to their parents from whom 
they can expect support. 

Moreover, although most sabras maintain a psychological 
reserve with their parents, there are a few who are deeply at- 
tached to them. Amir’s parents, for example, are divorced, and 
fifteen-year-old Amir waits for his mother’s bus (she lives outside 
the kibbutz) for hours before her expected arrival, so eager is he 
to see her. Rani (fourteen years old) is so attached to his mother, 
who works near the Mosad, that he follows her about in her 
various activities during all his free moments. Amnon (fifteen 
years old) is deeply devoted to his step-father, whom he thought 
from his earliest childhood to be his biological father; when 
informed of the truth, he rejected it in favor of his former belief. 

In some cases student relationships to parents assume over- 
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tones that are usually assoeiated with unresolved Oedipal dif- 
fieulties. Meir (seventeen years old) dislikes his father intensely, 
and is deeply eoneerned lest he aet like him; he is somber and 
serious unlike his gay and witty father. Moshe (fourteen years 
old) is, as his teaeher puts it, ‘'abnormally devoted” to his 
divoreed mother. When she announeed her intention of marrying 
a man notorious in the kibbutz for his many love affairs, he 
sereamed at her, ealling her a prostitute. Rena’s parents are 
divoreed. Sixteen-year-old Rena is hostile to her mother, whom 
she rarely visits; but she adores her father, who lives in another 
kibbutz and waits hours for the arrival of his bus. Recently, he 
has discontinued his visits to the Mosad, saying that Rena is a 
big girl and no longer needs him. She has responded to his 
absence by reverting to a habit she had always had difficulty in 
overcoming — enuresis. 

Emotional disturbance. The last example of enuresis illustrates 
another aspect of the parent-child relationship, and one which we 
observed among all preadolescent children as well — the cmcial 
role of parents in the development of emotional disturbance in 
their children. Almost invariably the students with problems are 
those who have histories of disturbed family lives — that is, they 
did not get along with one or both parents and/or the latter did 
not get along with each other. R is these students, moreover, who 
either encounter intellectual difficulties with their school work 
or who become highly intellectual and/or intensely political. 

To say that the emotionally disturbed children are products 
of a disturbed family relationship is only partially correct. As in 
the case of the preadolescent children, disturbed sibling relation- 
ships contribute heavily to the emotional disturbance of the child. 
Frequently the student who has great prestige needs and who, 
consequently, is extremely active in extracurricular activities, is 
one who suffers from intense sibling rivalry. 
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CHAPTER 14' THE SABRA IN THE KIBBUTZ 

TRANSITION FROM MOSAD TO KIBBUTZ 

There are eleven sabras, ranging in age from twenty-one through 
twenty-eight, who are funetioning members of Kiryat Yedidim. 
These are not the only adult sabras of the kibbutz, but the others 
are temporarily absent — studying, working, or serving in the 
army — so that generalizations about adult sabras are based on 
these eleven only. 

Kibbutz ehildren are not offieially members of the kibbutz, but 
of the “Children’s Soeiety.” Membership in the kibbutz is viewed 
as a “privilege, not as a right,” and biologieal deseent from a 
kibbutz member does not, theoretically, alter this situation. Any 
person, sabra or stranger, wishing to become a chaver of the 
kibbutz must apply for membership, and after a year’s probationary 
period his application is voted upon at a town meeting. The sabras 
are eligible for membership upon graduation from high school. 
The kibbutz feels, however, that its sabras should be given the 
opportunity to reject kibbutz life if they so choose, and before 
the War of Independence (1947) high school graduates were 
sent to the cities where they worked for one year. At the ex- 
piration of the year they could elect to remain in the city, or apply 
for membership in the kibbutz. This practice is no longer in effect, 
as high school students are drafted into the army immediately 
upon graduation. Instead of living in the city, therefore, they now 
spend two years in the army. 

Election to the kibbutz, an important event for both the sabras 
and the kibbutz, is marked by a ceremony and celebration 
(mesiba). Upon entering the kibbutz the sabras are treated 
equally — as they had been throughout their early years — 
regardless of their family name or of the importance of their 
parents. They enjoy the same privileges and assume the same 
responsibilities as any other chaver. The economic branches to 
which they are assigned are, in most cases, agreed upon before 
they enter the kibbutz, on the basis of their work experience in 
high school. 
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When they first enter the kibbutz, their living quarters are, 
from the point of view of present kibbutz norms, substandard. 
As the kibbutz has grown, both numerically and economically, 
new housing developments have been periodically constructed to 
keep pace with the growth. Thus there have been a number of 
stages in kibbutz housing — from tents to wooden cottages to 
concrete-block houses. The latter have developed from one-room 
dwellings without porches, to one-room dwellings with porches, 
to one and one-half room dwellings with porches and indoor 
plumbing. It should not be concluded, however, that previous 
housing is discarded as new developments are erected. Indeed, 
though the first tents may by now have been discarded, the first 
cottages are still standing, and all are inhabited. With certain 
qualifications, based on health and age, the allocation of housing 
is determined by seniority. As better housing units are erected, 
chaverim move from their current houses to the newer dwellings, 
so that each housing unit is occupied in turn by those who had 
been living in less desirable housing. 

As far as sabra housing is concerned, this policy has two conse- 
quences: each graduating class lives in a common bloc of houses; 
and the sabras occupy the least desirable dwellings. The older 
sabras live in the wooden cottages which were the first permanent 
houses erected by their parents, while the younger sabras live in 
former pillboxes and shacks, and some tents (with concrete 
floors). Despite the crude exteriors of these dwellings, almost all 
are attractively furnished and decorated. In general the most 
pleasant rooms in the kibbutz are to be found among the married 
sabras; and, in general, their rooms include fine prints, many rec- 
ords, and good books. 

Housing symbolizes a fundamental change which occurs in 
the lives of the sabras when they enter the kibbutz. Kiryat 
Yedidim, it has already been observed, is a child-centered com- 
munity. This means, among other things, that the standard of 
living enjoyed by the children is higher than that of the adults. 
While still in high school, for example, the new chaver had lived 
in a very pleasant, if crowded, dormitory; he ate meals which 
were far superior to those eaten in the kibbutz dining room. For 
the sabra, then, entry into the kibbutz means moving from a 
condition of relative privilege to one of relative deprivation. One 
wonders if part of the adult sabra insecurity is not traceable to 
a feeling of rejection deriving from this abrupt transition. 

The sabras aie as concerned with their own appearance as 
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they are with the appearance of their rooms. Although their ward- 
robes are not extensive, the females are not only carefully 
groomed when they enter the dining room in the evening, but 
they are attractively dressed in “feminine” clothes. They may wear 
shorts and go barefoot during the workday, but they are careful 
to wear attractive skirts or dresses at all other times. This rep- 

resents a decided change in kibbutz values, and some of the old- 
timers view this as a sign of retrogression in kibbutz standards. 
One chavera, indeed, viewed this change as symbolic of all the 
departures from the original pioneering folkways. 

MARRIAGE AND THE FAMILY 

Sexual behavior and attitudes. Although sexual intercourse is 
strongly discouraged in the Mosad, this qualified taboo does not 
extend beyond high school graduation. Once the sabras leave the 
Mosad, at approximately eighteen years of age, it is their private 
concern, and they may do as they please. Although our in- 
formation concerning the sexual activities of adult sabras is un- 
satisfactory in the extreme, it is almost certain that most of the 
sabras have some experience before marriage. According to one 
informant, all the unmarried females have had affairs, but some of 
the males have not. It is highly probable, moreover, that none of 
the married sabras was entirely inexperienced at the time of 
marriage. Their premarital sexual experiences were limited, how- 
ever, since with one exception — a twenty-eight-year-old bachelor 
— all were married in their early twenties, the mean age being 
21.5. 

It is fair to say, then, that the sexual experiences of the sabras 
are limited to a few partners. Moreover, they not only marry 
early, but they tend to remain married — as yet there has been 
but one divorce. So far as we know, with one possible exception, 
they remain faithful to their spouses. 

There are two aspects of sabra sexuality that require comment. 
The first concerns the choice of sexual partner — whether for 
intercourse or for marriage. In not one instance has a sabra from 
Kiryat Yedidim married a fellow sabra nor, to the best of our 
knowledge, has a sabra had sexual intercourse with a fellow sabra. 

in the light of additional data the latter part of the general- 
ization be rendered false, I would be highly confident of the 
validity of its following reformulation: in no instance have sabras 
from the same kevutza had sexual intercourse with each other. 

The reason given by the sabras for their exogamy is inter- 
esting: they view each other, they say, as siblings. We have then 
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an instance of a self-imposed primary group exogamy, despite 
the absence of any prescribed — formal or informal — incest 
taboo. By stating that they view each other as siblings the sabras 
do not mean to imply, at least not consciously, that they therefore 
view any sexual relationship between themselves as incestuous. 
They mean rather that they, like biological siblings, have no 
sexual interest in each other. 

But if psychoanalysis has taught us anything, it is that siblings 
do have reciprocal sexual interests, albeit (for the most x^art) 
unconscious. If this be so, and if the sabra ‘"siblings” perceive one 
another as ordinary siblings do, it would follow that they, too, 
have a (repressed) sexual interest in each other. Hence the 
absence of either sexual intercourse or marriage among them 
would indicate that they have spontaneously evolved their own 
incest taboo. They are, that is, attracted to each other but, ex 
hypothesi, they have repressed this attraction, and have, thus, 
precluded its expression. If this interpretation is correct it would 
explain why, despite their claim of mutual asexual feelings, they 
insisted on the abolition of the mixed showers while in the high 
school.^ 

The only positive evidence for this hypothesis comes from an 
atypical sabra. Moshe is the most extroverted and uninhibited 
person in the entire groujD — and one whose unconscious seems 
frequently near the surface. He scoffed at the suggestion that he 
was not attracted by the famale sabras. This, he declared, was 
nonsense. When a female sabra, immediately after we had dis- 
cussed this problem, entered his room he confronted her with the 
same question. She too thought that the sabras had no sexual 
feelings for each other. “After all,” she exclaimed, “You and I 
went together to Jerusalem the other day, and we made no 
attempt to arrange for a date or to make advances to each other.” 
On the surface her statement says that they had no sexual interest 
in each other. By her tone, however, the author had the definite 
impression that she had wished that they had made “an advance” 
and that she was sorry that they had not. 

But if the sabras are sexually attracted to each other, why, I 
asked Moshe, do they not marry? To this he replied that there 
were so few sabras that it was seldom that a male and female, 
who were attracted by each other, fell within the same age range. 

^ The adult sabras agree that mixed showers are acceptable until puberty 
and/or so long as there are no outsiders in the group. Of the ten adult sabras 
interviewed, only one favored the continuation of mixed showers through the 
twelfth grade. 
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In short, he views sabra exogamy as a function of elementary 

demographic facts, rather than as a consequence of obscure 
psychodynamic motives. In the absence of data, we can go no 
further with this analysis, except to note that voluntary sabra 
exogamy seems to be a characteristic feature of the kibbutz move- 
ment. 

A second aspect of sabra sexuality that is of theoretical interest 
is their conservatism relative, at least, to their permissive sexual 
training, and to their own parents, particularly when the latter 
were young. This conservatism is expressed in a number of ways. 
Despite the sexual freedom permitted them after high school 
graduation, few take advantage of it; most have few premarital 
affairs. Second, their marriages are not only stable but they remain 
faithful to their spouses. (Their own parents engaged in much 
sexual experimentation; their marriages, while they were still 
young, were unstable; and the incidence of extramarital relation- 
ships and divorce was high.) 

The sabras are conservative not only in their behavior, but in 
their sexual attitudes as well. Not only do they not engage in 
extramarital relationships, but they are strongly opposed to them. 
As an indication of, what he called, sabra “puritanism,” a chaver 
pointed sadly to their attitude toward a female chavera who was 
having an affair with another kibbutz member, both of whom 
were married. Most of the chaverim ignored the affair, but some 
of the sabras raised it as an issue at a Town Meeting, arguing that 
the woman should no longer be allowed to work with the children, 
since she was an adulteress — the very term was foreign to the 
vocabulary of the kibbutz founders. 

Another indication of their conservatism in sexual matters is 
the eagerness of the sabras to have a legal (religious) marriage 
ceremony. Their parents had always opposed such ceremonies, 
believing that a marriage is formally sanctioned when the kibbutz 
grants a couple a joint room. But because bastards have no civil 
rights in Israel, the parents would become legally married some- 
time after the wife became pregnant. They viewed this ceremony, 
however, as both a farce and an indignity. Apparently their 
children have acquired a contrary attitude. They prefer the legal 
marriage, and are usually legally married about the same time 
that they become married in the eyes of the kibbutz. Some of 
them still joke about the religious ceremony and say it is a farce. 
Nevertheless, in the two cases we observed during our stay in 
the kibbutz, it was the day of the legal ceremony which they 
chose as the occasion for their wedding party. 
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This changed attitude may be interpreted as a possible re- 
aetion to their parents’ behavior. Marriages of the latter were 
unstable, and the sabras suffered from the accompanying in- 
security. They may want the security which their own parents did 
not have in their marriages, and they may wish to prevent their 
own ehildren from suffering the insecurity which they experi- 
eneed as ehildren. But this is all speculative, for we have no 
pertinent data. 

It should be noted, finally, in summarizing sexual attitudes, 
that the sabras share with their parents a marked reticence about 
the discussion of sexual matters or the use of obscene words. 
Indeed, the latter do not oeeur in Hebrew, so that when obscenity 
is employed at all, the sabras must have recourse to Arabic. 
During an entire year’s work in many branches of the kibbutz 
economy neither my wife nor I ever heard a dirty story, and 
almost never an obscene term. This absenee of verbal obseenity, 
according to sabra informants, characterizes their private as well 
as their group interaction. 

''The problem of the womanT Unlike the high school youth, 
the adult sabras reveal little unisexual elique behavior; social 
interaction among them is almost always bisexual. There is, how- 
ever, some indication of hostility between the sexes. 

A sabra male, for example, speaking of the females in his 
group, said that they were worthless; none, he insisted, had any 
ability. A sabra female, on the other hand, characterized by a 
strong masculine protest, was reeounting how difficult it was for 
her to perform a eertain economic task. When I suggested that 
her husband might undertake this task, she replied, ''The men 
would never do that kind of work. All they do is ride around all 
day, and I have to do the hard work ... If my husband took 
my job he wouldn’t last for one day.” 

This above quotation is related to a serious kibbutz problem 
— "the problem of the woman.” Since we have discussed this 
problem in some detail elsewhere^ we merely indieate that it 
refers, among other things, to the difficulty encountered by kib- 
butz women in achieving full eeonomic, social, and cultural 
equality, despite the fact that equality of the sexes has been a 
kibbutz value of paramount importanee. Many kibbutz women 
eomplain that sexual equality has not been achieved; and the 
affeet displayed in the above quotation reveals that at least one 

^ See Spiro, Kibbutz, 221-236. 
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female sabra shares this complaint. She is not alone. According to 
another sabra, should a woman talk at a town meeting she is not 
listened to. The men “know best.” Men can talk nonsense at a 
meeting, but there is no negative response. Should women speak 
in a similar vein, the men laugh. If a woman expresses herself on 
education, “It’s not worth anything.” Should a man speak on this 
subject, what he has to say is wonderful. In short, this sabra 
insisted, there is indeed a “problem of the woman in Kiryat 
Yedidim. Unlike the first sabra quoted, however, she believes 
that the sabra males do not share the attitudes of their elders, so 
that the situation can be expected to improve. 

Another female sabra is not too sure that this problem exists. 
When she was younger, she said, she believed that women worked 
under such hard conditions that they were too tired in the evening 
to develop any broad cultural interests. She no longer believes this 
to be true. It is now her feeling that women merely have different 
interests from men. They are (legitimately) concerned with their 
children and their rooms, both of which consume their time and 
their energy. Men, on the other hand, are physically stronger than 
women, and although they work hard during the day, they have 
a surplus of energy for other interests and activities. This sabra is 
willing to accept a permanent division of labor based on sex: 

I think that woman should do the work for which she is suited; 
not on tractors or in the fields. Women, by nature, cannot be active in 
economic production, particularly if their family life is to be well- 
integrated. Of course, some do it, and they do it in Russia. Still, I 
think it’s not natural. 

But, she hastened to add, the social importance of any person 

is to be measured not by his productivity — for then men would 
be superior to women — but by the devotion with which he 
performs his work. In the last analysis, she concluded, women in 
Kiryat Yedidim are really the social equals of men; and although 
some men view women as inferior, still, “it is not as bad as some 
say.” 

Finally, there is the sabra who categorically denies the ex- 
istence of “the problem of the woman.” But her response to the 
question was so rapid, the affect with which she spoke was so 
intense, and the attitude which she assumed was so dogmatic that 
one wonders if her oration were not an attempt to convince both 
the interviewer and herself of something of which she was not 
convinced at all. 
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I deny it (the problem of the woman) eompletely . . . Some 
say that women work harder, that they are not appreeiated, that there 
is a negative attitude toward them. That is not at all true. I feel the 
complete equal of all chaverim. 

She then went on to “prove” that women do not work harder 
than men, for though kitehen work is hard, “Is it any harder than 
harvesting field erops in the hot sun or rain for fifteen hours a 
stretch?” In contrast, she argued, take the women’s work in the 
children’s houses, in which hours are not long, and in which 
afternoon work is “easy and pleasant.” Laundry work, she con- 
ceded, is difficult, “but the women always complain. First (they 
complained that) the machine was too small; so they bought a 
new one. But now (they complain that) it is too big.” 

There is a problem, she admitted, with respect to female 
participation in the economic administration of the kibbutz, in 
which women play a negligible role. But, she said, it is their own 
fault. A few years ago a woman was appointed to the executive 
committee for economic affairs. “She sat for two years and never 
once opened her mouth, because she had nothing to say.” But it is 
not true, she insisted, that women are less respected or honored 
than men. 

I am as respected as David (the economic manager). Everyone 
fills his job, and all jobs are equally important. If everyone considered 
his work as important as any other, there would be no problem. 

Despite her verbal statements, however, this sabra reveals — 
both in her behavior and in other sections of the interview — that 
the “problem of the woman” does indeed exist for her, as it does 
for the first female sabra quoted. After working beside them in 
the fields over a period of months, I can testify that they worked 
harder and longer than almost all the men with whom I worked, 
and that they were concerned that those who worked with them 
did the same. They always gave the impression that they were 
trying to prove to others (and to themselves) that they were as 
good as the men. This impression receives additional confirmation 
from our interview data. 

One of them, in response to an interview question, stated that 
her one ambition was to obtain satisfaction from her work, “That 
is the main thing.” When asked if she derived satisfaction now, 
she replied in the affirmative, but, she continued, “there are 
difficulties. It is very hard for a woman with children to work in 
the fields.” Indeed, “sometimes it is so hard that it does not seem 
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worthwhile to continue.” She does continue, however, and her 
motive is to obtain status — not any kind of status, but status as 
an agricultural worker. Her deepest concern, as expressed in the 

interview, is that, despite her hard work, she still does not have 
status. This she must acquire by more study, 'and this is very 
hard to do after work hours.” Nevertheless, she studies in the 
evenings. In short, she insists on obtaining status in "men^s work” 
instead of in "women s work” which would not be so difficult. And 
it is precisely because she desires status in competition with men 
that she persists in her difficult path. And though she feels that 
she does not yet have "enough knowledge” she continues to work. 
And because she does not have "enough knowledge,” she works 
harder than ever, in order to compensate for this felt defect. 

Marriage and children. Of the sabras over twenty-one who 
were in the kibbutz at the time of this study, four of the five 
females were married, and one was divorced. Of the six males, 
three were married; and two of the three who were unmarried 
were no more than twenty-three years old. Their spouses, for the 
most part, are city sabras who were trained in The Movement, 
and whom they met either in high school or as members of the 
youth group that joined the kibbutz (hashlama). 

With one exception there have been no divorces among the 
sabras; and this exception is a girl who had been married "in- 
voluntarily. Marriages are not only stable, but for most sabras 
the marriage relationship is probably the most important and 
intimate interpersonal relationship they have had (excepting the 
early child-parent relationship). In general spouses are deeply 

devoted to each other, and some, in fact, are inseparable. 
All the married sabras, the oldest of whom is only twenty- 

eight, have at least one but no more than two children, with an 
average of 1.3 children per family. It is probably safe to predict 
that the number of children in the average sabra family of pro- 
creation will exceed those in their family of orientation. None of 
the parents of the adult sabras, for example, had more than two 
children, while some of the sabras, although still in their middle 
twenties, have already had two children. 

The sabras seem to be genuinely fond of children, others as 
well as their own. Many of the high school girls, for example, 
work in the various nurseries as afternoon relief nurses and, with 
rare exceptions, they are warm, loving, and intelligent workers. 
Their interest in children is developed early. Young girls in 

kindergarten often assist their mothers who are nurses in younger 
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children’s houses; and girls in the Grammar School frequently 
supervise the play of nursery children. 

Sabra parents, both male and female, are, with perhaps one 
exception, warm and affectionate with their children. But they are 
also, again with one exception, relaxed and unanxious about them. 
This is in sharp contrast to many of the older chaverim, who 
display, both in attitude and behavior, considerable anxiety 
about their children. The exception to the previous generalization 
is a sabra mother whose child almost died in early infancy, and 
who consequently is unusually absorbed in her. She visits her in 
the Nursery more frequently than other mothers visit their 
babies, and she is particularly concerned about her at night. 

The least affectionate of the sabra mothers is a woman charac- 
terized by strong masculine protest. The following excerpt from a 
conversation reveals her attitude. 

CHAYA (the sabra mother) was saying that she was kept busy with 
her work and did not see her child very much. I remarked that 
kibbutz parents see their children more frequently than some city 
parents. She sees her child only two hours a day, she replied. I pointed 
out that the entire two hours were devoted exclusively to the children. 
She denied this. Her child is in the room, she conceded, but she does 
not devote herself to him — “It is boring.” She wishes he would not 
stay about the room, or that he would go do something by himself. She 
is only too happy when he leaves her alone, so she can read. 

Although the sabra parents love their ehildren and show them 
mueh affection, they have no desire to reinstitute the eonventional 
pattern of private soeialization. Here, too, there is a marked 
differenee between the sabras and the older ehaverim. The latter, 
though committed ideologieally to eolleetive edueation, are fre- 
quently unhappy with it personally and express misgivings about 
it. This is not true of the sabras, who view eolleetive education as 
a highly desirable institution. They betray no anxieties eoneeming 
their ehildren’s welfare nor do they feel deprived beeause of the 
separation from their ehildren. On the eontrary, they weleome it. 
When a baby is siek, for example, he is frequently put in his 
parents’ room so that he ean be isolated from the others. The 
older parents are, as one nurse put it, ‘Thrilled to death.” But 
the sabras have just the opposite reaetion ~ they look forward 
to the day when the baby can be returned. 

The best proof of these differenees in attitudes is found in’the 
evening departure. The non-sabra adults, many of whom are 
reluctant to part from their children at night, spend many minutes 
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kissing, hugging, and fondling their children, often returning 
many times for another kiss and another hug. The sabra parents, 
on the other hand, show no such signs of reluctance. They say 
goodnight, kiss the child affectionately, and depart without a 
fuss. This matter-of-fact attitude, it is our impression, does not 
show that the sabras do not love their children, but that they have 
no insecurities (guilt-feelings) about collective education. 

The sabra mothers are aware of the difference between their 
mothers and themselves in this regard. As one of them put it: 

Not one of us (sabras) has any doubts about having the nurses 
take charge of hashkava. Many of the older women, however, are 
opposed to it. Our own parents put us to bed. 

All such generalizations, of course, require qualification. The 
interview data reveal that, of the eight sabra parents, six favor 
collective education, one expressed mild doubts, and another — 
the mother whose behavior revealed anxiety about her child — 
expressed serious doubts about it. Since the latter is in all other 
respects intensely devoted to kibbutz values and institutions, her 
comments are of more than ordinary interest. 

At first (when her baby was born) it was all right. I nursed him 
and he was in my hands. But the first crisis came at six months, when I 
gave him to the nurses. I gave him with all confidence, but still it was 
a crisis. When I stopped nursing, I went to see him often, every 
night, to see if he were cold or wet, etc. Now I see how good it is for 
him; but nevertheless there was a period when he would cry when we 
left in the evening, and I felt as if I were abandoning him. I felt that 
it was not right for the baby. Everywhere else the baby is with his 
parents, and here we leave him. Maybe I felt it more than he. Every- 
thing is fine, but still it (the departure) is a difficult moment ... All 
day he has the nurse with him, and at night he’s left alone. When the 
child is young, this is very difficult for the parents — at least it is for 
me. 

Those who favor this system often give as their reasons 
personal gratification or comfort, such as the following: 

Here I don’t have to be a housewife. 

Take a woman in the city: no matter how active she is she can’t 
be independent. She still has her children and house to take care of. 

I would not like my children to live with me. It’s more comfortable 
that way (living in children’s houses). 
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I want my children to live in the ehildren’s houses, primarily for 
my own enjoyment. 

My trust in the nurses is so great that I have no worries or doubts 
about entrusting him to their eare. Once he lived in our room for a 
few weeks, and I realized that I didn’t want it. I simply don’t want 
it ... In the city the child is always “in its mother’s mouth,” so the 
possibility of satisfaetion from one’s child is ruined. Here the relation- 
ships are freer and mueh better. 

That the sabras prefer to delegate the responsibility for the 
rearing of their own children to kibbutz nurses does not mean 
that they do not perceive important social and psychological 
values inherent in the system of collective education. Indeed, 
their first response to our interview question was to point out 
these values. First, they agree generally that collective education 
is the most efficient educational system for training in collective 
living. Second, they believe that important kibbutz values such as 
cooperation and responsibility are best developed in this system, 
although they are not unanimous in their evaluation of the 
extent to which the products of this system actually display such 
characteristics.^ 

In addition to personal or ideological reasons for preferring 
collective education, the sabra parents feel that the children are 
happiest in such a system. Almost all the sabras, to the extent that 
they remembered their childhood, believe it to have been a happy 
one; and on the basis of this experience they feel that their children, 
too, will be happy in such a system. Those few, moreover, who 
had any experience in living with their parents much preferred 
the children’s house. One sabra, for example, had wanted very 
much to live with his parents, and when they took him “for a day 
or two” he was happy, “because of the novelty.” Once, however, 
he had to live with them for a few months, and “I must admit I 
suffered from it. I was not free with them. I felt I was in a strange 
room as a guest.” 

Another sabra, when asked to compare the relative merits of 
collective education with the more traditional type, said: 

It is difficult to say, for I know no other kind. I can’t see myself in 
any other kind of education. Generally I was happy with it. It was 

® Six of the nine sabras who commented on this question felt that the sabras 
are responsible, two felt they were not, and one was not sure. Of the seven 
who commented on cooperation, five agreed that the sabras were cooperative, and 
two were not sure. 
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excellent for me as a solution to my difficult family life. . . . We never 
lacked anything. We liked it, and preferred not to go to parents. 

The above two comments are typical for the group. With but 
one exception, they preferred, in retrospect at least, living in 
children’s houses to living in their parental rooms, and they 
believe, therefore, that their own children share this preference. 

Regardless of their attitudes to collective education, the family 
of procreation is unquestionably the most important group in the 

sabras’ lives. Indeed, some of the female sabras have been accused 
of retreating, in petit bourgeois fashion, to their rooms and 
families; and, dismissing the implicit value assumption of this 
charge, the fact itself, in its psychological implications at least, 
is easily confirmed. Whereas, according to their responses to the 
Stewart Emotional Response Test, the preadolescent sabras 
derive happiness from celebrations, recreation, and so forth, the 
most important source of happiness for the adult sabras, accord- 
ing to the same test, consists of experience within the family of 

procreation (or with the spouse, in the case of childless couples). 
Family interaction, for the adult sabras, has been substituted for 
the larger group interaction of the younger sabras. 

Relations with parents. High school students are not intimate 
with their parents whom they frequently exclude from their 
private lives. With perhaps one or two exceptions, this pattern, 
established in early adolescence, continues after the sabras enter 
the kibbutz. If she wants to know anything concerning her adult 
son, said one mother, she must always ask, because he never 

volunteers any information. Nor can she ask him directly; she 
must always ask by indirection. Under no circumstances will he 
discuss his personal problems with her. 

Nevertheless, there is reason to believe that the parent-child 
relationship improves as the sabras become older, and though it is 
rarely intimate, it is always cordial. In the first place, the adult 
sabras visit their parents more frequently than do the high school 
students. Of the nine adult sabras whose parents live in Kiryat 
Yedidim, two visit them daily, three visit three or four times a 
week, one visits twice a week, and three visit sporadically. 
Visiting includes having afternoon or evening tea with their 
parents and spending part of the sabbath with them.^ Only rarely, 

* The cohesive role of grandchildren in promoting parent-sabra interaction 
must not be overlooked. As sabras who have children indicate, one of the 
important reasons for their relatively frequent visits to their parents is their 
desire to see their grandchildren. 
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however, do parents and their adult children dine together, al- 
though it would be no trouble at all to make such an arrangement 
for the evening meal. 

The sabras do not respond to both parents in the same way. 
Nine of the ten interviewed expressed a preference, either in the 
present or in the past, for one of the parents; and in all but two 
the preference was for the father (of the two sabras who preferred 
the mother, one was male and one was female). Sometimes the 
preference is expressed intensely, sometimes weakly; but that it 
is expressed at all is of considerable importance, since their state- 
ments were offered voluntarily and not as a response to probing.'^ 

Although the preference for the father is expressed by males 
and females alike, it is found most intensely among two of the 
females, both of whom show signs of deep emotional involvement 
with their fathers. One, for example, said her father was like a 
chaver. She ‘'can ask him anything because he knows everything. 
He always makes the right decisions.” This same sabra was ob- 
served by the author to leave the dining room in anger when, 
after bragging about her father to a visitor, the latter retorted 
that he had never heard of him. 

That the sabras identify with, and are therefore attached to, 
their parents is indicated, moreover, by their choice of occupation. 
Four of the five adult males chose the same occupations as one of 
their parents — two chose the agricultural branch of their fathers, 
two the agricultural branch of their mothers. 

THE SABRAS AND KIBBUTZ VALUES 

In an important sense the system of collective education must 
be judged by the extent to which the sabras, who are functioning 
members of the kibbutz, have acquired its values, and express 
them in daily living. These values, as listed by kibbutz parents, 
include work, devotion to the kibbutz, education. Socialism, 
Zionism, and collective ownership.^' Although we are concerned 
here with the adult sabras and their adjustment to kibbutz culture, 
the data from which our generalizations are derived are, in some 

® This is consistent with parental preference among the younger ehildren. See 
p. 232. 

® When asked to rank a series of values in order of importance, they ranked 
work, love of humanity, responsibility to kibbutz, good eharaeter, edueation, 
Soeialism, Zionism, in that order. Since “love of humanity” and “good character” 
are difficult to measure, we shall eonfine our diseussion to the remaining five 
values. We have added collective ownership because of its erucial importance in 
the kibbutz and beeause, from the point of view of the kibbutz, one of the 
measures of both “love of humanity” and “good character” is the willingness to 
share property. 
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instances, taken primarily from the high school sample; in others, 
from the adult sample; and in still other instanees from both. 
It is our strong eonviction, however, that in all these instanees 
the generalizations — if valid at all —are valid for the entire 
sabra population over the age of sixteen. 

Attitude toward the kibbutz. With one possible exeeption all 
the sabras view the kibbutz as the best form of soeietal living — 
this at least is what they say in personal interviews. There are, 
moreover, some behavioral indieations of such an attitude. Before 
the War of Independence, when all high school graduates were 
sent to the eities for a year to enable them to ehoose between kib- 
butz and city life, all eleeted to return. So, too, now that all gradu- 
ates are drafted for two years into the army, none has ehosen to 
leave the kibbutz following this experienee with the outside world. 
Moreover, although many of the sabras have been abroad, all 
have returned to the kibbutz where they prefer to live. 

The sabras view the kibbutz as best not only for them, but for 
others as well. Not only have they returned to the kibbutz, but 
they have brought others baek with them. They, like their parents, 
insisted that my wife and I would and should return to the kib- 
butz. As one put it, “Life is not always pleasant here, but it is 
always interesting and there is much to be done.” 

This does not mean that some sabras have not thought of 
leaving. One of the ten adult sabras interviewed said he had 
thought of leaving the kibbutz movement, and two said they had 
thought of leaving Kiryat Yedidim for another kibbutz. Never- 
theless, with one exception^ they have ehosen to remain in the 
kibbutz, and their ambitions reflect this decision. For the most 
part, sabra life ambitions are restricted to those goals that are 

attainable within its eontext, and that are eonsistent, moreover, 
with its values. Their ambitions therefore do not include long- 

^The exception is a nineteen-year-old girl who, though not born in Kiryat 
Yedidim, has lived in the kibbutz since childhood. Naomi was a highly aggressive 
adolescent who, as has been noted in a previous chapter, was expelled from 
the high school by a vote of her kevutza. The kibbutz sent her to a city high 
school from which she graduated. 

Naomi is atypical in a number of ways. First, she has decided to become a 
teacher, a vocation which every other sabra has repudiated. Second, she is 
interested in clothes, and she not only dresses like a city girl, but she uses 
cosmetics and smokes. (Although their parents smoke, the sabras continue to 
adhere to the Movement’s taboo on smoking and drinking.) Third, she has no 
interest in manual labor. In short, she is, as one chavera put it, “a typical 
bourgeois girl” who would be entirely adjusted in the city, but who is miserable 
in the kibbutz. Apparently Naomi agrees with this analysis, for she has decided 
to leave the kibbutz for the city. 
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range mobility aspirations, for example, because their basic 
status goal — kibbutz membership — has already been attained. 
Nor do they have competitive economic goals since, as they put it, 
their individual economic status is contingent upon the economic 
welfare of the kibbutz as a whole. 

The sabras, in short, possess no mobility strivings whose real- 
ization entails leaving the kibbutz. To the extent that they are 
concerned with status goals, their goals are those which confer 
prestige within the kibbutz, such as proficiency in work or self- 
improvement through study. 

Some sabras not only have no ambitions outside the kibbutz, 
but they view kibbutz membership in itself as their ambition. 
Indeed, four of the ten® indicated that they possessed no aspi- 
rations beyond continuing the kind of life they are now leading in 
the kibbutz. As one sabra put it: 

My ambition is to be a chaver kibbutz, and that tells the whole 
story. A ehaver kibbutz can’t say, for example, that his ambition is to 
be a painter or a musician. This is impossible. If you want to be a 
chaver kibbutz, that must be your ambition. 

Some sabras, indeed, did not quite understand what I meant 
when I queried them about their ambitions. One asked me to 
repeat the question as if the very notion were alien to her. She 
said, finally, that she had never thought about the subject, so that 
‘T cannot, offhand, talk about it.’' Another one put it this way: 

For a chaver kibbutz that’s difficult to answer. To be a chaver 
kibbutz was my ambition, but I’ve already realized it. I really don’t 
know — I can’t answer it. 

The decision to remain in the kibbutz is based on a variety of 
motives. Content analysis of the interviews yields the following 
classification of these motives (the number, in parentheses, follow- 
ing each motive indicates the number of times this motive was 
given). 

“I was born here; it is my home.” (7) 
“For me it is the best life.” (7) 
“Because it is just, equal, free, etc.” (5) 
“For reasons of social conscience.” (2) 

“My parents live here.” (1) 

® One sabra refused to be interviewed. 
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“To repay my debt to the kibbutz.” (1) 
Since this summary scarcely does justice to their true feelings, 

some of the interview protocols are quoted below. 

I think it (the kibbutz) is the most progressive and just of all 
societies. A person can best develop here, become a “human being,” 
and help society. 

I want to be in the kibbutz because I think that’s the Way, both 
personally and socially. I could not be happy any other place . . . 
This is a life in which a man can give of himself, and no power restrains 
him from giving of himself. 

I did not choose the kibbutz; I was born here. I remain because it 
is the way of life I like the best, and the one I believe in. 

The basic reason is that I was born here, and all my life was lived 
here; and I am tied to this way of life. I have the feeling that I could 
not live any place else, for example, in the city; and the thought has 
never arisen. It (the kibbutz) is in my blood. ... It is a just form of 
life, and people are more or less equal . . . People help each other 
. . . There is no problem of exploitation; as far as possible we try 
to eliminate it. When I think of other ways of life, particularly in 
America, where people exploit each other because only through ex- 
ploitation can they attain success — then I realize how important our 
way of life is . . . 

This is the way of life that is best for me. It is best in terms of my 
interests and my hobbies. 

Many people say we are here out of habit. Maybe. But I also feel 
a sense of responsibility. If they worked twenty years to rear me, 
and at a great financial cost, I think that I should repay them. 

I feel at home here. It’s my house . . . Although I can be alone 
in my room for many weeks, I feel myself part of the family (the 
kibbutz). 

That the kibbutz is perceived as “home” by the sabras may be 
inferred from the Emotional Response Test as well. One of the 
worst things that can happen to them — second only to physical 
harm (either to self or others) —is separation from their group. 
That the group is a source of great emotional security for them 
may be inferred, moreover, from their fear responses to this test: 
in none of their responses is the kibbutz or its personnel the source 
of their fears. All fears have as their source extra-kibbutz stimuli 
or conditions. 
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Similarly, an analysis of aggression in the same test reveals, if 
only indirectly, -that the sabras feel a sense of security in the 
kibbutz. Aggression by others against oneself is the most im- 
portant source of anger, as well as a major source of sadness, for 
the school children and high school youth. For the adult sabras, 
however, this same category accounts for only 4 per cent of their 

sadness responses and zero per cent of their anger responses. This 
difference between the younger and older sabras could imply that 
the latter have developed a greater tolerance for the aggression of 
others; but our observations do not support such a hypothesis. On 
the contrary, observation reveals a dearth of overt aggression in 
the kibbutz; and the results of the Emotional Response Test 
reflect this fact, as well as the emotional security that is attendant 
upon it. 

This positive attitude toward the kibbutz is not a recent ac- 
quisition of the adult sabras. It has, on the contrary, a long history 
going back to the earliest years of their life cycle. The preschool 
children are not only deeply attached to the kibbutz, but they 
tend to perceive the world as one large kibbutz. Parents, whose 
preschool children have accompanied them to the cities, almost 
universally report that the children make frequent reference to 
Kiryat Yedidim, or to the social and physical characteristics of 
kibbutz culture, while in the city. Thus, when five-year-old 
Yehonatan was taken by his mother to the city, he saw some 
candy on the shelves of a grocery store and wanted to know when 
they were going to divide the candy. Again, Tamar, a four-year- 

old girl, was taken by her parents to Tel Aviv. As they walked 

through the streets, she kept exclaiming on how strange the city 

was, for ein adama, “there is no soil.” Suddenly, between two 

buildings, she spied land. “Adama,” she cried, and bent down to 
pick up some earth in her hands. 

This tendency to perceive the outside world in the same terms 
in which they perceive the kibbutz holds for those children who 

have traveled outside the country, as for those who travel within 

Israel. The following excerpt is reported by a kibbutz mother who 

took her child to Europe. 

He (her four-year-old son) connected everything to his past ex- 
perience in Kiryat Yedidim. On the ship, for example, he called the 
dining room, ‘Ahadar ha-ochel” (the term for the kibbutz communal 
dining room); and the waiters he called “toranim” (the term for the 
waiters in the kibbutz dining room). He watched the ship unloading 
and said, ‘‘Look mother, all nice things are from Kiryat Yedidim.” 
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The overvaluation of the kibbutz contained in the last sentence 

is not unusual. Many such statements were reported to me, among 
which the following is surely the most amusing. 

Sara (two years old) heard a cow from an adjacent kibbutz 
mooing at night. She told her parents that the cow was ‘Trying” 
because, “she wants to live in Kiryat Yedidim. 

This belief in the superiority of the kibbutz is found in the 
grammar and high school students, as well. Tamar, a ten-year-old 

girl, had spent a year in the United States, where she had gone to 
school. When asked about her visit, she replied that Kiryat 
Yedidim was better than New York and that, in particular, the 
kibbutz school was better than the New York schools. The 
children in the United States, it was her feeling, read and study 
only “for the teacher.” They are not interested, she said, in study- 
ing or reading for its own sake, but in order to please the teacher 
and to get a good grade. Furthermore, the children were “selfish 
and would not share with others. They were particularly bad to 
the smaller children, whom they would not permit to play with 
them. Finally, she complained, the teachers are not like kibbutz 
teachers. They do not permit the children to talk in class, but 
compel them to sit quietly. If the children disobey, they must 
sit in a corner or leave the room. To Tamar it was obvious that 

on these, and other counts, the kibbutz was much superior to 
America. 

This attitude continues to prevail in the high school. In a 
sample of 31 students, 29 said the kibbutz was superior to the 
city. (One was doubtful, and one said the kibbutz was superior 
for children, but not for adults.) The reasons given for this 
superiority, in order of frequency, follow. 

Mutual aid and socialism 
Equality 
Economic security and prosperity 
Interesting life 
Group interaction 
Freedom 
Peaceful life 
Contribution to national reconstruction 

These same students not only prefer the kibbutz to other forms 

of social life, but they, like the adult sabras, structure their life 
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ambitions almost exclusively in terms of some aspect of kibbutz 
life. This is revealed in their responses to the interview-question, 
‘‘What is your life ambition?” Of a sample of 27 students, 19 stated 
their ambition to be one of the following: to work in Kiryat 
Yedidim; to be a member of Kiryat Yedidim; to improve Kiryat 
Yedidim. Three of the respondents gave as their ambitions: to 
found a new kibbutz; to fight for a better world; to change the 
present Israeli government to a revolutionary one. Five either had 
no ambition or did not know what it might be. 

The sabras not only feel at home in the kibbutz, and view 
kibbutz culture as superior to other cultures, but they have posi- 
tive attitudes to the members of the kibbutz — both older 
members and peers. These attitudes find their most intense ex- 
pression in the willingness of the sabras to come to the assistance 
of other kibbutz members, and even to make personal sacrifices 
for them. 

A chavera with special nursing skills had been asked by the 
government authorities to work in the immigrant camps, and the 
kibbutz had consented to relieve her one day a week for this work. 
When she requested to be released for two days, the town meeting, 
at the recommendation of the women's Work Chairman, declined 
to grant her request because of the shortage of workers in Kiryat 
Yedidim. The chavera, believing that it was her duty to devote more 
time to this work, voluntarily sacrificed her sabbath to be able to 
do so. 

When Yona — a sabra who had been absent from the kibbutz 
when the decision had been made — discovered that the chavera 
had no day of rest, she became incensed with the Work Chairman. 
How could she, Yona fumed, permit a chavera not to have a 
rest day? And particularly when the Chairman herself worked 
with this chavera and saw how tired she was. The Chairman 
replied that the kibbutz had so voted. “Yes,” said the sabra, “but 
does this mean that you must follow the letter of the law? They 
voted that way because you told them to, but you know that there 
are days in which other workers are available to work in her 
place.” Shortly thereafter, the chavera began to receive her sab- 
bath. 

This same attitude is found in other sabras. One of the 
“coldest” of the sabras, for example, pointed out that though she 
has no intimate friends among her peers, she is deeply tied to 
them. Hence when a sabra whose first baby had died became 
pregnant again, she was intensely concerned that it turn out right. 
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And when the baby was born alive, “I was very happy. I felt as if 
she were my own sister, I felt it so deeply.” 

Again, a sabra in speaking of the kibbutz noted spontaneously 
and undramatically that, '‘People here are prepared to give any- 
thing for another person (in the kibbutz). If I had to sacrifice 
my life for Yaakov, Rachel, Dan, et cetera, I would do it freely.” 
Although her rhetoric may be exaggerated —- the sabras are given 
to hyperbole — the sentiment is sincere. For this sentiment — 
a feeling of belonging to the kibbutz as a home, and a feeling of 
attachment to, and responsibility for, one’s fellows — emerges in 
many other contexts. The sabras, according to the Emotional 
Response Test, not only feel ashamed when they themselves are 
discovered to be inadequate to a task, but when their fellows show 
incompetence as well. Their own death and injury to themselves 
is the worst thing that can happen to them; but death and injury 
to others is second, and separation from the group is third, in 
importance among the "worst things.” 

The responsibility which sabras feel for the kibbutz and its 
members is revealed most clearly in their motives for work. 
Responsibility for the welfare of the kibbutz is, according to the 
interview data, their most important work motive. The following 
comments are typical. 

This is my society. I want it to progress, to be on a sounder basis 
than now, so that people ean live together in harmony. 

Everyone is here out of hakkara (sense of responsibility). This is 
his way of life. Therefore he lives here, and therefore he works here. 

We must work so the kibbutz can exist. It must be that way. When 
we work it is for the kibbutz as a whole. 

That question (motive for work) is very easy. I work in order to 
maintain and to further our kind of life. ... The motivation is not the 
eeonomy itself, but the economie ideal; and not really the economy, 
but the kibbutz, the way of life. 

Although the sabras — adults and youth alike — prefer kib- 
butz living to other forms of social life, they are prepared to 
criticize its shortcomings and to recommend necessary changes. 
These recommended changes are of two types: a return to some of 
the original institutions of the kibbutz, from which there has been 
backsliding; and improvements in some of these original institu- 
tions. These recommended changes which, in effect, represent 
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criticisms of the kibbutz as it is now constituted, are, in order of 
frequency:^ 

Return to original ideals of kibbutz 

Abolition of private property 
Improvement in interpersonal relations 
Greater equality (for women, the aged, ete.) 
Greater sense of dedieation 
More social participation 
Stronger group authority 

Improvements beyond the original ideals of the kibbutz 

More material amenities 
Cultural improvements 
Greater eeonomie elEeieney 
Improvement in lot of young people 
More privaey 
Less conservatism 

Note that those improvements which entail a return to the 
original values of the kibbutz preponderate. This is eonsistent with 
a finding in the Emotional Response Test, aceording to which the 
most frequent single instigation to anger among the sabras con- 
sists in the violation, by kibbutz members, of kibbutz norms. In 
some cases this desire for a return to the past represents nostalgia 
for a highly romanticized past, as may be seen in the following 
exeerpt taken from the interview with a female sabra. 

I see the kibhutz as it used to be. I remember small things that, 
for me, symbolize the kibhutz. In the past the chaverim would sit for 
hours in the dining room — talking, singing, drinking coffee. I still 
rememher very plainly how, every night, we used to go to the dining 
room in our pajamas because we could hear our parents dancing and 
singing; and later they would carry us on their backs to the children’s 
house, singing all the way. It was beautiful, lovely. Why even my 
name was chosen by the entire kibbutz. That was when it was nice 
in the kibbutz. Now it’s all changed. Everyone remains in his room. All 
have radios and teakettles in their rooms. The question is, what will be 
the future of the kibbutz? A few more years (if it continues in this 
way). 

® Since there are no significant differences between responses of adult sabras 
and the high school students, the results of both sets of interviews have been 
combined. There are twenty-six student and ten adult sabras in the sample. 



THE SABRA IN THE KIBBUTZ 367 

In addition to these critieisms of the kibbutz, there is in almost 
all the interviews a current of hostility toward the kibbutz which, 
together with their affirmation of kibbutz superiority, indicates a 
marked ambivalence in sabra attitudes. This hostility is barely 
repressed in some sabras. But even among them the ambivalence 
is strong, for, having made a hostile remark about the kibbutz, 
they immediately follow it with a positive statement which almost 
entirely negates the negative one. 

That the kibbutz is an important source of frustration for the 
sabras is revealed most graphically on the Emotional Response 
Test. When all the responses to the question, “What makes you 
angry?,” are classified into those whose source resides in the 
uniquely kibbutz aspects of kibbutz culture or in some action of 
other kibbutz members, and those whose source is external to 
both, it is discovered that the former category comprises 71 per 
cent of the sabra responses, while the latter comprises only 21 
per cent (8 per cent are ambiguous). In short, the kibbutz — 
as measured by its tendency to elicit sabra anger — is a highly 
frustrating stimulus for the sabras. 

We may now examine some of the sources of this frustration, 
as they emerge in the course of personal interviews. One sabra 
has periodically thought of leaving the kibbutz. People “here are 
always fighting and quarreling and they are very intolerant, until 
often I despise it all.” He went on to say how difficult kibbutz life 
is, primarily because of the lack of privacy and the necessity for 
conformity. 

In general, a major source of sabra discontent with the kib- 
butz is the necessity, they feel, for constant interaction and the 
persistent pressure of public opinion. This discontent is expressed 
behaviorally in a physical retreat from group activity — a retreat 
which stands in marked contrast to the intensive social participa- 
tion of the high school students. Typically, the adult sabras are 
content to remain in their rooms in the evening — reading, 
listening to the radio, or talking with a few friends. Indeed, the 
sabras are frequently criticized for not participating more actively 
in kibbutz activities. As one such critic, referring specifically to 
the females, put it, “They have closed their doors to the outside 
world, and have become typical balehostes,^^ interested in their 
homes and children.” 

A Yiddish term, used either honorifically or eontemptuously depending upon 
one’s values. A baleboste, literally, is a “housewife.” Its connotation is much 
broader, however, referring to a woman who is constantly occupied with 
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This latter charge does not apply to all the females — I am 
not prepared to estimate its provenience — but it does apply to 
some of them. One sabra, when asked to name her ambition, said: 
'Tn the past, yes. Now, my life is centered around my family. My 
child consumes most of my time.” 

This relative disinterest in group participation is explained by 
the sabras as a reaction to and a retreat from their past. They 
have had enough of group life, many complain, and now they 
wish to be left alone. An extreme reaction is found in the follow- 
ing statement. 

From the beginning in the Mosad we had to see the same people 
and the same faces, from early morning until we went to sleep, until 
it actually became disgusting. In the Mosad you are a machine, not an 
individualist. Now everyone wants nothing better than to be left alone. 

If the former statement is extreme, the following are typical. 

In the younger ages there is no time to be alone, and after many 
years we begin to feel how much we have lost. For collective education 
does not give one the opportunity to be alone, think alone, and arrange 
one’s own time. But he (the child) does not realize how much he 
misses until he gets older. This is a big loss, in my opinion. This has a 
big influence on later life. For after that there is a reaction. When they 
leave the Mosad and enter the kibbutz, everyone wants to live alone, 
and they are prepared to fight for it. 

Others know exactly what you do all the time. At times it simply 
becomes too much, and you feel that you want to run away from 
everything. In Venice it was wonderful. People lived upstairs, but 
one never saw them, and one could do exactly what one wanted. But 
in the kibbutz there is always gossip: “he was seen with her,” or 
“she did not enter the dining room with her husband” . . . It’s almost 
impossible to take this all the time. 

Sabra disinterest in social participation can be easily demon- 
strated by objective indices. For example, four of the ten sabras 
have never served on any of the many kibbutz committees (al- 
though four have served on more than one). Six of the ten, more- 
over, are definitely opposed to increasing their social participa- 
tion, and the remaining four say that they would be willing to do 

domestic chores, and who performs them all with excellence. But, it should be 
remarked, such devotion to these responsibilities leaves her with little time or 
interest for anything else. The “baleboste,” as the ideal female type of the shtetl 
culture, was repudiated by the women who founded the kibbutz. Hence the 
baleboste is a scornful epithet in the kibbutz ethos. 
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SO only under special considerations. Only two of the ten adults 
always attend town meetings; five, however, attend more than 50 
per cent of the time. Of those who do attend, few ever speak or 

express their opinions; no one speaks more frequently than “some- 
times.” An examination of their hobbies and of the ways in which 
they spend their evenings reveals that the sabras prefer private to 

public activities. 
The following activities, in their order of frequency, were 

named by the sabras in response to the interview question, “How 
do you spend your evenings?”: reading, conversing with friends, 
studying, playing a musical instrument, sleeping, athletics, knit- 
ting. Sabra hobbies, listed in order of frequency, include: reading, 
art, knitting, photography, athletics, choir, gardening. It is ap- 
parent that the sabras do not interact in large groups unless they 
have to, and that almost all of them prefer to spend their eve- 
nings in the privacy of their rooms, or in the company of a small 
group of friends. 

Another basis for dissatisfaction with kibbutz life is the feeling 
on the part of some sabras that the kibbutz frustrates their 

personal inclinations and talents. One sabra, for example, said 
that she had always wanted to paint — not as a profession but, 

I liked it. If I had had the opportunity to study what I wanted, I 
would have studied something like painting, but here you learn only 
what’s in the eurrieulum ... In our edueation a person eannot 
develop his natural inelinations. 

A final basis for sabra hostility to the kibbutz is its alleged 
monotonous and unrewarding way of life. Completing an inter- 
view with the author late at night, the sabra turned to him and 
remarked bitterly: 

This is how our lives go on. You work all day, have a few hours in 
the evening, and then you go to bed so that you can work again the 
next day. How nice it would be to live in places like South Africa, 
where they do nothing all day hut gossip. 

It will come as no surprise, then, to be informed that this 
sabra’s greatest desire is to travel abroad. He does not want to 
live abroad, he wishes “merely to travel.” But since his desire 
entails a lifetime of travel, it would nevertheless effectively remove 
him from the kibbutz. 

Travel, it should be noted, is an important goal for the other 
sabras as well. Indeed, second only to study it is, in the Emotional 
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Response Test, the ‘Test thing’' that can happen to them. The 
frustration of the desire for travel — and almost all suffer from 
this frustration — is the most frequently cited instigation of sabra 
sadness. If it is fair to assume that people who are happy where 
they are have no great need to travel elsewhere, their strong 
desire to travel indicates some measure of sabra discontent with 
the kibbutz. 

Labor. The sabras are hard and devoted workers. Even the 
high school students approach their economic tasks seriously, and 
few if any adults were heard to complain on this score. As the 
principal said, “With respect to work, they are 100 per cent.” 
Indeed, one of the reasons that some students have little interest in 
their studies is that their work is of greater importance to them; 
and their strong desire is to enter the kibbutz so that they can 
devote full time to it. 

This same positive attitude toward work characterizes the 
adult sabras. My wife and I, who worked beside most of the 
sabras for almost a year, can testify to the dedication and devo- 
tion they display in their work.^^ The sabra in charge of all the 
parttime workers — immigrant and high school youth, visitors, 
and so on — in the garden is a driving, tireless worker who in 
her zeal spares neither herself nor her charges. She is the first 
to leave for work and the last to leave for home. When the wagon 
or truck that took the workers out to the fields was delayed, she 
would become visibly upset, repeating chaval al hazman 
“(what) a waste of time.” 

This characterization of the sabras as hard, responsible workers 
who have a deep sense of responsibility to the group and who fill 
their assignments with devotion is attested to by the older 
members of the kibbutz. They not only praise them for their work, 
but have elected some of them, despite their youth, to the chair- 
manship of their respective economic branches. This, more than 
anything else, reflects the confidence which the kibbutz places in 
the sabras’ efficiency and responsibility in work. 

The sabras are not only efficient workers; they are imbued 

Having worked in almost all the branches of the kibbutz economy while 
still in high school, the sabras are fairly well decided on the branch of their 
choice when they are elected to kibbutz membership. Like any other kibbutz 
member, they are, with certain qualifications, usually assigned to the branch 
of their choice. (For a discussion of the various factors in the determination of 
work assignments, see Spiro, Kibbutz, pp. 75-79.) Of the adult sabras who at the 
time of this study were working full time in the kibbutz economy, three worked 
in the vegetable gardens, two in field crops, two in preschool education, and one 
each in fodder and the dairy. One had no permanent assignment. 
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with the importance which the kibbutz attaches to work. As one 
sabra put it, “A person can do any bad (thing, and get away with 
it), but if he’s a batlan (loafer) he won’t feel good.” The 
awareness by the sabras of the importance of work in the kibbutz 
value system is expressed most dramatically in the Bavelas Moral 
Ideology Test. For the adult sabras, labor leads all other categories 
by a wide margin in those activities which the kibbutz deems most 
praiseworthy; and dereliction in labor takes great precedence over 
all acts which the kibbutz deems most blameworthy. The im- 
portance which sabras attach to work is further revealed in letters 
which they wrote to a chaver visiting America.Much of these 
letters was devoted to a description of the agricultural situation in 
the kibbutz and to the praise of the younger sabras for the ex- 
cellence with which they were carrying out their economic tasks. 
This was the highest praise they could proffer. 

The sabras not only view work as a paramount value, but, in 
accordance with kibbutz ideology, they consider physical labor 
as the most important type of work. Not one sabra, for example, 
has chosen to be a teacher.When the members of a recent 
graduating class were asked to become teachers, they refused — 
despite the shortage of teachers in the kibbutz. They would rather, 
they said, work in the dairy — the most despised of all agricul- 
tural work — rather than become teachers. Similarly, the present 
head of the fodder branch is a young sabra who the Mosad au- 
thorities had hoped — on the basis of his brilliant academic record 
— would become a teacher. He refused. When I asked about his 
refusal, he explained that, "‘young men should work, not teach.” 
When the author asked if teaching were not work, he said, Wes, 
but it’s not physical work.” 

Consistent with this attitude is the fact that none of the sabras 
has expressed an interest in medicine or dentistry, although the 
kibbutz has difficulty in obtaining practitioners from the outside. 
When asked for the reason, the kibbutz nurse replied, Whey are 
interested only in tractors.” 

Although the sabras have internalized the kibbutz value of the 

^ Who permitted me to read the nonpersonal parts of these letters. 
One member of the high sehool elass that graduated while this study was in 

process had decided to become a teacher, 
A department of dentistry was established a short time ago at the Hebrew 

university, and it was particularly interested in enrolling kibbutz students. Not 
one kibbutz sabra from the entire country applied. 

It should be noted that this interest in tractors is found among the very 
young children, as well. Should a tractor pass a children’s house, for example, the 
children abandon every other activity in order to observe the tractor. Much 
play consists in playing “tractor” or “auto.” 



372 CHILDREN OF THE KIBBUTZ 

importance of work, they have not for the most part imbibed the 
original motives behind this value. The kibbutz founders were im- 

bued with the notions of work as a “calling,” and of agricultural 

work as a means to self-realization through the discovery of 

nature.^® Neither notion, so far as we can tell, is strongly held by 

the sabras. That they — at least the male sabras — have no 

special. Tolstoyan attitude toward the soil is seen in their dislike of 
gardening. They do not, as one chaver put it, wish to “work with 

a hoe.” They want to work on the land, but not in the land; they 

want, that is, to “work on wheels.” Part of this desire stems, of 

course, from the sabra involvement in, and admiration for, 

machinery; as one teacher put it, perhaps extravagantly, they are 

“machinolators.” But another reason is the one hinted at above: 

although work in field crops is extremely enervating —- it requires 
long hours, sometimes around the clock — the men prefer it to 

almost any other type of work. It permits them to work on tractors 
and combines rather than with hoes, working bent over the soil. 

As a chavera put it, “they have lost the Teel’ for nature.” 

Similarly, only rarely had I the impression that the sabras 

viewed labor as a calling, as their parents had originally conceived 

of it. The following response, taken from a sabra interview, is 

the only one of fifteen recorded responses that approximates this 
notion. 

There is no reward (for work) in money, but there is a great 
reward. Satisfaetion from work is the reward . . . Now I derive great 
satisfaetion from my work. It is very pleasant and interesting . . . 
There is happiness in it. 

For the most part, however, and although they work long 
and hard, the sabras seldom work for the love of labor, per se. 

Indeed, I was shocked to hear one of the hardest-working sabras 
in the kibbutz say, “No one likes to work — the best thing is 
shabbat.” She went on to say that “everyone would agree that if 
there were no work it would be much better.” Coming from a 
person who gives of herself unstintingly, and who laments every 
“wasted” moment, this statement indicates how strongly moti- 
vated she must be in order to work so hard at something she would 
prefer not to do. What is most interesting, however, is her 
generalization that “everyone’’ agrees that it would be better if 
there were no work. For this is the antithesis of a major premise of 

See Spiro, Kibbutz, pp. 11-19. 
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the original ethos of the kibbutz: that it is work, not its absenee, 
which makes life worthwhile. 

The results of the Emotional Response Test support the above 
conclusions. Not one sabra mentioned work as one of the best 
things that could happen to him; and work accounts for only 4 
per cent of sabra responses concerning the sources of happiness. 
In fact, it plays a negligible role in all the emotions included in 
the Test. 

For the most part, however, work motives include the “con- 
sciousness” (hakkara) of one’s responsibility to the kibbutz, to 
the kibbutz ideal, and to one’s agricultural branch; the desire for 
prestige; and the power of public opinion. The first motive, 
mentioned by eight of the ten respondents, is clearly the most 
important.The sabras have uniformly acquired the kibbutz 
value of the importance of labor, and they are strongly motivated 
to conform to it. To the extent that the perpetuation of kibbutz 
culture demands dedication to its paramount value of physical 
labor, there is strong reason to believe that this tradition has been 
successfully transmitted. 

Collective ownership. Sabra attitudes toward private property 
and the accumulation of personal possessions are implicit in their 
attitudes to the kibbutz. The desire to live in the kibbutz entails 
the acceptance of its most important and characteristic feature — 
collective ownership. Even the preschool children know that 
except for the toys which they keep in their parental rooms, they 
possess no private property. Food, toys, clothing — all belong to 
the group. Hence the many instances of conflict, discussed in 
Chapter 9, in which the children are seen to be reluctant to part 
with a toy do not necessarily mean that they have some feeling 
that the objects belong to them. A child’s refusal to give up a 
toy may merely mean that he wishes to play with it at that 
particular time, and not that he harbors any proprietary feeling 
for it. 

On the other hand, there is abundant evidence, in all but the 
very youngest children, that the preschool children do perceive 
certain objects as belonging to them. The following examples are 
fairly typical for children ranging in age from two to four years. 

In addition to the motives of hakkara, intrinsic satisfaction, prestige, and 
public opinion — the motives which the sabras attribute to themselves — I 
believe that at least two other powerful work motives exist among the sabras. Some 
want desperately to prove to themselves and to their elders that they are capable 
of working hard and of maintaining the kibbutz economy. And the females 
are eager to prove that they can work as hard and as efficiently as the males. 
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The nurse passes out water-eolors for painting. When Tsvi gets his 
eolors, he sings repeatedly: “This is mine, this is mine.” 

The nurse wraps towel around Shula (after bath). Shula looks 
at towel-raek, and says she has the wrong towel. She says she wants her 
own towel. 

The assertion of private possession in property is not unilateral, 
however, for the children also recognize the proprietary rights of 
others. The following excerpts are from children of the same age- 
range as those quoted above. 

Avi has a marble which the others say belongs to Anat . . . Nurse 
asks Avi if he will give it to Anat, and he refuses. But he will give it 
to Ghana for, he says, it is really hers . . . 

Miri always brings me “my chair” when she offers me a chair on 
which to sit. No other chair will do. It belongs only to me. 

Pua and Yael are playing in the shower room and they see the 
towels hanging on the hooks. They go from towel to towel, and identify 
each by its rightful “owner.” 

% 

Concern with private property is strong, among at least some 
of the older children as well. In the Transitional Class, for ex- 
ample, two girls not only esteem material possessions, but they 
are highly envious of the possessions of others, becoming agitated 
should another child have a ‘nicer” dress, blouse, or hair ribbon. 
One day, for example, one of these girls changed blouses four 
times because she felt that another’s was prettier than hers. 

Similar attitudes are to be found in the grade school, es- 
pecially among the younger children. Their few private posses- 
sions — books, marbles, wristwatches — are jealously retained 
as their own. They are strongly assertive of their property rights, 
according to their teacher, insisting that an object “is mine,” 
should another child wish to take it. Some are envious of another’s 
possessions, resenting the fact that another has something which 
they do not have. 

These younger students not only indicate desire for private 

At least some of the proprietary feelings of the ehildren, it should be 
remarked, may be reinforced by the nurses, who sometimes permit the children 
to become aware of the existence, as well as the desirability, of private property. 

Yaffa found a handkerchief on the grass that Hagar’s mother had given her 
(Hagar), and laundered it. Hagar claims the handkerchief as her own and 
demands it from Yaffa. Nurse asks Yaffa where she got it, and she says she found 
it. “Then it’s not yours” says the nurse. Hagar says that her mother gave it to 
her. Yaffa, sulking, gives it up to Hagar. 
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possession of some objects, but they also place great value on 
material things in general. The Emotional Response Test reveals, 
for example, that the acquisition of material things is by far 
the “best thing” that can happen to them, and that, conversely, 
the deprivation of material satisfactions is one of the most im- 
portant causes of sadness. 

The importance which these preschool and grammar school 
children attach to possessions seems to diminish greatly among 
the adult sabras. When queried about private property and the 
desire to amass personal possessions, their responses were unani- 
mously negative. 

Tve never felt any desire for personal property. But if someone 
offered me a million dollars, Td take it. 

This question really never presented itself to me. Sometimes I 
would like to dress better, to have a nicer room. But the lack of these 
things does not ruin my life, and I really feel that I lack nothing. I 
have satisfactions from living here, and I have never felt that I was 
not working for myself. 

I have never lacked the desire to give away that which was dearest 
to me, of either a financial or an emotional value. And that is a direct 
result of collective education. There is an absence in me of any sense 
of private property. 

That their desire for personal possessions is weak is supported 
by the Emotional Response Test. Although the desire for pos- 
sessions looms large in the responses of the younger children, it is 
negligible in the responses of the adult sabras. The acquisition of 
personal possessions occurs not even once among twenty-five 
responses as a condition for happiness; and it constitutes only 6 
per cent of their responses concerning the “best thing” that could 
happen to them. Conversely, the lack of possessions constitutes 
only 4 per cent of their responses concerning the cause of anger, 
zero per cent concerning the causes of sadness, and zero per cent 
concerning the worst thing that can happen to them. 

As in the case of their attitude toward labor, the sabra attitude 
toward private property would suggest that the kibbutz value of 
collective ownership has been successfully transmitted from the 
founding to the second generation. And this, as our data on early 
childhood indicate, is no easy task. Eor these data suggest — with 
respect to private possessions, at any rate — that the child is no 
tabula rasa, who, depending on his cultural environment, is 
equally amenable to private or collective property arrangements, 
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On the contrary, the data suggest that the child’s early motivations 
are strongly directed toward private ownership, an orientation 
from which he is only gradually weaned by effective cultural 
techniques. 

That the sabras have been successfully weaned from their 
earlier attitudes is shown by the data from the Emotional 
Response Test. This test indicates that personal possessions are 
not an important source of pleasure for the sabras, and that the 
lack of such possessions is not an important source of frustration. 
But the sabras are more than indifferent to private property; they 
view it as an evil. In the same test, for example, the most fre- 
quently cited cause of anger was the violation by the kibbutz or 
by some subgroup within it of its own norms. And, for the most 
part, such violations had to do with the introduction of private 
property and the inequities that accompany its introduction. In 
the light of this consistent and uniform attitude to possessions, it 
is not surprising that the abolition of what private property has 
been allowed to enter the kibbutz is the most frequently men- 
tioned sabra suggestion for the improvement of the kibbutz. 

Marxism. The kibbutz perceives itself as both an agricultural 

collective and a cell in a revolutionary political movement. In its 
socialization endeavors it attempts not only to educate for kib- 
butz living but for political activity. From the point of view of The 
Federation, if not of all the parents in Kiryat Yedidim, both goals 
are of equal importance. The kibbutz has been successful in the 
first endeavor; it has been less successful in the second. 

The first expressions of political interest among the sabras 
appear among the children of the fourth grade. Political interests 
are found among only a few children in the primary grades, and 
the attitudes expressed almost always reflect the dominant ide- 
ology. 

Except for a few girls, most high school students have some 
interest in politics and, compared to the average American high 
school student, their interest is probably high. This interest is 
expressed in a number of ways. First, pictures of Lenin and 
Stalin hang in some dormitory rooms. Second, apathy in the class- 
room can almost always be changed into interest by a political 
discussion. Third, the students frequently discuss political ques- 
tions in the dormitory or while working in the fields. Favorite 
topics of conversation with me, for example, included America 
and her role in international affairs, and American Jewry and its 
apparent obstinacy in refusing to migrate to Israel. Fourth, the 
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student magazine sometimes publishes articles and editorials 
dealing with political subjects. 

Although some of the political articles which were published in 
the Mosad magazine during the period of our study attacked the 
propensity of the students to accept the “party line” on political 
matters, this tendency continued to dominate political activity. 
For example, in a skit prepared for a Purim celebration, the 
(then) recent assassination of the Premier of Iran was explained 
in accordance with the explanation given in Pravda — he was 
the victim of an American agent. It is of interest to note, therefore, 
that when the tenth-grade students were asked to comment on an 
early Soviet short story which indirectly attacks the Soviet dic- 
tatorship, they unanimously agreed that everyone should have the 
right to make his own decisions and to choose his own way of life, 
without being dictated to from above. 

Acceptance of the party line has at least one interesting con- 
sequence for political thought among the students — it frequently 
leads to political naivete and, among the younger students at 
least, to considerable political distortion. This is shown most 
dramatically in the essays written by members of the seventh 
grade on the subject, “What is a Socialist?” Many, to be sure, 
stressed the principle, “from each according to his ability, to each 
according to his needs.” In addition, however, they stressed such 
values as “equality,” “progress,” “peace,” and “justice” as being 
unique to socialism — implying that non-socialists were opposed 
to them. It is difficult to deduce from the essays themselves what 
some of these abstract terms denote in actual social organiza- 
tion. But when their referents are explicitly stipulated, it comes as 
a surprise that these terms often refer to goals and institutions 
which have long existed in many non-socialist societies, such as 
universal literacy, abolition of child labor, and the seven-hour 
day. 

Our comments on the political interest among these students 
should be qualified by the observation that this interest is confined 
to practical politics and seldom embraces theoretical ideology — 
that is, Marxism. As measured by their interest in the ideological 
aspects of The Movement, at any rate, and by ideological discus- 
sions in the classroom, it would be fair to say that Marxist ideology 
has little importance in their lives, and that their interest in it is, 
for the most part, perfunctory. The rhetoric is repeated dutifully, 
but for the most part the students seem to be bored with it. In 
attempting to measure intellectual interest in the classroom, for 
example, I discovered a significant relationship between ideologi- 
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cal content and classroom interest. In the ideological courses, 
for the most part, students were disinterested or bored. Non- 
ideologieal eourses (sueh as biology, algebra, art, Biblieal arehe- 
ology) more readily evoked interest. 

This same attitude is manifest in the students’ relationship to 
The Movement, in whieh, exeept for its scouting program, they 
manifest almost no interest. My impression from partieipating in 
meetings of The Movement — an impression reinforeed by inter- 
views with its local leadership — is that its political program 
evokes little enthusiasm in the students, and that The Movement 
itself would eollapse without pressure from the authorities. This 
eonelusion is supported by a poll taken by the Mosad magazine 
whieh revealed that almost none of the respondents saw any 
funetion for The Movement in the Mosad. Typieal eomments 
were: ‘Tt has no funetion, sinee we are already living in the 
kibbutz”; ‘"None”; “Praetieally none.” 

In general one has the feeling that the students suffer from a 
surfeit of ideology. As one senior remarked in eonversation with 
the author, ‘‘How mueh Marxism ean you take? There’s a limit.” 
Many of the students feel that eoncern with ideology can be 
earried to an excess — a feeling that their parents do not share. 
This attitude, aecompanied by overtones of hostility, is graphically 
expressed in the derogatory expression, le-hatif Tziyo^mt, “to 
preaeh Zionism.” When someone lectures the students on ethics, 
emphasizing their many responsibilities to the kibbutz, the 
workers, and mankind, the speaker is eharaeterized as “preaching 
Zionism,” and their usual response to him is “Don’t preaeh Zionism 
to us,” implying, “Get off your high moral plane; you’re not ad- 
dressing a Zionist (or soeialist) eonvention, so forget about the 
platitudes.” 

The adult sabras, like the high sehool students, have only a 
mild interest in either the ideology or the political program of 
The Party. In the eourse of lengthy interviews, only two adult 
sabras indicated a relatively strong interest in polities; four in- 
dieated an average interest; and four were mildly interested or 
indifferent. This laek of strong politieal interest may be inferred 
from other data as well. Among the various emotions — such as 
happiness, sadness, and shame — which are presumably tapped by 
the Stewart Emotional Response Test, only the question eon- 
cerning “anger” elieited any reference to politics; and its per- 
centage was very low. Sinee politieal aetivity is the leitmotiv of 
their parents’ lives, and sinee eontinuity and ehange in the soeial 
strueture of the kibbutz are, to a large extent, a funetion of 
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political values, it is highly important to examine the political 
attitudes of these adult sabras in some detail. 

We may begin by quoting from the range of political attitudes 
expressed in interviews. One politically indifferent sabra, critical 

of the Mosad curriculum, complained that while the latter pre- 
cludes the development of one’s “natural abilities,” it “emphasizes 
Marxism and Zionism and other sueh foolishness. Another sabra, 
whose politieal interest was rated as “mild,” said that though he 
reads the daily newspaper, he does not read the political literature 
prepared by The Party. He generally accepts the opinions of The 
Party, but he has “no deep understanding of politics.” For the 
same reason he “devote(s) little time or interest to the Arab 
Question,’ although I do not agree with The Party’s stand on this 

issue.” Hence, he concluded, whatever political opinions he has 
are not “solidly based.” In response to another question he ac- 
knowledged some feeling of solidarity with other members of The 
Party, but, he continued, he feels no great solidarity with the city 
proletariat. Moreover, he views himself as a worker only in the 

sense that “I want to live from my own work rather than from the 
work of others.” Hence, he has no interest in the class struggle. 
Although at one time he was interested in reading Marx and 
Engels, “In recent years I have left this out of my life completely. 

Another sabra, whose political interest was rated as mild, 

reads The Party’s daily newspaper, but is most interested in the 
travel artieles. His neglect of articles and editorials of a political 
nature stems not from disinterest, but from lack of comprehension 
— “I just don’t grasp it.” 

The following comments are from sabras whose politieal 
interest was rated as “average.” One reads the daily newspaper, 
and “like(s) to talk politics with serious people . . . but it 
(politics) does not consume my life ... If I see someone who 
doesn’t read the newspaper, it makes a bad impression on me. 
The other complained that she and her friends were neither 
suffieiently interested nor informed about polities. “I think it s not 
right. I think few of us do mueh about it.” 

Even those whose interest is “average” have no deep political 
feelings or ideological commitments. This leaves the two whose 
politieal interests were “strong.” The first reads Soviet Union, 
as well as The Party’s daily newspaper. His interest in ideologieal 
matters dates at least as far back as his early high school years 
when, he says, he was strongly influenced by the Communists — 

The Party favors a more ‘lenient” attitude toward the Arabs than is 
practiced by the present government. 
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even to the extent of opposing immigration to Israel from the 
Soviet Union. In fact, he is still not sure about his position on this 
issue. He definitely feels identified with the city proletariat, 
together with whom he is prepared to join in revolution — indeed, 

he is the only sabra for whom we felt “The Revolution” to be 
more than rhetoric. He is prepared to accept the “dictatorship of 
the proletariat” as a necessary means to the final achievement of 
its (the revolution’s) goals. 

The other sabra, who has apparently given more than cursory 
thought to ideological matters, is, however, not always in agree- 
ment with The Party. Moreover, he thinks that its newspaper is 
“not very good”; it is “extreme and one-sided.” Though a Marxist, 
he strongly feels that his Marxism is, as he put it, “accidental,” 
a product of growing up in a Marxist kibbutz. Had he been reared 
in a non-Marxist environment, he believes that he would have 
been a non-Marxist. He favors the “dictatorship of the proletariat” 
as a means to the communist end, but he is entirely opposed, as 
he put it, to the “leader-worship” found in the Soviet Union,^^ as 
well as to other aspects of Soviet life. 

The relatively mild interest displayed by most sabras in politi- 
cal matters stands in sharp contrast to the strong interest dis- 
played by many members of the hashlama. The latter frequently 
engaged us in political discussions ~ the sabras almost never — 

. and it was from among their ranks that it was suggested that my 
wife and I were spies for the United States State Department. A 
compelling example of the political difference between the hash- 
lama and the sabras is afforded by the following conversation 
between a representative of each. The member of the hashlama 
had observed that the political situation in Israel was rapidly 
“deteriorating” — from the point of view of revolutionary social- 
ism — and suggested that The Party should make immediate 
plans for the Revolution, before it was too late. The sabra was 
highly amused by this suggestion, as well as disdainful of the 
person who made it. “You’re crazy,” he told her; to which she 
replied that he had “sold out to the enemy.” 

It should be noted, in conclusion, that however mild their 
interest in politics, most sabras are in general agreement with The 
Party on almost all issues; and even when they differ with it, they 
unanimously support it at the polls. Even the most apathetic 
would be startled by the suggestion that they support some other 
party. But in this, as in other aspects of their political behavior. 

He was interviewed five years before the Soviet attack on the “cult of 
personality.” 
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the sabras — adolescent and adult alike — seem similar to those 
Western church members who continue to adhere to traditional 
religious beliefs without displaying the emotional involvement or 
dedication which were once associated with them. To use the 
felicitous expression of Max Weber, the “routinization of cha- 
risma” has set in. 

One might speculate on the reasons for this ‘Toutinization.” It 
is my thesis — a simple one — that if political beliefs are to 
become powerful motivational drives, it is necessary for these 
beliefs to be acquired emotionally rather than cognitively. It is 
my hypothesis, in short, that any world view, whether secular 
or religious, becomes truly functional — motivational — in a 
person’s life when it corresponds to those early experiences out 
of which the child’s perceptions of his world first develop. In 
the process of socialization, the child learns many things about his 
world, and he is taught many things about his world. When the 
cognitive beliefs (which he is taught by cultural surrogates) 
correspond to the perceptual hypotheses (which he learns in early 
experience) the former are truly motivational, for they then rein- 
force, and provide cultural sanction and authority for, the latter. 
If, on the other hand, one learns, for example, from early ex- 
perience to perceive the world as hostile, then a culturally trans- 
mitted belief premised on the notion that the world is benevolent 
will play but a small role in his motivational system, however 
much he may give verbal assent to it. 

The sabras, we suggest, are taught an ideology whose as- 
sumptions are at variance with their personal perceptions of the 
world. The ideology of the kibbutz (derived from that of The 
Party) is an ideology which, in its unconscious psychodynamics, 
rests on rebellion against, and the ultimate banishment of, the 
father — it is in opposition to the patriarchal aspects of Western 
culture, and it wishes to abolish the capitalist civilization of its 
cultural fathers. This, in daily political activity, entails a hatred 
of those who, like Ben Gurion, are perceived as bad fathers and 
the love of those who, like Stalin, are perceived as good fathers. 
All this could have little meaning for the sabras who, having no 
need to kill or to idealize the father, are not motivated by political 
slogans or programs resting on such a need. 

Again, for reasons of their personal history, the sabras cannot 
identify with the workers and other “oppressed” groups in society. 
Experiencing little Oedipal struggle (in the power, not in the 
sexual, sense) themselves, they are not motivated to identify with 
other persons and groups who are perceived to be oppressed. In 
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short, there is little correspondence between cultural belief and 
perceptual hypothesis. This interpretation, albeit speculative, is 
supported indirectly by the observation that (among the ado- 
lescents at least) political interest is related to emotional dis- 
turbance. Like the intense intellectuals, it is among those sabras 
whose family relationships (parent-child, sibling-sibling) are 
disturbed that the most intense political interest and activity is 
found. 

There is, we believe, another reason for the sabras’ relative 
disinterest in political activity. The Party, through which such 
activity is expressed, demands strict party discipline — which 
means acceptance of its authority. But the sabras have little 
respect for authority; obedience to authority is of little importance 
in their value system. If our assumption about the relationship 
between personality and politics is correct, it is hard to see how 
an authoritarian party could win their enthusiastic allegiance. 

To sum up, the sabras support — and probably will continue to 
support — both The Party and its policies. But this support will in- 
creasingly be motivated by loyalty, training, or an impersonal 
sense of justice — not from that personal emotional involvement 
that transforms political activity into personal dedication, and that 
transmutes political belief into world-view. 

But, if the sabras are not emotionally committed to a Marxist 
world-view, neither have they turned to a religious one. The 
kibbutz has been eminently successful in transmitting its anti- 
clericalism and philosophic naturalism to its children. The latter 
phrase is of theoretical importance. For naturalism, it is apparent 
from our observations of kibbutz children — observations which 
fully support the conclusions of Piaget^^ and others — is not a 
naive philosophy of childhood, but one which is developed — if it 
is developed at all — in later experience and/or as a result of 
education. 

The kibbutz toddlers exliibit many kinds of animistic thinking. 
There is abundant evidence to indicate that they do not fully 
distinguish between animate and inanimate objects, and, more- 
over, that they perceive inanimate objects as animate. The clearest 
and most interesting evidence consists in their attribution of 
blame to inanimate objects, and their consequent “punishment” 
of those objects that have “harmed” either them or their peers. 
Children were observed, for example, to trip over a box, and 
then to spank it for “causing” them to trip. They were observed 

^ J. Piaget, The Child's Conception of the World (New York; Harcourt Brace, 
1929). 
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to ‘"spank” the door for banging against another child's finger. 
They were observed to reprimand a bicycle after falling off it. The 
following excerpts are taken from observations recorded for two- 
and three-year-olds. 

Anat falls down on the walk. She . . . stands up, cries, bites her 
tin can, hits it. 

Avinoam enters the room and the door slams on his fingers. He 
screams and screams, SHLOMIT picks him up and runs to the basin, 
letting cold water run on his fingers. All the children run to see . . . 
Amikam hits the door; then Yehuda, Anat, and Ofer hit the door. 
SHLOMIT explains that they all want to hit the door because it hurt 
Avinoam. 

% 

Iris falls over a toy. Amir slaps the toy, saying, “noo, noo, noo.” 

If it be remembered that the kibbutz is a secular community 
which discourages animistic and supernaturalistic thinking, it 
can be suggested that animism, if found in kibbutz children, 
represents a natural way of perceiving the universe at an early 
stage of ontogenetic development. That the preschool children, 
according to the nurses, never ask questions about theological 
matters, lends additional support to this conclusion. 

In the primary school children receive an explicitly naturalistic 
world-view. The curriculum and its philosophy derive from a 
scientifie view of man and the world, and are explicitly opposed 
to supernaturalism in any form. The opposition to religion is 
based not only on intellectual conviction but on the belief — 
as an educational authority of The Federation states — “that a 
generation educated without God will have its faith in man 
strengthened.” 

Since the Bible, however, is a basic literary and historical text- 
book in the school system, it is necessary that the term, “God,” 
be explained as soon as it is encountered. The teachers explain 
that belief in supernatural beings arose among early peoples, 
before they acquired scientific explanations for natural phe- 
nomena, and that even today some people, who have not received 
a scientific education, continue to use this belief for the explana- 
tion of matters which they do not understand. 

Since this type of instruction is consistent with everything else 
they are taught, the children have no difficulty in discarding their 
earlier animism. Indeed, they are as vigorously “antisuperstitious” 
as their parents and teachers. One of the first questions which the 
sixth-grade class would ask of strangers was whether or not they 
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believed in God. If the answer were in the affirmative, the latter 
would be teased for their “superstitious” belief. 

Again, on the traditional religious New Year (Rosh Hashana) 
some of the refugee children who live in the kibbutz attended 
religious services — as they do on other holy days — which are 
conducted by the orthodox parents of the chaverim. As they 
entered the synagogue, two of the second-grade children stood at 
the door, shouting, “but there is no God.” 

One night at the behest of the second-grade children, I 
recounted several experiences from a previous field trip in the 
South Pacific. One such experience involved the intervention of a 
supernatural being to prevent the violation of a local taboo. When 
I explained that those people believe that God will punish them 
for the violation of certain taboos, the children responded with, 
“But we don’t believe in God here.” The children in the sixth 
grade, to whom the same story was told, complained to their 
nurse the following day that I had told them a “bluff.” That 
evening they asked if I were going to tell them another “bluff.” 

There is no diminution in this naturalistic orientation among 
the adult sabras. All, without exception, are opposed to religion; 
although the reasons for, and the intensity of, their opposition 
differ. The following excerpts indicate the range of their attitudes. 

I think it is all foolishness. 

Religion says nothing to me. Zero. I hate the religious seetor. I lived 
for two months in religious kibbutzim, and was very much impressed 
with them. But generally I hate it (religion). 

I have never thought about it. 

I have never had reason to doubt my atheism, and I am bitterly 
opposed to clericalism. But I value religion for having held the Jewish 
people together. 

(I asked if he did not think it strange that all the world believed, 
and he did not. He laughed and said): ‘‘From my point of view it is 
just the reverse — it is strange that they believe.” 

I will not forgive a person, even if he is a good human being, for 
being religious. Religion is a big bluff. It enables people to deceive 
others. In these matters I am extreme. 

Zionism, The sabras accept one crucial plank in the Zionist 
platform — the Jewish State. Other planks, however — such as 
the importance of Jewish culture, the unity of the Jewish People, 
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and kihbutz galuyot (the Ingathering of the Exiles) — do not 
evoke unanimous agreement. Indeed, there is abundant evidence 
to suggest that the sabras do not share these Zionist values be- 
cause they view Judaism and Jewishness as inferior and would 
like to dissociate themselves from them. We shall begin this discus- 
sion with their attitudes toward Jewish culture, which, for all its 
ambiguity, we shall refer to by “Judaism.” 

Almost any form of Jewish literature is viewed by the sabras as 
“boring,” so that they make no attempt to read it. Since the non- 
historical portions of the Bible are interpreted by them as a series 
of fairy tales, they can see no value in them. Only when a Biblical 
lesson contains material of archeological or historical interest, or 
when a place name or historical site is personally known to them, 
or when the lesson is related to some political or scientific interest 
of theirs, do the high school students reveal any interest in the 
Bible. An extreme, but not entirely atypical, response to Biblical 
literature is the following comment of a ninth-grade student. After 
referring to the Bible as “terribly boring,” she said that the book 
of Psalms was just zift, or “no good” (literally, “tar,” from the 
Arabic). 

But it is not only Biblical literature that is “boring.” Much of 
modern Jewish literature is characterized by the same term. 
Bialik, for example, is a “sentimentalist” and mere “publicist.” And 
only under protest do they read Mendele or Shalom Aleichem, 
both of whose works are included in the Mosad curriculum.^^ 
Since, however, they are fascinated by accounts of Chinese and 
Indian village life, the twelfth-grade teacher asked his students to 
approach Shalom Aleichem’s stories of the shtetl in the same atti- 

tude with which they would approach the descriptions of the 
former villages. This they could not do. The latter, they argued, 
“holds no interest for us.” 

Jewish music is responded to in a similar fashion. Despite the 
efforts of the music teacher to stimulate their appreciation, the 
students “hate” the Jewish music of the Diaspora. He once taught 
his tenth-grade class a Jewish song which, however, he labeled as 
Russian. They thought it was marvelous, and when he revealed 

to them that it was a Jewish song, they refused to believe him. 
Jewish history fares no better. The eleventh-grade class, in des- 

These are three of the dominant figures in modern Jewish literature. Haim 
Nachman Bialik (1873-1934) is viewed by many critics as the greatest of modern 
Hebrew poets. Mendele Mocher Seforim (1835-1917) and Shalom Aleichem 
(1859-1920) are pseudonyms for Shalom Jacob Abramowitch and Solomon 
Rabinowitch, respectively. They are known for their realistic, but sympathetic 
(and humorous) sketches and stories of shtetl life. 
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peration, asked their teacher why they could not skip most of 
Jewish history and begin, rather, with the history of modern 
Israel. Although general history is one of their favorite sub- 
jects, Jewish history is “boring.’' 

“Boring,” it should now be apparent, is their favorite charac- 
terization of Jewish culture and the Jewish past. A ninth-grade 
girl summed it up when she commented, “In general the Jews are 
a very boring people.” It was her opinion, moreover, that “the 
two thousand years of the Jewish Diaspora were a complete waste. 
Better they (the Jews) should have been buried there.” This 
latter statement, to be sure, is extreme; but though few sabras 
would articulate it in precisely that form, many would agree with 
its general sentiment. The consensus seems to be that Diaspora 
Jewish history was boring and dull, and that Diaspora Jewish 
life was confining, oppressive, and — as one put it — “miserable.” 

The intense affect which any encounter with Judaism, as 
symbolized by the culture of the shtetl, arouses in the sabras is 
vividly demonstrated by their reactions to an exhibit of the works 
of Marc Chagall. In a heated, four-hour discussion of the exhibit, 
the interest of the eleventh-grade students never flagged. They 
were visibly and deeply affected by the paintings, and the follow- 
ing comments, recorded during the discussion, serve to give some 
flavor of their attitudes. 

Chagall’s Weltanschauung was destroyed with the creation of the 
State of Israel. Therefore, he has nothing to say to us. 

Chagall’s portrayal of Jewish village life says nothing to us. 

Chagall is immersed only in his narrow village life. 

I am opposed to his Weltanschauung. People outside of Israel may 
be able to understand him, but those in Israel simply cannot. 

Life in the Jewish village was sick. He should paint modern Israel 
and the kind of progressive life we want to live. 

We should not be educated to understand them (Chagall’s pic- 
tures). We are educated for something else. 

We can understand him, but we don’t want him hanging here. 

The sabra disdain for Judaism has been generalized to en- 
compass those who were, or are, its “carriers.” Thus, traditional, 
religious, and Oriental (Near Eastern) Jews are the objects of dis- 
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dain and/or hostility. The attitude of the high sehool students 
to the Oriental Jews, frequent victims of their taunting, teas- 
ing, and name-calling, has been outlined^^ and the attitude of the 
adult sabras is best expressed by the following statement. Voicing 
his antagonism to the new immigrants, a sabra concluded, ''They 
are necessary, but they are not desirable.” 

Historical European, more particularly Eastern European, 
Jewry is responded to similarly. Writing on "What is a Jew?, 
only one of the ten essayists (all seventh-grade students) identi- 
fied the Jews with something which, from the essayists point of 
view, was positive; the Jews, she wrote, had made important 
contributions to civilization. All the other students stressed two 
characteristics: the Jews have always been persecuted, and every- 
where they are despised. 

To the nations of the world, the word, Jew, is a word of derision 
and contempt. 

The Jewish people, most persecuted of all peoples, is found in all 
the countries of the world, and most of them persecute him. The Jew 
is not a happy man. 

A Jew is a person who, when found in other countries, has many 
troubles. The Jewish nation is a nation of many troubles. 

What is most interesting about these characterizations, in con- 
text, is the implication that persecution and derision are qualities 
possessed by Jews, rather than behavior patterns manifested by 
Gentiles — a point to which we shall have occasion to return. 
Hence the essayists are quick to dissociate themselves both from 
these qualities and from the persons to whom they are attached. 
"Modern” Israelis — but not the Yemenites and other Oriental 
immigrants — say many of the essayists, are not at all like the 
"Jews” referred to above who may most often be identified by 
such characteristics as beards and skullcaps. On the contrary, in 
Israel, writes one of the essayists, 

“ Pp. 319-320. It may be argued that sabra hostility to the Oriental students 
is a simple example of out-group aggression, and that the principle of parsimony — 
if nothing else — should dictate the discarding of our hypothesis — that 
the Orientals arouse hostility because they symbolize Diaspora Jews and Judaism. 
It is our strong feeling, however, that, whereas the sabras hostility toward 
students from the cities and other kibbutzim does represent mere out-group 
aggression, the intense affect characterizing the hostility toward the Orientals 
requires a more complex interpretation. 
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. . . you will hear singing — songs of farmers, songs of rebuilding. 

. . . That is the song of the future, and the rebirth of the Jewish 
Nation. 

Religious Jews — or more aecurately, orthodox Jews whose 
Jewish “visibility” is pronounced — are the objects of similar atti- 
tudes. A fourth-grade girl, after asking her father if he had ever 
prayed, proceeded to describe with much laughter how the “Jews 
in Europe” had prayed. Her description, accompanied by gro- 
tesque gestures, was in the tradition of anti-Semitic caricature. 
And from the other end of the age scale came this comment from 
an adult sabra: “I hate them (the orthodox Jews), and when I see 
them I can understand why people become anti-Semitic.” 

It should therefore come as no surprise that many sabras — 
like some of their parents — are proud of the fact that many kib- 
butz children do not look “Jewish.” Holding a blond baby for me 
to photograph, one sabra remarked proudly, “In America, they will 
never guess that these children are Jews — they will think they 

are goyim.” 
In effect, the sabras feel no tie — other than a negative one — 

with much of Jewish tradition or with peculiarly Jewish values; 
they want little to do with the last 2000 years of the Jewish past; 
and they wish to dissociate themselves from those Jews who, 
actually or symbolically, represent those values and that past. 
Hence, those aspects of Zionist ideology which stress the unity of 
the Jewish people, the glory of Jewish culture, and the importance 
of Jewish values, they reject out of hand. To them, Zionism means 
Israeli patriotism. 

Despite their genuine patriotism, there is some suggestion that 
the sabras view the State of Israel as they view Judaism and the 
Jewish past — as something inferior. Some of the sabras, at least, 
are impressed with quantity; in conversation with them one fre- 
quently feels that what are really important for them are the 
biggest ships, the most combines, the fastest planes, the largest 
farms — all of which are lacking in Israel. It is mock rather than 
genuine humor that characterizes their frequent references to 
Israel as “our tiny country.” The high regard in which some sabras 
hold the Soviet Union may well stem from their adulation of big- 
ness and quantity, rather than from ideological conviction (their 
ideology would preclude a corresponding adulation of the United 
States). 

For other sabras, however, the inferiority of Israel is a political 
one, and those few who are politically oriented draw invidious 
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comparisons between Israel and the Soviet Union. Nor is this 
surprising. Socialism, they have been taught, is the only desirable 
way of life, and only in the Soviet Union — but not in Israel — is 
socialism the dominant eeonomic system. Moreover, the Soviet 
Union is in the ‘Vanguard” of man’s quest for peace and justice. 
Israel, tied internationally to the apron-strings of the West and 
dominated internally by a “reformist” party, is relatively back- 
ward. It is little wonder, therefore, that those who are serious in 
their political interests should have some doubts about their 
relationship to the State of Israel. If, commented one sabra, 

. . . the Government eontinues as it is, it may he that we will have to 
leave here. It’s true that life in Russia is hard and terrible. But they 
know for what purpose they’re building. And they are progressing. I 
see no purpose to our building (in Israel). It is possible, if the policy 
here will not change, that I will not want to build this country. 

Still other sabras believe Israel intelleetually and artistieally 
inferior to other eountries. The books they read, the plays they 
see, the ideas they diseuss — all for the most part are ereations of 
foreign minds; their Israeli eounterparts they view as inferior. 
After a trip abroad one sabra refused to read Hebrew books be- 
eause they were, “all trash.’’ As for the opera and the theater, after 
Europe, “everything here was hopeless.” Nor did Israeli architec- 
ture eseape his eritieism. Soon after returning from abroad, he had 
oeeasion to visit Tel Aviv, but “after Rome it looked so ugly, I 
refused even to get out of the ear.” 

These eomments were made to me in the eourse of a long eve- 
ning, during whieh this sabra obviously felt some need to unburden 
himself. His usual attitude toward the outside world, one ex- 
pressed by all sabras who have been abroad, is, rather, one of 
superiority. “Israel is better,” may be said to be the theme of 
those who return from foreign travel. This superiority is often 
expressed in moral terms. “Paris was dirty,” said the sabra quoted 

above, so that he was “impatient to return to Israel.” True, the food 
was good, but, he remarked contemptuously, “the French live to 
eat, while we eat to live.” Sueh remarks, we feel, are defensive 
maneuvers rather than expressions of true sentiments. An individ- 
ual who is seeure in what he is or has has no need to distort or 
justify; and the eompulsive insistenee on the superiority of Israel 
seems to stem preeisely from sueh a need. This attitude, we be- 
lieve, is a justifieation for the Zionist enterprise, a justifieation 
that enables the sabras to aeeept their “tiny eountry,” toward 
whieh they are painfully ambivalent. 
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This interpretation is supported by the remarks of this same 
sabra who, in the first interview, affirmed the superiority of Israel 
over all countries and, in the second interview, expressed great 
despair at having to live in it. It is further supported by the re- 
markable fact that every adult sabra expressed an intense desire 
to travel abroad. Their favorite books, moreover, are those depict- 
ing life in foreign countries. It does not seem unfair to conclude 

that people whose desire for travel is so intense are people who are 
dissatisfied with where they are.^^ 

At least two bases for the (largely unconscious) anti-Zionist 
feelings of the sabras suggest themselves. Their feeling of discon- 
tent with the State of Israel is not too difficult to understand. Part 
of this discontent has already been mentioned: the important 
values to which various sabras are devoted — bigness, socialism, 
material amenities, art, culture, and so on — are found in greater 
abundance in other countries. To the extent that the sabras know, 
or think they know through reading and travel, that these are more 
prevalent in other countries, they are discontent with what they 
find in Israel. 

Since their parents, who share many of these values, have not 
expressed similar negative attitudes toward Israel, there must be 

an additional factor that serves to differentiate the sabras from 

their parents. That factor, we believe, is a vision. Dedication to 

the State of Israel must, in the nature of things, be a dedication to 

a vision rather than to a reality. Life in Israel is hard. For many 

reasons — lack of abundant natural resources, necessity for 

heavy armament expenditures, an inffux of a huge and unskilled 
immigrant population — most Israelis live at a relatively low level 

of material prosperity. And to maintain even this level requires 

hard physical labor. The average chaver kibbutz, for example, 

works a fifty-four-hour week, under a hot Israeli sun, with few 

of the compensations which air-conditioning, well-prepared and 

^ One might argue (as above, p. 370) that the desire to travel stems from 
discontent with the kibbutz, rather than with the country. If the desire for travel 
were phrased in tenus of domestic travel this interpretation would be the most 
cogent. Since, however, it is expressed almost exclusively in terms of foreign, 
rather than domestic, travel, we can conclude that there is discontent, both with 
the country and the kibbutz. 

Desire for travel (and its consequent implication for their attitude to Israel) 
probably accounts, too, for the sabras’ insistence that it was all but immoral for 
me to have come to Israel as an observer rather than as a participant. This 
attitude, I believe, stems from their own guilt about wanting to do the same as 
well as from envy of those who are able to do what they themselves would like to 
do. 
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plentiful food, and such, can offer. In addition, the country is 
experiencing great tension, induced by its precarious international 
situation, and by its barely disguised domestic conflict between 
Oriental and Western immigrants. All these conditions demand 
great sacrifice, both physical and emotional, from Israeli citizens, 
and this sacrifice makes life in Israel a constant series of hardships. 

Because of these hardships, personal commitment to the State 
of Israel requires a motive more powerful than immediate per- 
sonal gratification. This motive must entail the willingness to defer 
present for future happiness and/or the conviction that personal 
frustration has meaning in the light of some higher value or some 

ultimate end. Hence only those who are dedicated to a vision of 
a Heavenly Jerusalem have the emotional staying power that the 
present earthly Jerusalem demands. Raised in a community which 
has demanded little sacrifice from them, socialized in a way that 
precludes the development of dedication to abstract ideals, and 
encountering the Zionist vision only after the “routinization of 

charisma” had set in, it is little wonder that for the sabras the 
vision is all but dimmed. (Indeed, it has become blurred even for 
many of their parents, who encountered it at the height of its 
charismatic appeal.) 

Precisely what is the Zionist vision that is supposed to evoke 
the sabras’ loyalty? It is our thesis that the vision that the sabras 
have been taught to seek is incapable of providing an ideological 
basis for the willingness to make personal sacrifice. The Zionist 
theory that the sabras have learned is not based on the notion — 
promulgated by Achad Haam, Martin Buber, and others — that 
the perpetuation of historic Jewish values and ideals is a sacred 
task, and that the raison d'etre of Zionism is the establishment of 
a spiritual Homeland where a uniquely Jewish culture might 
flourish. On the contrary, the important kibbutz and Israeli values 
are, according to the Zionism of the kibbutz, universal. A teacher, 
one of the kibbutz intellectuals, reacted with great hostility when 
I asked him if he believed Jewish culture to be unique. Jewish cul- 
ture, he insisted, is part of European culture, and in the future 
there will be but one world culture. Hence, Zionism is concerned, 
not with Jewish culture, but with Jewish bodies. Then followed 
the classical analysis of Marxist Zionism with which all sabras 
have been inculcated: anti-Semitism is inevitable in a non-socialist 
society; first, because of capitalism’s need for a scapegoat, and 
second, because of the socio-economic structure of Diaspora Jew- 
ish society, characterized by what Borochov termed its “inverted” 
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economic pyramid. Hence, until the international socialist society, 
with its world culture, comes into being, Jews are being killed, 
and it is the task of Zionism to rescue their bodies. 

Is such a theory capable of sustaining a vision of Zion for 
whose ultimate realization the sabras should be willing to sacrifice 
present gratifications? Since the important ethical values of Juda- 
ism are universal, and since its theology and ritual are, for them, 
superstitious products of a pre-scientific stage of culture, can the 
sabras have a vision of perpetuating a “glorious” or “noble” heri- 
tage? Rather, the desire to “normalize” a pathological situation — 
to enable Jews to become economically productive, rather than 
remaining economic “parasites”; to escape anti-Semitism, rather 
than to suffer pogroms — this is the stuff of which their Zionist 
vision is comprised. And such a vision may be incapable of supply- 
ing that emotional dynamic which is necessary to compensate for 
their various dissatisfactions and for the various hardships which 
they must suffer. 

Those aspects of Marxist Zionism which have been discussed 
above help to explain the sabras’ lack of enthusiasm for the State 
of Israel. Other aspects of this theory — aspects which it shares 
with classical Zionist theory — explain as well their hostility to 
Judaism and Diaspora Jews. It is our thesis — one which Kauf- 
man^^ has already explored — that an anti-Semitic bias is inherent 
in the very logic of classical Zionist theory. 

Classical Zionism, it can easily be documented, is based on a 
profound antagonism, if not hatred, for Diaspora Jews and Ju- 
daism. One of the bases of classical Zionist thought is described 
by Kaufman. 

Jews of the Galut . . . really deserve to be hated: their customs, 
tendencies, businesses, attitude to their environment, etc., are the 
source of the hatred, the justifiable hatred. 

Among the epithets which various nationalist and Zionist 
writers have used to characterize the Jews of the Diaspora, and 
which Kaufman quotes, are: cheats, moneylenders, exploiters, sepa- 
ratists, haters of Gentiles, rogues, fools, people who live by 
crooked deals and usury, who believe in vanities, who wear filthy 
clothing, who speak a confused language; not a nation, not a 
people, not human; gypsies, fifthy dogs, inhuman, wounded dogs; 
a people fundamentally useless. 

Yehezkel Kaufman, “Anti-Semitic Stereotypes in Zionism,” Commentary, 
7:239-245 (1949), p. 241. 

Ibid. 
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If these attributes eharacterize Jewish life in the Diaspora, it is 
little wonder that a basic motive for Zionism was to escape that 
life — or that the rationale for Zionist immigration was to literally 
and physically abandon it and to begin anew. The goal of the 
Zionist enterprise in Israel was the creation of a new and healthy 
culture out of an old, sick culture. And the fewer connections with 
the old, the healthier it would be. Hence, the paradox in Zionism: 
“Come to Israel to build a Jewish state” entails, “Come to Israel 
to escape the Jewish past.” 

And this argument is not dead. It is still a vital part of current 
Zionist thought in Israel. Kaufman cites this banner headline 
published in the important daily, Davar, on the anniversary of the 
Histadrut: “National Renaissance, the regeneration of a parasitic 
nation” — and it is one to which the sabras have been exposed 
from childhood. The following quotation from an Israeli textbook 
cited by Kaufman could be duplicated by quotations from kib- 
butz textbooks. 

The Jews in the Diaspora are living unhealthy lives, as unsavory 
tradesmen, and sometimes they have unsavory private lives too . . . 
They are corrupt . . . The Gentiles around them are living healthy 
lives. 

To this general picture of Diaspora Jewry and Judaism which 
informs the Jewish thinking of the sabras and which could hardly 
evoke any great enthusiasm for Judaism, must be added still an- 
other variable: the sabra perception of Jewish history as a series 
of unheroic — “boring” is their term — persecutions. 

The sabras admire heroism. But, for them, according to two 
teachers who know them well, there is only one type of heroism — 
that of physical struggle as found in war or in the conquest of 
swamps and deserts. The absence of physical resistance to perse- 
cution that has characterized much of Diaspora Jewish history 
could leave them with only a feeling of revulsion. As one of the 
teachers put it, they do not understand “the heroism expressed in 
living in persecution and yet, as Thomas Mann has put it, ‘of 
remaining superior.’ All they see is the narrowness of their (the 
Jews who suffered persecution) lives.” 

If this interpretation is valid, it is not unlikely that a potent faetor in the 
brilliant suecesses of the Israeli forees in the War of Independence was the 
necessity felt by many Israelis to prove that they, unlike their ancestors, were 
real heroes. It would also account for the sabras’ great admiration for the Revolt 
of the Warsaw Ghetto, and for their exclusion of ancient Jewish, and particularly 
Biblical, history from the category of “boring.” 



394 CHILDREN OF THE KIBBUTZ 

For the sabras, therefore, the last two thousand years of Jewish 
history are primarily a series of “boring” persecutions and expul- 
sions, unredeemed by the conviction that the suffering of these 
Diaspora Jews was dignified by a heroic loyalty to an ancient cul- 
ture. This is perhaps the reason that even the younger sabras view 
persecution itself as almost a trait of the Jews rather than as their 
historic fate. Even if loyalty in itself were to be viewed by the 
sabras as heroic, the peculiar loyalty of Diaspora Jewry could 
hardly elicit their admiration, as it was a misguided heroism, 
consisting of loyalty to certain religious values — theological be- 
liefs and ritual practices — which the sabras have been taught to 
view as superstitious products of a prescientific stage of culture.^^ 

Education. The transmission of intellectual and artistic values 
is an important manifest function of the kibbutz educational sys- 
tem, and its predominantly “liberal arts” curriculum. Artistic ex- 
pression — in the form of dancing, drawing, painting, singing, 
and dramatics — is especially encouraged, beginning with the 
preschool children. This encouragement continues into grade and 
high school, where artistic expression may now take the form 
of participation in band and orchestra, and of private lessons 
in painting and in music for those who demonstrate unusual talent. 

It is not surprising, therefore, that intellectual and artistic 
values occupy an important position in the sabra value hierarchy. 
This is indicated by their aspirations and behavior alike. In the 
Emotional Response Test, intellectual and artistic achievement 
and experience comprise the sabras' third most important source 
of personal happiness, and the opportunity for study is the best 
thing that can happen to them. These test results are consistent 
with data derived from personal interviews. Almost all the sabras 
interviewed mentioned additional study as their most important 
ambition. 

The value which sabras place on education may be seen in the 
ambitions they have for their children. Sabra parents are very 
much concerned that their children become “cultured” adults and 
that they have the opportunity both for creative growth and for the 
expression of intellectual talent. Typical is the comment of a sabra 
mother when, due to a shortage of workers in the kibbutz, some of 
the chaverim had suggested drafting the students. She was ve- 

^ It is not irrelevant to observe that in reeent Knesset debates coneerning the 
raising of hogs in Israel, a Mapai Member supported the religious bloc, arguing 
that Israeli children would be terribly confused by the premise implicit in the 
sanctioning of hog-raising — that much of the martyrdom of their ancestors had 
been in vain. 
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hemently opposed, concluding that ‘‘My child will study even if 
I must starve.” 

Still another sabra, when asked what ambition she had for her 
child, replied: 

Many. I want him to have a soul, to be talented. He’s already musi- 
cal, and I’m very happy about it. I want most of all that he should be 
an intellectual. (She looked at me, and said, perhaps in response to 
my facial expression), Doesn’t everyone want his child to be an intel- 
lectual? (When I replied in the negative, she looked surprised.) 

The importance which sabras assign to intellectual and artistic 
activity is reflected in their behavior. Their intellectual interests 
and attainments are much higher than those of the socio-economic 
class — the working class — of which they are, in fact, members. 
Indeed, their intellectual attainments in such nontechnical sub- 
jects as literature, art, and history are probably as high as many 
of the author’s college students, and their intellectual interests 
are unquestionably more intense. Most of them not only read 
extensively (primarily literature), but many utilize their precious 
free time for study. Foreign languages, particularly English and 
Russian, are favorite subjects. The books they own (which they 
buy from their small annual cash allowance), the pictures that 
hang on their walls, the music to which they listen, their interest 
in and attendance at concerts and plays, all betoken a high intel- 
lectual level. 

For some sabras, intellectual activity is highly practical in 
motivation. Interested in acquiring special technical competence 
in their chosen branch of work, books on plant genetics, dairy, 
poultry raising, and so on, are to he found in their rooms. Although 
none of the sabras has evinced desire to enter the learned pro- 
fessions, some of them have expressed a desire to study engineer- 
ing; and at least two were making serious plans for such study. 

Objective social and economic conditions in the kibbutz do not 
permit the sabras to satisfy their intellectual and artistic interests 
adequately.^^ Indeed, the one activity in which creative interest 
and talent can be more easily expressed within the limitations of 
kibbutz resources and the pressure of its work schedule is the 
dance. Folk dancing is a frequent and an admired artistic activity 

There are always exceptions, of course. Two high school students, for 
example, became passionately interested in archeology. They read almost all 
the books on this subject to be found in the library, and voluntarily went to 
dig at archeological sites near the kibbutz. Their efforts yielded a number of 
finds which they worked up into a small exhibit. 
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in the kibbutz; many of the sabras are excellent dancers, and one 
is a choreographer. Some of them were chosen to participate in 
the two dance festivals that were held in the Iron Curtain coun- 
tries shortly before our arrival in Kiryat Yedidim. 

In general, however, their work schedule is oppressive, leaving 

little energy for intellectual endeavor; and the excessive communal 
demands on their leisure time allow them little opportunity for 
study. But the inability to satisfy intellectual needs is a function 
not only of these two factors; it is intimately related to the kibbutz 
value system. Physical labor is unquestionably the paramount 
value in the kibbutz value hierarchy and, we have seen, this value 
has been successfully transmitted to the sabras. As in other aspects 
of its culture, however, the kibbutz has set up mutually incon- 
sistent goals. On the one hand, it expects its children to emulate 
and respect the great creative minds in science, art, and scholar- 
ship; on the other, it not only expects them to excel in agricultural 
work, but, in effect, discourages intellectual and artistic activity 
by rewarding primarily excellence in physical labor. Knowledge, 
therefore, for all its importance in the kibbutz, has little social- 
reward value compared to labor. 

The consequence of these incompatible goals is twofold. Some 
sabras have passionately embraced the value of work, desiring from 
their earliest high school years to work in the kibbutz economy, and 
viewing the learned professions — as does the kibbutz accounting 
system — as “unproductive.” It is for this reason that many sabras 
refuse to become teachers.For other sabras the conflict in cul- 
tural goals has resulted in personal conflict. Having chosen the 
path of work, those among them who have artistic and intellectual 
interests have had to inhibit them — because of guilt feelings or 
external pressures. Some accept this inhibition stoically; others 
are bitter about it. In either event, the kibbutz emphasis on physi- 
cal labor as the most important avenue to prestige has precluded 
the development of the intellectual or artistic abilities of some 
of the sabras: 

There was even a time, when I was a fool, when I wanted to be a 
teaeher. (When asked why he ehanged his mind, he said:) To be a 

This attitude has resulted in a type of anti-intellectualism — even among 
those sabras whom we know to be deeply interested in learning. While teaching 
English to one of the latter, I remarked that an older chaver who was engaged 
in various activities for The Federation spoke English quite well. The sabra 
replied that after all he had nothing to do but study. When I pointed out that 
the chaver studied English only after his work, she replied contemptuously, “You 
call what he does ‘work’?” 



THE SABRA IN THE KIBBUTZ 397 
teacher in the kibbutz is not important. Cultural matters are not im- 
portant here. The important thing is work. This is the opposite of 
what is true in The Movement; but in the kibbutz itself only the worker 
is respected. ... If you don’t work in agriculture, you’re looked upon 
as a batlan.^^ 

While still a child, the ambition of another sabra was to be a 
composer. But, 

The kibbutz does not respect extreme persons, particularly in ar- 
tistic matters. To devote oneself to art is something the kibbutz does 
not understand; they laugh at it. For example (he named two kibbutz 
members who devote all their spare time to artistic matters) — these 
things they do are all right, for they are hobbies, and they (the 
chaverim) respect those who do them as hobbies. But to want to do 
them professionally or full time can only bring derision. 

Another sabra, surprised by my denial that raising an intel- 
lectual is every parent’s ambition, said: 

I suppose they (her peers) tell you they want their children to be 
good workers? (I said that many did. She flushed.) I want my children 
to be good workers, too, but there need not be a contradiction between 
the two. 

That she really does believe that there is a contradiction be- 
tween these two goals, however, is clear from her later remarks. 
When she repeated her desire to have her children become in- 
tellectuals, she said it was highly doubtful if this end could be 
achieved in the kibbutz. She pointed to two examples of unusually 
talented persons in her generation who could not develop their 
talents because of lack of opportunity in the kibbutz. 

This conflict has its roots in the Mosad. In discussing the level 
of academic studies, a senior commented that, in the absence of 
a grading system, the students make little effort to study. When 
I observed that, if the members of the kibbutz could work hard 
without the need of some external incentive, perhaps the students 
should be able to study hard without such an incentive, he re- 
torted, “There is a difference. Everyone recognizes the importance 
of work.” 

Another senior, a talented artist, said he would be ashamed 
to study art — which is what he wanted to do — because he 

^ See Spiro, Kibbutz, pp. 156-157 for an analysis of the kibbutz attitude to 
the batlan. 
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should really be working in the fields; moreover, 'fit is not pleasant 
that ehaverim, with whom I sat on the toilet (as a ehild), should 
be working while I’m painting.” Even now, when he is given time 
off from his regular work sehedule to draw for the student maga- 
zine, others tease him and poke fun at him. It is bad, he con- 
eluded, to be an artist exclusively; one must combine work and 
art. 

A junior wants intensely to paint but predicts bitterly that 
she will not be permitted to be an artist because the kibbutz "has 
a negative attitude to art. It views art as a waste of time, and 
thinks that only agricultural work is important. The students 
share this feeling.” As a result, she claims, one student who 
formerly wrote poetry no longer does so because of the critical 
attitude of his fellows. "Those chalutzim,” she said, "will never 
learn.” 



THE SUPEREGO AND CULTURAL 
CHAPTER 1 5' CONFORMITY 

INTRODUCTION 

The adult sabras not only live in the village of Kiryat Yedidim, 
but they have acquired as their cultural heritage its kibbutz cul- 
ture. For the most part, they conform to its patterns; they have 
not only learned the cultural norms, but they practice what they 
have learned. A characteristic feature of sabra behavior — one 
which they share with their parents — is a high degree of cultural 
conformity, together with an almost complete absence of serious 
deviance. As juvenile delinquency is absent among adolescent 
sabras, so criminal behavior is absent among adult sabras. 

‘‘Cultural conformity” refers to at least two dimensions of 
behavior — performance and inhibition. One can perform a cul- 
turally prescribed response or one can refrain from performing a 
culturally proscribed response. In the former one conforms to a 
culture pattern, in the latter to a taboo. 

Cultural conformity among adults may be a function of a 
number of motives. (1) The performance of the culture pattern 
may be intrinsically rewarding because the goal attained by the 
response satisfies a personally felt need. When this is the case, no 
sanction extrinsic to the performance itself is necessary to insure 
conformity. However, conformity to many culture patterns and 
most taboos is not intrinsically satisfying. Working nine hours a 
day under a hot Israeli sun, or sharing one’s few luxuries, or re- 
fraining from attacking an offensive person may be highly frus- 
trating. When this is the case, other motives extrinsic to the 
response itself are necessary to insure cultural conformity. These 
include: (2) esteem from peers, or (3) shame from peers — which 
may be referred to as alter-ego sanctions, viewed from the per- 
spective of social control; (4) esteem from self, or (5) anxiety 
from self — super-ego sanctions, viewed from the perspective of 
social control; and (6) esteem of authority, or (7) fear of author- 
ity (natural or supernatural) — super-alter sanctions viewed from 
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the perspective of social control. We assume that all three tech- 
niques are found in all societies, but that their relative importance 
in any society is a function of its complexity and of its culturally 
prescribed techniques of socialization. 

Since, despite their ambivalence, the adult sabras prefer the 
kibbutz to other forms of social life, we may assume that for the 
most part they experience life in the kibbutz as rewarding, that 
the performance of many kibbutz culture patterns is for them 
intrinsically satisfying. We may also be sure, however, that many 
of its customs and taboos are not intrinsically satisfying, and that 
some other techniques of social control (social sanctions) are 
necessary to motivate conformity. We intend, therefore, to discuss 
the relative importance of the three social sanctions noted above. 
Since, however, expulsion is the only super-alter sanction em- 
ployed by the kibbutz, our discussion will be restricted to alter-ego 
and super-ego sanctions.^ 

EGO DRIVES 

Desire for esteem from others is, we may assume, a universal 
drive.^ Although little of a definitive nature can be said about its 
origin in the child's early experience, it is our hypothesis that its 
intensity is a positive function of (among others) three socializa- 
tion variables: the use of competition as a technique of training; 
the holding up to children of goals whose achievement is com- 
petitively structured; and the existence of an early period of high 
nurturance, followed by a period of relative deprivation of nur- 
turance, and a skewed punishment-reward ratio in childhood 
training. 

The kibbutz, as we have observed, attempts to minimize the 
two former conditions in the socialization of its children. The 
formal structure of kibbutz socialization includes few competitive 
goals and the agents of socialization employ few competitive tech- 
niques. 

'We need only observe in this connection that tlie absence of super-alter 
techniques may imply that such extreme measures are unnecessary for one or both 
of the following reasons: kibbutz culture is so highly satisfying that its members 
are infrequently tempted to violate its norms, or the sabras have strongly 
internalized one or both of tlie other sanctions. Kibbutz members as citizens of 
the State of Israel are subject to the super-alter sanctions employed by any 
modern state. It would be desirable to discuss the relationship between these 
sanctions and sabra conformity, but our data on this point are too meager to be 
useful. 

^ The identity and extensiveness of the “others” is, of course, highly variable. I 
may desire esteem from my boss, my family, my community, my entire society. 
I may desire esteem from the wealthy, the scholarly, from God. 
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Although parents, according to the Questionnaire, rarely 
punish their children for failure in “competitive” tasks, they not 
infrequently reward them for victory. To no small extent, more- 
over, parents motivate their children by comparing their behavior 
with that of other children.^ 

Nurses, too, employ competitive techniques of socialization, 
although these comprise a small minority of total socialization 
practices^ — surely less than 5 per cent of all techniques. Never- 
theless, if kibbutz education is examined more closely, it would 
not be inaccurate to conclude that competition is inherent in the 
very system of collective education. For, to the extent that social- 
ization is public — and almost all socialization, it will be remem- 
bered, takes place in the presence of other children — praise 
meted out to one child stimulates competitive motives in the 
others. When a nurse says, “Micah, what a good boy you are 
for . . . ,” she is implicitly comparing Micah with the other 
children, or at least they assume that she is. This is shown by 
the many cases in which the children respond to the praise of 
another with, “Me too,” or, “Fm a good boy, too.” 

More important as a determinant of prestige drives among the 
sabras, however, is the kibbutz child’s experience of discontinuity 
in nurturance. We have been at pains to demonstrate (Chapters 
3 and 4) that this discontinuity in nurturance is a function of two 
conditions. One is the not-infrequent change in nurses, as a result 
of which a highly nurturant person abruptly disappears from a 
child’s life. A second condition is the relative withdrawal of nur- 
turance by parents from the older children in favor of the younger. 
This withdrawal, it is our hypothesis, is traumatic for a child who 
has previously been highly indulged. We would expect, therefore, 
that it would produce a desire for the renewal of the previously 
rewarding situation.^ Such children, then, should have a great 
need for approval — for approval is a sign of love. And approval 
can be obtained by behaving in accordance with the cultural 
norms. 

® It should be remembered, however, that the sample is small. 
^ For example: 

Amir is in the shower, CHANA washes him; he cries and cries, ROSA says to him, 
“Amiri, it’s not nice to cry.” Amir refuses to stand under the water to have his 
hair rinsed. He cries and cries . . . ROSA bathes Rafi, who is quiet, CHANA says 
to Amir, “See how good Rafi is? Rafi is not a baby. Rafi is a big boy. Is Amir a 
big boy?” 

ESTHER tells the children that it is time to go upstairs to draw. When they 
are reluctant to leave, she says, “Let’s see who can reach there first.” 

® Another consequence is examined below on pages 431—433. 
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A final variable which is assumed to be positively related to the 
intensity of the desire for esteem is the punishment-reward ratio. 
This hypothesis, as formulated by Henry, is phrased, ‘'Where the 
possibilities for social rewards are relatively few, while those for 
social punishments are relatively numerous, then in such a society 
a psychogenic ‘need for recognition’ is likely to become an issue.”® 
And this is precisely what is found to be the case in kibbutz social- 
ization. Only 9 per cent of the entire sample of training techniques 
employed by the nurses, we have observed, are rewarding. Only 
20 per cent, to be sure, are punishing. But if, as is likely, many 
of the neutral techniques are perceived by the children to be 
punishing, it may be concluded that the punishment-reward ratio 
is highly skewed in favor of punishments. 

In addition to these functional characteristics of kibbutz social- 
ization, there are important structural characteristics which, theo- 
retically, should produce competitively structured prestige needs. 
Kibbutz children must compete with their peers for the love of 
their nurse; they must compete with their siblings for the love of 
their parents; and they must compete with their peers for the use 
of toys and other play objects in the children’s house. Hence we 
would not only expect the sabra desire for esteem to be strong, 
but we would assume it to entail competitive elements. 

Turning to the data, we find that the sabras do in fact have a 
strong need for approval and esteem, and that it does entail, for 
some of them at least, strong competitive elements. This need can 
be traced continuously from the children in the nurseries to the 
adult sabras in the kibbutz. The former, it will be remembered, 
frequently ask their nurse if they are nice (chamud), and seek 
her praise, and that of their peers, for the many activities in which 
they engage. The students in the lower grades of the Grammar 
School constantly ask their teachers and peers to look at their 
themes or their drawings to see how well they have done. And 
almost all the students to whom the projective tests were admin- 
istered were highly concerned about their performance. They 
wished to know if others had responded as they did and how their 
own responses compared with those of their peers. Some wished 
to know if they finished in less time than others. 

Similar reactions were found among the adult sabras. One was 
intensely pleased when I told him he was doing well on the tests, 
and repeatedly asked whether he was doing what I wanted. 
Another became greatly upset when he could “see” nothing in one 

° Jules Henry, “Toward a System of Socio-Psychiatric Invariants: A Work 
Paper,” The Journal of Social Psychology, 37:133-161 (1953), 154. 
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of the Rorschach cards, despite the non-ego-involved test instruc- 
tions, but he beamed when told that his responses showed high 
intelligence. 

Sabra desire for esteem is revealed most dramatically in their 
concern with status or prestige (emdah). This concern was ex- 
pressed in almost all the interviews. 

(My only ambition) is to prove myself in agricultural work. 

Everyone is interested in status. It’s obvious — I don’t want others 
to laugh at me. 

I won’t say that I am not concerned about what others think, but 
if I think I am (morally) clear, I don’t care what others say. I’ve never 
worked hard, in order for others to say that I work hard. To hear some- 
one in the shower praise my work — I don’t care for that. On the other 
hand I am concerned if someone accuses me of work sabotage. Once 
someone did, and I was so deeply hurt that I remember his words to 
this day. 

This same concern is reflected, in part, in the sabras’ desire for 
knowledge. In some instances this desire derives from intellectual 
curiosity; in other instances it expresses a feeling of intellectual 
insecurity. In still other instances, however, the desire for knowl- 
edge reflects their desire for status. Since the combination of ex- 
pertness in work and good character is the most frequent sabra 
response to the question of what confers the most prestige in the 
kibbutz,^ it is no coincidence that many sabras say they want to 
study in order to achieve greater technical competence in their 
work. They aspire to greater prestige by augmenting their techni- 
cal skills. 

Data from the Emotional Response Test also support this 
conclusion. Second only to family experience as a source of hap- 
piness is the attainment of status or prestige. Conversely, the 
second most important source of shame is inadequacy, or dis- 
covery in wrongdoing (loss of status). 

In some cases the desire for prestige is clearly competitive in 
motive. In the sixth grade, for example, one boy was most con- 
cerned, when taking a Rorschach, with exhausting the alternative 
responses to each card; and he insisted on knowing how many 
responses other children had given. Although he was instructed 
not to reveal anything about the test to the other children, he 
proceeded to brag to his peers about the great number of re- 

^ Followed by social participation, expressiveness in town meeting, intellectual 
power, age, political expertese. 
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sponses he had given. This indueed a feeling of eompetition in the 
others, so that the three subjeets who sueceeded him were pri- 
marily eoncerned with equaling or surpassing him in total number 
of responses.^ 

The high sehool students, despite their desire for esteem, deny 
that they are competitively motivated. Only one of the twenty- 
eight students interviewed said that he was generally competi- 
tive (it was his feeling that everyone was competitive). Five ad- 
mitted that they were competitive in certain restricted activities — 
athletics, work, studies — but that in general they were not; three 
said they were competitive sometimes; and two, denying that they 
were competitive, asserted that other students were. Seventeen of 
the twenty-eight, however, denied that they were competitive in 
any sense. For the most part, they asserted that their desire to 
excel did not imply a desire to excel over others, but that, on the 

contrary, they desired to be equal, rather than superior, to others. 

In short, though they strongly desire esteem and approval, they 

deny that this entails competitive elements. The latter statement 

is consistent with other student attitudes that are found in both 

primary and secondary schools. In general the students heartily 

dislike those who are competitive or who aspire to leadership or 
to dominance over others. In the Grammar School such students 

are rarely elected to positions of leadership or responsibility, be- 
ing passed over in favor of the more modest ones. The hostility 

toward competition in the high school is so marked, according to 

one teacher, that the students become ashamed if they are too 

frequently at the top of their class in any activity. Al ta-aseh 

roshem — ‘'don't try to make an impression" — is the universal 

reaction to the student who comports himself in the above man- 

ner. Indeed, should a student persistently exhibit competitive be- 

havior, he is labeled a shvitzer — the most opprobrious term in the 

children’s lexicon. A shvitzer (a Yiddish term whose literal mean- 
ing is a person who sweats) is a rate-busting, norm-raising, glory- 

seeking, apple-polishing, competitive grind.^ 

Personal competition plays an important role, however, among 

® Sometimes, however, competition may lead to a depression, rather than to a 
stimulation, of achievement drive. In the fourth grade, Ephraim and Yoav were 
both interested and proficient in drawing. When Ephraim concluded that Yoav 
was better than he, he stopped drawing, and the art teacher could not induce 
him to start again. 

® Although opposed to personal competition, the students are competitive 
about group activities. When the Mosad basketball team lost a game, some of 
the students were visibly shaken. Many of them cried after one such loss, and the 
next day they could neither concentrate on their studies nor prepare their lessons. 
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some of the adult sabras in their prestige aspirations. Four of the 
ten adults admitted that they were competitive: 

Sometimes I feel competitive in my work. I think that others have 
this feeling too. 

I am competitive in my work. I want to be known as a good worker, 
and be given responsibility, and be recognized. But I also want the 
reputation of being able to do things better than others. 

Yes, it (competition) exists, hut not in the brutal way in which it is 
found in other societies. 

Everyone wants to be better than others. The sense of competition 
is strong in me. 

Others, however, deny the existence of competition as a per- 
sonal motive. Their attitudes are to be found in such statements 
as: 

I have no desire to be better than others. I want everyone to be 
better. 

In general it is not found here. There is no one I want to compete 
with. 

I do not want to be better than others. I want to do as much as I 
can with my intelligence and will to fulfill my responsibilities. 

In work I want to work well, sometimes I want to be better. But not 
out of competition with others — more as a game. In some kinds of 
work I am better than others; but I don’t compete. 

Some of the diflPerence between those who assert and those 
who deny competitiveness is probably semantic, inherent in the 
ambiguity of '‘competition.” The sabras are highly status conscious, 
displaying a deep need for prestige. But for many of them it seems 
that this need is absolute rather than relative. That is, they wish 
to have prestige in the eyes of others (particularly in the eyes of 
the adults) without perforce demeaning the prestige of others. 
They may be compared, analogically, to a person who wishes to 
become wealthy, but not by making others poor. 

There seems to be little question but that the sabras have 
a strong desire for approval and esteem. This desire, we believe, 
functions as an important technique of social control, for it mo- 
tivates them to conform to those cultural taboos and culture pat- 
terns which are not perceived by them to be intrinsically satisfy- 
ing. 
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SUPEREGO 

Introduction. Social control that is motivated by either alter- 
ego or super-alter processes does not involve the notion of con- 
science. Because it is usually assumed that conscience — or super- 
ego — develops primarily as a function of family interaction, one 
of the paramount questions raised by this study is whether or not 
individuals reared collectively, and by persons other than parents, 
can develop a superego. 

Some anthropologists hold that there are societies whose mem- 
bers have no superego, or conscience, at least in our sense of that 
term. Hence, they would distinguish between, what they term, 
‘"shame cultures” and “guilt cultures.” As now conceived, the dis- 
tinction between shame and guilt cultures entails the notion that 
there are societies — those characterized by shame cultures — 
whose members have no superego in the Euro-American mean- 
ing. In societies with guilt cultures, people have presumably inter- 
nalized the cultural values and conform to them even when their 
fellows are not present. In societies with shame cultures, people 
are deterred from violating the values only if their fellows are 
present — either physically or in their “mind’s eye” — to shame 
them. They have presumably learned what the cultural values are, 
but have not internalized them. Because they themselves do not 
believe their intended violations to be wrong, they are deterred 
only by the fear that they will be discovered. Should the latter 
possibility be negligible, they have no hesitation — no “pangs of 
conscience” — about committing the tabooed act. 

Like some other writers,I am not persuaded that shame cul- 
tures exist — that there are societies in which people have not 
internalized the cultural values. Indeed, if the values were not 
internalized, parents would have none to transmit to their chil- 
dren because, ex hypothesi, they would not have internalized any 
in the course of their own socialization. Further, if no one has 
internalized the values, who would do the shaming? The existence 
of agents of shame implies that at least some members of society 
have internalized the values; if there were no such individuals, 
the culture would contain no values. And since all cultures do 
contain values, we must conclude that most individuals have in- 
ternalized many, if not all, of them. 

In short, one may argue that, although in any society there 
may hypothetically be some individuals who have not internal- 

Gerhart Piers and Milton B. Singer, Shame and Guilt (Springfield, 111., 
Charles C. Thomas, 1953). 
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ized any values (the so-ealled psyehopaths), and many individuals 
who have not internalized some of the values, there is no soeiety 
in whieh most individuals have only learned about the values 
of their society; they also accept these values, evaluate their own 
acts in accordance with them, and experience anxiety (‘'moral 
anxiety”) should they desire to violate them — which is usually a 
deterrent to their violation. 

How does this moral anxiety develop? What does it represent? 
To answer the second question first, this anxiety presumably rep- 
resents the, largely unconscious, expectation of punishment — as 
distinguished from the rational, conscious fear of being punished. 

The individual who has internalized a value, not merely 
learned about it, perceives his anticipated violation of it as a 
transgression and hence as deserving of punishment. It is this per- 
ception, we assume, that induces his anxiety response (the antici- 
pation of punishment). The mere intention of committing an act 
which he himself labels as a “transgression,” leads him to expect 
that this act, which is deserving of punishment, will in some way 
be punished. Where the individual believes that punishment is 
his due, “expectation of punishment” is but another term for 
“moral anxiety.” 

On the other hand, the individual who has merely learned 
about the value but has not internalized it suffers no moral anxiety 
as a consequence of his anticipated violation of it. Because he 
himself has not internalized the value, he does not — though 
others may — consider his anticipated violation to be deserving 
of punishment, since he does not consider his act to be “wrong.” 
He experiences no moral anxiety. He may, of course, experience 
anxiety about the punishment which would be meted out to him 
were he caught. In moral anxiety, however, it is not the fear that 
one might be punished if caught, but the belief that one merits 
punishment — whether or not he is caught — that evokes the 
anxiety response. 

Moral anxiety therefore has both drive and cue properties. It 
informs the individual that his anticipated act is wrong (worthy 
of punishment), and that its performance will lead to punishment; 
and it motivates him to remove the anxiety by refraining from 
transgression. Hence the anxiety serves as a motive for conformity. 

To answer the first question, this process develops, we believe, 
out of certain universal features of human socialization systems. 
In all societies, agents of socialization are more than trainers; they 
are also nurturers, satisfying the child’s most important need — 
the need for love. To the extent that these agents employ rewards 
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and punishments as part of their training methods, and to the 
extent that sueh rewards and punishments are, for the ehild, sym- 
bolie of their love (as we believe them to be), the ehild is moti- 
vated to eomply with the demands of these ''signifieant others” 
in order to retain their love or, eonversely, to preelude its with- 
drawal. Through the use of rewards and punishments, the ehild 
not only learns what the agents of soeialization judge to be good 
and bad behavior, but he also learns to eoneur in their judgment; 
in short, he models his behavior in aeeordanee with their values. 
He learns to aeeept their judgment as his own beeause the aets 
whieh these signifieant others judge to be bad are indeed “bad” 
for him; they lead to the withdrawal of love (punishment) by 
those whose love he so strongly desires. Sinee he agrees that eer- 
tain aets are bad — and therefore deserving of punishment — his 
mere intention leads to the antieipation of punishment (moral 
anxiety). He has developed a superego. 

But having denied the validity of one distinetion — that be- 
tween shame and guilt eultures — we shall introduee another. We 
have defined the superego operationally as the antieipation of 
punishment, experieneed as anxiety, attendant upon the antiei- 
pated violation of a eultural taboo. But we have not speeified the 
agent of punishment — the “signifieant other” whose antieipated 
withdrawal of love motivates the individual to eonform. We sug- 
gest that two types of superego, based on the agent of antieipated 
punishment, ean be distinguished. This agent may be outside the 
individual or within him. It is our hypothesis that soeieties in 
whieh the ehild is trained by only a few agents of soeialization, 
who themselves administer punishments, produee individuals who 
not only internalize the values of the soeializing agent but who 
“introjeet” the agent as well. The introjeet, then, is the signifieant 
other for sueh individuals; it is withdrawal of the introjeet’s love 
that eonstitutes the antieipated punishment. Sinee this punish- 
ment, when it eomes — and it eomes after the transgression — is 
experieneed as guilt (“pangs of eonseienee”), we may refer to 
this type of superego as “guilt-oriented.” 

We also hypothesize that soeieties in whieh the ehild is trained 
by a number of soeializing agents, or in whieh the trainers disei- 
pline the ehild by elaiming that other agents will punish him, do 
not produce individuals with “guilt-oriented” superegos. For, 
though these individuals internalize the values of the socializing 
agents, they do not introjeet the agents themselves. Since the 
significant others continue to remain external, it is withdrawal of 
the love of others that constitutes the anticipated punishment. 
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Because this punishment, when it comes, is experienced as shame, 
we may refer to this type of superego as ''shame-oriented.” 

It must be emphasized that a shame- no less than a guilt- 

oriented superego constitutes a conscience. By producing anxiety 

concerning anticipated punishment, both of them inform the in- 

dividual that his anticipated act is wrong, and motivate him to 

refrain from transgression. Both serve to deter nonconformity 

whether others are present or not. Nevertheless, they function 

differently after a transgression has occurred. A person with a 

guilt-oriented superego suffers guilt when he transgresses, even 
if no one perceives his transgression, because the agent of pun- 

ishment (the introject) is always with him. However, a person 
with a shame-oriented superego does not suffer shame when he 

transgresses unless others witness his trangression, for no agent 
of punishment (the external others) is present. Instead of experi- 

encing actual punishment (shame), he continues to experience 

anticipated punishment (anxiety 

Socialization and superego formation. In this discussion we 
shall focus primarily on the observance of taboos (because it is 
simpler to study superego processes in this connection) and, spe- 
cifically, on the aggression taboo. Within this restriction we may 
now attempt to analyze sabra superego in developmental perspec- 
tive. The most important trainers for the preschool children are 
unquestionably the nurses, and their techniques of socialization^^ 
may be characterized as "nonpunitive, negative reinforcement.” 
For although there is little reward for the correct response, neither 
is there much punishment for the incorrect response. That is, 
although socialization consists primarily of negative reinforcement 
of incorrect responses, most of the negative techniques — both 
in intent and objectively described — are cognitive, rather than 
punitive, in nature (see Table 7). The nurse’s behavior rests on 
the assumption that if a generally nurturant environment is 

^ This anxiety may be so painful that persons who live in so-called shame- 
cultures may be led to commit suicide. This fact, incidentally, is sufficient to cast 
doubt on the validity of the shame-culture guilt-culture dichotomy. The Japanese, 
who allegedly have a shame-culture, are driven to suicide when they perceive 
themselves to have lost face, even in the absence of any other perceiver. In the 
terms we have been employing, the Japanese would be said to have shame-oriented 
superegos; they experience anxiety when they anticipate performing a forbidden 
act or not performing a prescribed act. After committing the transgression, they 
continue to anticipate punishment, anxiety mounts, and suicide represents the last 
desperate attempt to remove the anxiety. 

^ We are referring here to their active techniques. It will be remembered 
that the great majority of aggressive acts remain unsocialized. 



410 CHILDREN OF THE KIBBUTZ 

created for the child, he will, given other outlets for his instincts, 
behave in accordance with the norms which his socializers demon- 
strate to him by word and deed. As the educational journal 
expresses it, the kibbutz does not try to extirpate the ‘‘animal side” 
of the child, but to direct his energies into “positive social paths.” 

We do not throw the child into depths of fear for loss of love of his 
educators when he cannot withstand the pressure of his instincts, but 
we base our education on the love of the child, and not on his fear, as 
the principal restraint . . . Our system diminishes in the child the 
necessity of escaping from the seductions of his instincts by repressing 
them . . . 

Although the nurse’s techniques of negative reinforcement are 
primarily nonpunitive (in intent) she does employ some punitive 
techniques as well; they constitute 19 per cent of all training tech- 
niques for the first five years. That these punitive techniques, 
which include physical punishment, withdrawal of privilege, and 
shaming, are indeed painful to the child is a thesis supported by 
our observations, as well as by the previously noted finding that 
the nurse is perceived by the children to be the most frustrating 
figure in their environment. 

If, then, these techniques are painful to the child, we would 
expect the fear of nurse-inflicted pain to become an important 
motive for conformity. And, indeed, we know that these young 
children rarely aggress against the nurse or in the presence of the 
nurse. This analysis sheds no light, however, on the bases for their 
fear. Are the punitive techniques of the nurse merely intrinsically 
painful, or are they also instrumentally painful — symbolic of her 
withdrawal of love? This is a crucial question. For if the punish- 
ment by the nurse is perceived only as intrinsically painful, the 
children will learn to inhibit the prohibited response in her pres- 
ence in order to escape punishment, but not in order to retain her 
love.^^ But only if they desire her love would they be motivated 
to model their behavior after hers, and, thus, to eventually in- 
ternalize the prohibition. Since the nurse is highly nurturant, and 
since the children are strongly attached to her, we can only con- 
clude that, in addition to the intrinsic pain, punishment is per- 
ceived by them as a withdrawal of love. Since her love is so im- 
portant to them, we would expect the fear of losing this love to 
become an important motive for conformity. 

If the nurse were highly punitive, which she is not, the children would 
learn to perceive her as evil, and would therefore be motivated not only to avoid 
any activity that might evoke her punishment, but to avoid her as well. 
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The nurse’s role in soeialization may give rise, however, to a 
seeond motive for conformity, one which is suggested by an analysis 
of the context of her socialization — for almost invariably the 
child is socialized in the presence of many children. And this char- 
acteristic feature of kibbutz socialization, we suggest, may serve to 
convert what are intended as (and what appear to be) nonpuni- 
tive — cognitive — techniques into punitive — shaming — ones 
as far as the child is concerned. If this is so, we would then expect 
the fear of being shamed by peers to become an important motive 
for social conformity. And since the children have a strong desire 
for the approval of their peers, their fear of being shamed means 
the fear of losing the esteem of their peers. 

This brings us to an examination of peers as active agents of 
training. Preschool peers, it will be recalled, serve important train- 
ing functions, especially among the older children (Group IV), 

where the frequency of peer-socialization of aggression almost 
equals that of the nurse. Unlike their elders, however, these chil- 
dren are primarily punitive in their socialization, employing the 
techniques of physical attack, ostracism, and name-calling. It 
would not be remiss, therefore, to suggest that the fear of peer- 
inflicted pain would be an important motive for conformity. But 
since peers are also significant others, whose approval the chil- 
dren strongly desire, they should fear not only the intrinsic pain 
of peer-punishments, but the symbolic pain (withdrawal of ap- 
proval) as well. 

Parents too play a role in socialization. If much nurse-socializa- 
tion is only apparently nonpunitive, most parental socialization is 
genuinely so. The most frequent technique of training employed 
by parents — according to their responses to the Questionnaire — 
is “criticism,” or telling the child that he has done wrong. This 
essentially cognitive technique is to be distinguished from the 
punitive technique of scolding which is almost never employed. 
(And since parental socialization occurs in a private context, there 
is no reason to believe that this cognitive technique has punitive 
consequences for the child.) 

What is most important about the behavior of the parents, how- 
ever, is the very limited extent to which they employ any disci- 
plinary techniques. The reasons are readily apparent. Preschool 
children spend most of their time outside the parents’ orbit, so that 
the latter have little opportunity to train them. But even when 
an opportunity does arise, parents are loath to discipline their 
children for fear of losing their love. A basic rationale for collec- 
tive education is the delegation of this responsibility to the nurses. 
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SO that the parents can function primarily as nurturers. The un- 
importance of parents as disciplinarians is attested to by the re- 
markable results of the Emotional Response Test, wherein parent- 
child interaction is mentioned not even once as a source of sadness, 
fear, shame, or anger. Parents must discipline their children in- 
frequently indeed. 

In middle childhood, and consistent with what is found in the 
preschool period, the disciplinary role of the educator (nurse and 
teacher) continues to be much more important than that of the 
parent, with that of the peer group being intermediate. This is 
reflected in the responses to the Moral Ideology Test, in which 
educators comprise 32 per cent of all trainers (‘"praisers” and 
'Tlamers”), the peer group comprises 22 per cent, and parents 18 
per cent. 

As in the younger age group, the educators employ few tech- 
niques of reward, and although here too their techniques are pri- 
marily cognitive, there seems to be a higher incidence of punitive 
techniques. This is also reflected in the Moral Ideology Test, 
where the children perceive the training role of the educators to 
be primarily punitive in nature (whereas educators comprise only 
21 per cent of the “praisers,” they comprise 43 per cent of the 
“blamers”). Since the important punitive techniques are expulsion, 
withdrawal of privilege, and withdrawal of educator, we would 
expect the fears of ostracism by the group and withdrawal of love 
by the nurse to be important motives for conformity, strengthen- 
ing these same motives whose basis, we have argued, is first 
established in the preschool age. Again, the strength of the former 
motive should be enhanced by the public context within which 
socialization occurs. 

These same motives should be further strengthened by two 
other techniques employed by the educators. One is an appeal to 

the child’s conscience — '‘How could the kibbutz continue if you 
(or others) act in that way?” — a technique with which the edu- 
cator shames the child into feeling bad. The other technique is to 
convene a student meeting, so that the child’s peers may discuss 
his violation and suggest some course of action — which again 
establishes the peer-group as an important disciplinary agent. 

But peers also play an autonomous role in training. As we 
have noted, the peer-group occupies an intermediate position be- 
tween educators and nurses in its importance as a trainer. But if 
the adult kibbutz is added to the peer-group in our summary of 
trainers, the resultant category of “the group” becomes as im- 
portant as the educators (each category comprises 32 per cent of 
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the total). According to the Moral Ideology Test, however, there 
is an important difference between these two categories of trainers. 
Whereas the educators are much more important as blamers than 
as praisers, the group is much more important as a praiser than 
as a blamer. Indeed, the importance of the group as a praiser is 
greater than that of the parents and educators combined. We 
would expect, then, that desire for group approval would become 
an important motive for conformity, a conclusion entirely consist- 
ent with the findings (discussed in the preceding section) con- 
cerning the sabras’ strong prestige drives. 

As in the previous age group, the parental role is relatively 
unimportant. Parents comprise only 18 per cent of all trainers in 

the Moral Ideology Test — as compared with other cultures in 
which they range from a low of 39 to a high of 78 per cent. More 
importantly, they are perceived to be relatively nonpunitive — 
parents comprise 14 per cent of the blamers, compared with 43 
per cent for the educators. 

The socialization variables in adolescence — at this age more 
properly termed ^'techniques of social control” rather than tech- 
niques of socialization” — are little different from those found in 
middle childhood. The trend in the educator’s role from the em- 
ployment of affectively neutral, or cognitive, techniques to more 
punitive ones continues. Withdrawal of privilege, shame, and an 
appeal to conscience are the most frequent techniques of disci- 
pline employed by the teacher. As in the Grammar School, more- 
over, the high school teacher also employs the technique of con- 
vening the peer-group to sit in judgment on the transgressing 
member. 

Peers, still very important agents of control, employ such tech- 
niques as censure, shame, physical attack, “clarification,” and 
ostracism. Parents, however, remain unimportant agents of control. 

Techniques of social control among adolescents are, therefore, 
consistent with the earlier techniques of training. The public con- 
text of punishment administered by educators, together with the 
active punitive role of peers, results in the group s being the most 
important agent of control. The fact that the sabras are so sensitive 

to group censure indicates that the group has become a paramount 
significant other. 

What can be predicted about sabra superego development 
from this socialization? Since the kibbutz socialization system holds 
up values to be learned, and since it includes a system of rewards 
and punishments, administered by love objects (nurses, peers, 
parents), for the transmission of these values, we would expect the 
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sabras to develop strong superegos. But we would expect that 
they would develop shame-oriented, rather than guilt-oriented, 
superegos. This expectation is based on our theoretical analysis 
of the superego. 

The kibbutz child, it is obvious, has three sets of “significant 
others,” three classes of persons whose love and esteem he desires 
— his parents, his nurses, and his peers. For the development of 
the conventional superego it is necessary, not only that the values 
of one of these classes of persons be internalized, but that these 
persons themselves be introjected. We believe that this introjec- 
tion is unlikely. 

The kibbutz child is seldom presented with models of any 
kind to emulate. The nurse rarely prohibits or encourages a 
response by invoking an adult authority figure — as other societies 
might invoke the authority of priest or god, chief or clan. Only 
twice in our entire sample did a nurse invoke the sanction of 
adult models (“grandfather” and “adults” were each invoked 
once) to ensure conformity. Sometimes, of course, the nurse holds 
up herself as a model — “I don’t like it,” or “I don’t want you to 
do it” — but this too is rare. In the great majority of cases an 
act as prohibited because “this is not the way we act,” or “that is 
not nice,” or “that is fooia” — by referring to a general and 
implicit behavioral norm rather than by holding up a model to 
be emulated. There is, to be sure, an implicit model — “human 
being,” or “kibbutz members,” or “kevutza children” — in the 
statements of the nurse, but it is seldom made explicit. 

Reference to models is not a necessary condition for introjec- 
tion or identification. Children may, even without verbal stimula- 
tion, imitate and/or identify with models. Kibbutz children iden- 
tify with both nurses and parents, and it might be concluded that 
one or both of these identifications provide the basis for the 
formation of the conventional superego. This conclusion, however, 
does not stand up under analysis. It is our strong impression that 
though the children imitate the nurse’s behavior in their play, it is 
actually her role, rather than a specific nurse, with which they 
are identifying. Since the nurses are the child’s most important 
socializers, they, rather than his other significant others, are 
probably the most strongly associated by the child with the values 
he is expected to acquire. But since the child does not identify 
with his nurses as persons — probably because the transiency and 
plurality of nurses precludes such identification — they cannot 
become the basis for introjected imagos, however much he may 
internalize their values. 
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On the other hand, kibbutz children do identify with parents, 
both behaviorally and verbally, and their identification is with 
their specific parent rather than with a generic parental role. But 
though the child identifies with his parents as persons, it is 
difficult to see how the latter can form the basis for the superego. 
Since the role of the parents is not punitive, how can the parental 
imago be punitive? If the anticipation of parental punishment is 
not a motive for the conformity of the child, how can the anticipa- 
tion of guilt (the punishment of the introjected parental imago) 
be a motive for the conformity of the adult? Whiting and Child 
observe: 

Where an important role in negative discipline is assigned to 
people outside the family, the parents may he able to maintain a 
consistently nurturant attitude towards the child. Thus . . . the child 
will not he motivated to adopt the parental role in evaluation of his own 
behavior and will instead retain the dependent role of infancy, expect- 
ing and presumably receiving love from his parents no matter what he 
does.^^ 

The third class of significant others consists of the child’s 
peers, whose role in training the child is a dual one. Peers not 
only exercise active punitive functions in the training of the 
child, but they also serve as highly important passive agents in 
the training process. The context of socialization by the nurse 
always includes the presence of peers, and the child thus becomes 
highly sensitized to their opinions. Nevertheless, it is difiicult to 
see how an entire group can be introjected. An individual can 
identify with a group in the sense that he becomes a part of it, but 
how can he identify with a group in the sense that it becomes part 
of him?^^ Therefore, neither peers nor nurses can be introjected 
by the child. 

^^John W. M. Whiting and Irvin L. Child, Child Training and Personality 
(New Haven: Yale, 1953), p. 262. Their conclusion about the role of non-relative 
socializers in the development of the superego does not apply to the kibbutz for 
obvious reasons. 

“An important role in socialization assigned to non-relatives may interfere 
with the development of guilt feelings because the child is then being disciplined 
by people with whom he does not have the intimate contact and knowledge out 
of which a widespread imitation of their evaluation responses could develop. 

One critic has questioned this assumption, arguing that it is not as self- 
evident as I seem to imply. I can only say that it is self-evident to me; I find the 
contrary assumption counter-intuitive. The scientific — as contrasted with the in- 
tuitive — justification for this assumption is the apparent confirmation of the above 
prediction, which is based on this assumption. 



416 CHILDREN OF THE KIBBUTZ 

Since those with whom the kibbutz child identifies (his 
parents) do not discipline him, and since he does not (cannot) 
identify with those (nurses and peers) who do discipline him, it 
is improbable that the sabras would develop a guilt-oriented 
superego. Nevertheless, we would expect them to internalize the 
cultural values, and they should therefore develop a shame- 
oriented superego. 

Behavior and superego. How does sabra behavior, specifically, 
aggressive behavior, correspond to our predictions? Although the 
pereentage of aggressive responses in the preschool children’s 
total behavioral repertory decreases with age, its absolute fre- 
quency continues to increase. The persistence of aggression indi- 
cates that the children have not internalized the aggression taboo, 
but it most definitely does not mean that they have not learned 
about the taboo. Their awareness of the fact that aggression is 
considered to be “wrong” is demonstrated by the observation that 
they rarely aggress against the nurse and that they rarely aggress 
against children whose retaliation they have reason to expect. 
From these data it may be concluded that the important motive 
for conformity to the aggression taboo at this age is fear of punish- 

ment, from both nurses and peers. Though the child is aware of 
the value of the socializer, he has not internalized it.^^ These 
young children show little evidence of superego formation; the 
true test will come with older children, adolescents, and adults. 

An examination of aggression during middle childhood reveals 
that physical aggression, presumably as a result of prior training, 

has deereased, and that verbal aggression has superseded it in 
importanee — although physical aggression is the second most 
important instigation to anger, according to the Emotional Re- 
sponse Test. Nevertheless, its sharp decrease indicates that the 
children are well aware of the cultural taboo on aggression — an 
assumption supported by the Moral Ideology Test, which reveals 
that aggression is perceived to be the most important cultural 
taboo. 

To what extent their increasing conformity is motivated by 
moral anxiety rather than fear of punishment (by nurse or peers) 

There is some anecdotal evidence, on the other hand, for the internalization 
of another value — sharing. When his parents offered food to a beggar girl in the 
city, four-and-one-half-year-old Yaakov was deeply affected. His mother writes in 
her diary: 

“Her joy at receiving the food made a tremendous impression on him, and he 
continued to talk about her. He said, ‘Isn’t it true, mother, that we gave her 
everything with willingness? With willingness?’ Or he would say, ‘You have no 
money for chocolate, but to poor people you give willingly. True?’ ” 
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exclusively cannot be deduced from these data for we have no 
information on value internalization. From these data we can 
conclude that the children know that others consider aggression 
to be wrong; we do not know if they themselves consider their 
own aggression to be wrong. 

There is evidence for all the components of the superego 
among the adolescents. That they are aware of the aggression 

taboo may be concluded, not only from our previous observations 
that even the preschool children are aware of it, but from the 
finding that it is, for the adolescents, the most frequently men- 
tioned taboo on the Moral Ideology Test. That they have in- 
ternalized the taboo — that, in short, they themselves believe 
physical aggression to be wrong — is indicated by two sets of 
observations. First, physical aggression is almost completely 
absent from their behavior; they do not engage in physical aggres- 
sion, even when they can do so with impunity.Second, they 
themselves voluntarily label their own nonconforming behavior 
as wrong. For example, a group of eleventh-grade students con- 
tritely informed me that it was wrong for them to have treated 
the immigrant children in the Mosad so unfairly, and that they 
hoped that conditions would improve. The seventh- and eighth- 
grade students wrote in the high school annual that their year’s 
progress had been marred by disturbance and aggression in the 
classroom. 

The best index for the internalization of a cultural value is 
moral anxiety. Although we have no direct measure of moral 
anxiety (the experience of inner tension at the anticipation of 

transgression) among the sabras, there is indirect evidence. If 

sabras feel “bad” (the ambiguous “bad” is used in preference to 
“guilty” for theoretical reasons which will be clarified below) sub- 

sequent to the violation of taboos of lesser importance than the 

aggression taboo — a phenomenon for which there is evidence — 

the following conclusions would surely seem to be suggested. 
First, that sabra conformity is motivated by some type of inner 

control and, second, that, although this inner control is not suffi- 

ciently strong to motivate conformity to lesser taboos, it is strong 

enough to motivate conformity to such important taboos as that 
on physical aggression. Hence, the absence of physical aggression 

in their behavior. 

The absence of physical aggression is also reflected in the Emotional 
Response Test, according to which physical aggression comprises only 6 per cent 
of all instigations to anger. This flnding, to me, indicates that aggression is truly 
infrequent, and not that their tolerance for aggression has increased. 
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Examples of this evidence would be illuminating. When 
coming into class a half hour late, for example, the first comment 
of an eleventh-grade boy was, “It was not my fault . . The 
student knew he was late, he knew his behavior was wrong, and 
although tardiness is not punished by the teacher, his statement 
indicates that he felt the need to absolve himself of blame. Here, 
in short, is a case in which the student not only knows that he has 
violated a rule, but in which he experiences some inner tension 
as a consequence. 

Again, a tenth-grade student became visibly disturbed when 
told by an Iraqi immigrant student that his name-calling was 
racist and violated kibbutz ideals. After apologizing, he promised 
that he would not taunt him again. The student has accepted the 
cultural judgment concerning the immorality of racism, and when 
his behavior is characterized as such he feels “bad,” and promises 
to mend his ways. 

Some eleventh-grade students, after recounting the ways in 
which they had made the life of a former teacher miserable, said 
that if they had been living in a “real democracy” they would have 
been “hanged” for their behavior. Here, too, are students who are 
not only aware of the cultural values but who have also inter- 
nalized them. And although in this case their moral anxiety was 
not a sufficient motive for conformity, the transgression, once 
committed, left them with inner tension — the feeling of deserv- 
ing punishment. 

A final observation indicates even more clearly how painful 
nonconformity can become. The students, it will be recalled, com- 
plain about the “burden of conscience” under which they labor, a 
complaint compounded of three determinants. It refers to their 
belief that they are under pressure to repay, by their devotion to 
its ideals, the debt which they owe the kibbutz. And it refers to 
the fact that the teacher exercises little authority so that it is their 
responsibility as individuals to control their own behavior, and as 

a group to control that of their wayward members. 
Now if the students have not internalized kibbutz values, why 

should they complain about a burden of conscience? Their com- 
plaint makes sense only on the assumption that their own violation 
of group norms is painful to them. For only then would their 
seeming inability to comply with excessively high standards lead 
to a feeling of moral “burden.” If, however, they experienced 
no inner pain from the violation of group norms, they could 
remain indifferent to the, allegedly, excessive demands of the 
kibbutz — for they would suffer no burden of conscience. Indeed, 
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the sabras sometimes do feign indifference to kibbutz demands, an 
indifference which is best interpreted as a defense against the 
anxiety which lack of compliance induces. 

Similarly, the preference of the students for greater external 
restraint, and their seemingly inexplicable resentment against the 
permissive high school environment, becomes entirely explicable if 
we assume that the violation of group norms induces inner pain. 
By exercising greater authority, the teacher would decrease the 
incidence of violation and thus preclude the inner suffering 
brought on by such violation. 

On the basis of such evidence I believe that sabra conformity 
to the aggression taboo is motivated by moral anxiety. For if 
violation of a cultural value causes the sabras great pain, we 
may conclude that the anticipation of this pain is an important 
motive for sabra conformity — particularly with respect to values 
of paramount importance (like the aggression taboo) for which 
the anticipated pain for violation is especially strong. 

But, if the sabras suffer inner pain after transgression, may we 
not also conclude that their superegos are guilt-oriented — that 
the agent of anticipated punishment is within the individual (an 
introject) rather than external to him, as we had predicted? Be- 
fore arriving at such a conclusion, let us examine additional data 
that may shed further light upon the inner pain they suffer. 

According to the Moral Ideology Test, the sabras perceive “the 
group” (with the peer-group being overwhelmingly preponder- 
ant) to be more than one and one-half times as important an 
agent of control, as all other agents combined. Moreover, al- 
though the group praises more than it blames, it is overwhelm- 
ingly the most important of all the “blamers.” If, in listing the 
agents of social control, the students are in effect listing the in- 
dividuals (or classes of individuals) to whose opinions they are 
most sensitive, whose anticipated punishment they most fear, then 
the group rather than an introject clearly emerges as the agent of 
anticipated punishment. For nowhere in this test is the self — the 
expected agent of punishment for those with guilt-oriented super- 
egos — mentioned as an agent. 

This conclusion is most tellingly supported by the sabra com- 
plaint of a burden of conscience, and specifically by their objec- 

For the Grammar School children, educators are listed as blamers more 
than twice as often as is the group; among the adolescents, the group is the 
blamer twice as often as the educators. Among the school children, parents and 
the group are about equal as blamers (both playing a minor role); among the 
adolescents, the parents continue to play a minor role but the group is six times 
as important. 
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tion to the teacher’s abdication of responsibility. To be weighed 
down by a burden of conscience is to be in a state of anxiety 
or tension. But why should this anxiety be experienced as a con- 

stant burden? What accounts for its persistence? I believe that 
this question can best be answered by the statement of a high 
school graduate. The permissive environment in the high school, 
he said, means that the students are like children who, having 
done some wrong, wait to be punished; but the punishment does 
not come. It is for this reason, he continued, that the students 
complain about the abdication of teacher responsibility. 

This is a statement of profound psychological insight whose 
implications for the sabras led me to the present formulation of 
guilt and shame processes in general. It seems to imply that the 
sabra burden of conscience is not the pain of guilt (actual pun- 
ishment), but rather the pain of anxiety (anticipated punish- 
ment ). If a person desires to violate a cultural norm which he has 
internalized, he will experience moral anxiety — the expectation 
of punishment either from his introject or from the group. If he 
actually violates the norm, the individual who anticipates punish- 
ment from his introject will indeed be punished — he will suffer 
the pain of guilt. However, his guilt feeling need not be perma- 
nent; it can be diminished, if not removed, by proper atonement. 
If the shame-oriented individual violates the norm, he will suffer 
the pain of shame only if the group, or some other authority, pun- 
ishes him. If he is not punished, he remains in his previous emo- 
tional state of expecting punishment. In short, shame-oriented 
individuals may suffer more than guilt-oriented individuals, for 
in the absence of external punishment, the former have no means 
of reducing their persistent anxiety about anticipated punishment. 
If external punishment is not meted out, they remain in a con- 
stant state of moral anxiety. 

This, we suggest, is the basis for the sabra complaint concern- 
ing the teacher’s abdication of authority. The students would wel- 
come external punishment because only the pain of actual punish- 
ment can serve to reduce, if not eliminate, the pain of moral 
anxiety. 

Turning now to the adult sabras, we find no reason to alter the 
conclusions at which we have thus far arrived. Having observed 
the internalization of values among the younger sabras, it is 
not surprising to find that the inhibition of aggression is, ap- 

propriately enough, second only to labor as a moral value; that 
physical aggression has disappeared from their behavioral reper- 
tory; that even verbal aggression is almost entirely absent, as 
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well; and that aggression is the single most important instigation 
to feelings of shame. 

Again, all the evidence points to a shame- rather than a guilt- 
oriented superego. For it is the group — comprising three-fourths 
of all agents of control mentioned on the Moral Ideology Test — 
to whose judgment the adult sabras are most sensitive. If an intro- 
jected parental imago were the basis for moral anxiety, we would 
expect the “self” to be listed as the important source of control. 
But the findings reveal that, while the self constitutes 22 per cent 
of all praisers, it constitutes zero per cent of the blamers. This is 
what was predicted on the basis of our analysis of early socializa- 
tion in the kibbutz. Parents, the persons with whom the sabras 
truly identify, are exclusively nuturant and rewarding; their so- 
cialization role provides no basis for a punitive superego. The 
introject praises; it does not blame. The basis for sabra moral 
anxiety must therefore be an external group imago. 

That the group is a powerful force in motivating conformity is 
revealed by sabra interview data as well. Nine of the ten adult 
sabras said they were always sensitive to public opinion; and of 
these nine, five said that they were always influenced, while four 
said they were generally influenced, by it. Only one said that 
public opinion was of little consequence to him,^^ 

The sabras are not only responsive to public opinion but, when 
this opinion is officially enunciated as a decision of the town 
meeting, they are prepared to acquiesce in it, even when it con- 
flicts with their own desires. Natan, for example, wanted to study 
in Tel Aviv after his graduation from high school. The kibbutz 
debated his request at its town meetings; and although Natan was 
strongly motivated to study, he said that he would accept the 
decision of the kibbutz even if it were negative. So, too, Ahuv 
longed to have two free evenings a week. But when it was decided 
at a town meeting that he should become a Youth Leader — an 
activity which would consume the two desired evenings — he 
accepted the decision. 

This sensitivity to public opinion, it might be argued, indicates 
that sabra conformity is motivated primarily by fear of external 
punishment rather than by moral anxiety. But these are not in- 
compatible alternatives. Our argument has not been that sabras 

Sabra sensitivity to public opinion is manifested even in matters of artistic 
appreciation. When discussing the movie, “The Red Shoes,” a sabra said that 
she did not feel that it was as good as other sabras believed it to be. But she 
could not, she emphasized, criticize the movie for she had seen ballets in Europe 
and she was apprehensive lest her criticism lead her friends to think she was 
trying to be “superior.” 
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do not fear external punishment. On the eontrary, fear of publie 
opinion is a powerful motive for soeial eonformity. Our eoneern, 
however, has been to show that the sabras would eonform even in 

the absence of external punishment. Having internalized the 
cultural values, they believe that transgressions of these values are 
wrong, therefore deserving of punishment. We conclude, there- 
fore, that another powerful motive in prohibiting the transgres- 
sion of cultural values is moral anxiety; that, in short, the sabras 
have developed a superego. We have emphasized the fact of 
sabra sensitivity to criticism by the group to underscore the thesis 
that the sabra superego is shame- rather than guilt-oriented; that 
the anticipated agent of punishment is the external group, rather 
than an introjected imago. 



CHAPTER 
ASPECTS OF EMOTIONAL 

" ADJUSTMENT 

INTRODUCTION 

Indices of positive emotional adjustment are notoriously diffieult 
to establish; and, if established, they are hard to apply. In general 
(with the exeeption of obvious instanees of mental illness), it 
would be extremely hazardous to rank a series of soeieties on a 
seale of emotional adjustment — I at least would not attempt sueh 
a task. From a cross-cultural perspective it is probably fair to say 
that most human societies exhibit signs of both ‘‘good” and “poor” 
emotional adjustment, and that these signs vary (substantively 
and quantitatively) from soeiety to soeiety. 

Since the system of eolleetive edueation has produeed individ- 
uals who seem to be rooted in their society, who have aeeepted 
its culture, and who are motivated to perpetuate and transmit its 
institutions; and sinee, moreover, these individuals show signs of 
ereativity, of euriosity about their world, and of sensitivity to the 
ereations of both nature and art; and sinee, finally, they show 
capacity for both work and love (Freud’s favorite indiees) —it 
ean be eoneluded that the sabras fall well within the range of 
normal human emotional adjustment. 

This, though important, is not a partieularly interesting eon- 
clusion. If different soeieties exhibit somewhat different signs of 
both good and poor adjustment, and if these signs are a funetion 
of (among other things) their systems of socialization, we would 
like to know what these signs might be for the sabras, and how 
they are related to the system of eolleetive education. We have 
attempted to do this in this chapter. If we seem to have stressed 
certain negative aspeets of sabra adjustment, it is beeause they 
are somewhat more dramatie, and beeause they are more easily 
analyzed in terms of present personality theory. A description of 
sabra adjustment, stressing the more positive aspeets of sabra 
personality, is a task for future researehers. 
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INTROVERSION 

“Introversion and insolence,” commented a kibbutz mother, 

“are the two oustanding characteristics of the sabras.” Like many 
other statements of the chaverim, this remark betrays shrewd 
psychological insight. For though the sabras possess other out- 
standing characteristics, this particular configuration is diagnos- 
tically significant for an assessment of sabra emotional adjustment. 

Sabra introversion may be observed in three forms. They are 
notably shy and embarrassed when interacting with both strangers 
and kibbutz members who are not their age-peers. They are 
reserved with almost everyone, seeming to maintain a barrier of 
psychological distance. Finally, they seldom form emotional at- 
tachments or intimate friendships. 

Very few sabras have intimate friends. Even in the high 
school, the “chum” or “buddy” — the inseparable same-sex friend 
that is so characteristic of American adolescent behavior — is all 
but nonexistent. Moreover, the ordinary close friendship is also 
infrequent. Of seventeen Mosad students interviewed, only five 
said that they have close friends; and all five were in their first 
year in the high school. (Only one of the five was a male.) 

The situation is no different among the adult sabras. Of the 
ten adult sabras, only one claims to have an intimate friend with 
whom confidences can be exchanged. Most keep their innermost 
thoughts and problems to themselves, although two said that they 
discussed their personal problems with their spouses. 

The sabras not only avoid deep emotional relationships with 
a few, but they maintain an attitude of psychological distance with 
the many. In almost all their relationships they are, as the kibbutz 
puts it, segurim, or guarded (literally, “closed”). They seem to be 
enveloped within a shell, from which their psyches rarely pro- 
trude, and which prevents others from penetrating beyond the 
surface. 

This emotional reserve is perceived by their fellow-students, 
by teachers and youth leaders, and by strangers. The urban 
students in the Mosad are disturbed by the sabras’ avoidance of 
anything beyond a superficial relationship with them, and they 
complained about it at a public meeting. This complaint is 
significant, for it suggests that the roots of sabra emotional reserve 
are to be found in the uniquely kibbutz, rather than in the 
broader Israeli, aspects of their culture. 

The sabras are reserved not only with their peers but with 
adults as well. The mechanech, it will be remembered, is theo- 
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retically a father-figure to whom the high school students bring 
their problems. The teachers unanimously report, however, that 
few sabras turn to them either for advice or consultation. The 
teacher-student relationship, like the parent-child relationship, 
seems to be marked (on the student’s side) by psychological 
distance. One teacher, who had at one time been a youth leader 
in America, said that even after two years he had not achieved 
rapport with his students. Whereas in the United States he had 
known his charges intimately after only a brief period, in the 
Mosad he felt like a stranger to his students. 

Again, this lack of close rapport with adults does not seem to 
characterize other Israeli youth. The leader of the youth move- 
ment said that it was not difficult to establish rapport with the 
Oriental youth groups (one of which was native-born) stationed 
in Kiryat Yedidim. The sabras, he noted, are “not one-tenth as 
open” with their leader as are the Oriental youth. 

If sabras are reserved in their interaction with peers and other 
kibbutz members, it is not surprising to learn that they are even 
more reserved with strangers. Again there is sharp contrast be- 
tween the sabras and the Oriental youth who are generally 

friendly and outgoing toward strangers. They immediately wel- 
come a stranger into their midst, both in the fields and in their 
living quarters. When a visitor works with them in the fields, for 
example, they display considerable interest, interrogate him about 
his life and country, and, if he is a novice, explain the work to 
him. The sabras, on the other hand, remain a group apart, neither 
initiating interaction with, nor responding to the overtures of, the 
stranger. 

When my wife and I first arrived in the kibbutz, I was warned 
by the parents that it would be difficult, if not impossible, to get 
to know the sabras. A city-born sabra living in the kibbutz agreed 
and suggested that we abandon our efforts. “They do not like 
strangers,” she commented, “and almost never permit a stranger 
to get to know them.” She suggested a study of city-born sabras 
resident in the kibbutz, for, she said, they are not so “closed.” 
These predictions were confirmed. With but two exceptions, the 
sabras initially ignored us. Two months after our arrival in Kiryat 
Yedidim, for example, the son of close friends would ignore our 
presence in his parents’ room and behave as if we were not there. 
Gidon, a sabra with whom I worked side-by-side in the fields for 
three months, did not once address me. 

A final expression of sabra introversion is their shyness and 
embarrassment when interacting both in public and in private 
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with almost anyone except their peers. With some few exceptions, 
Mosad students become psychologically tongue-tied when they 
must appear before a group. When a dancer was employed by the 
Mosad to arrange a program for an impending celebration, only 
six students came to rehearsals; the others complained that they 

were ashamed to dance in public. At the high school graduation 
party attended by the entire kibbutz, one of the seniors had 
been designated to represent the graduating class in the round of 

speeches that characterizes such events. The embarrassment with 
which he spoke was so pronounced that it was as painful for 

the audience as it was for him.^ 
This social embarrassment is revealed very clearly on the 

Emotional Response Test. The category which includes the 
highest percentage of shame responses to this test is “Embarrass- 
ment in interaction with others.” This category includes such 
behavior as talking to nonpeers in the kibbutz, talking to strangers, 
being looked at, receiving guests, and calling on relatives — most 
forms of interaction with persons other than peers or members of 
one’s nuclear family. This category, to be sure, is not so important 
among the adult sabras as it is among the grammar school children 
or the high school youth (the percentages, from the youngest to 

the oldest, respectively, are 79, 59, 30), but even in the latter it is 
the single most important category. 

This embarrassment is of particular interest in view of the 
fact that its immediate stimulus consists, not of strangers, but of 
people whom the sabras have known from infancy, and with 
whom they have played, eaten, worked, and talked from child- 
hood. With strangers they are even more embarrassed. In some 
cases during an interview the embarrassment of the sabras was 
so intense that it was painful for me to enter their rooms. 

Sabra introversion comprises two related, albeit distinct, char- 
acteristics. They refrain from interacting with others, and, when 
they do interact, they avoid forming intimate emotional relation- 
ships with them. Such a pattern might imply that the sabras have 
no interest in or concern about other people, and that they have 
no desire either to give affection to or to receive affection from 
others. But there is good reason to doubt the validity of this 
obvious explanation. That the sabras are concerned about other 
people is demonstrated in a number of ways. The deep responsi- 
bility for the welfare of others in the kibbutz which they feel is 
expressed in work, in their positive feelings toward others, and in 

^ This is in marked contrast to the grammar-school children, who are 
remarkably poised and sophisticated in public performances. 
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their willingness both to fight and to sacrifiee for others. Concern 
for others is expressed on the Emotional Response Test; indeed, it 

pervades the entire test. The welfare of the group is important 
among the best things that can happen to the sabras; the death 
and illness of others, as well as separation from the group, are 
important among the worst things that can happen to them. From 
these data alone it would be difficult to conclude that the sabras 
are not concerned about, or have no feelings for, other people. 

But, if the sabras show indications of concern and affection for 
others, they show even greater indications of wanting affection 
from others. They have a strong need for approval; indeed, it 
would not be inaccurate to state that the need for affection and 
approval is perhaps the dominant need in their need-hierarchy. 
If sabra introversion is not a function of lack of affection or con- 
cern for others, or of the absence of a desire for affection and 

approval from others, what explanation for it is there? 
Introversion may refer either to the withdrawal from, or the 

avoidance of, others. And if, in general, withdrawal is a response 
to pain, and avoidance is a response to the anticipation of pain, 
then sabra introversion may be motivated by pain resulting from 
past experiences with others, or by pain anticipated from further 
interaction with others. In short, sabra introversion may be based 
on the perception of others or of interpersonal relationships as 
either painful or dangerous; if so, it may be taken as a symptom 
of insecurity. 

HOSTILITY 

The second outstanding characteristic of the sabras, according 
to one mother, is insolence (chutzpa). Insolence, however, is but 
a subclass of aggression. That the mother chose to note their 
insolence is not, however, an accident. For it is surely the most 
characteristic expression of the hostility of the sabras in their 
interaction with kibbutz members. Their insolence is most fre- 
quently manifested (and best symbolized) in the expressions, 
ma ichpat lecha —- ‘‘What concern is it of yours?,” and, ma ichpat 
li — “What concern is it of mine?” The first is an almost universal 
response to criticism, the second an almost universal response to 
the prediction of some unpleasant consequence to the behavior 
criticized. 

But the sabras are also hostile toward those who are not 
members of the kibbutz. Since, however, they are rarely overtly 
aggressive, their hostility •— by which we mean a generalized set 
for the activation of aggression — must be inferred from such 
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indices as facial expression, vocal inflection, and body tonus as 
well as from various subliminal cues that are not immediately 
identifiable. Thus, despite my inability to specify all the cues for 
the inference concerning sabra hostility, I have the strong “clini- 
cal” impression that the sabras are hostile in their relationships 
with strangers. And if their hostility toward kibbutz members 
takes the form of insolence, their hostility toward strangers takes 
the form of, what might be termed, antagonistic withdrawal. If 
it is difiicult for a peer or kibbutz member to interact freely with 
a sabra, it is much more difiicult for a stranger to do so. The 
former encounter withdrawal, the latter, resistance. It is not until 
the stranger gets to know him that sabra hostility is seen to be a 
fagade.^ 

Hostility like withdrawal may best be interpreted as a symp- 
tom of insecurity. If, in general, aggression is a response to frustra- 
tion, and hostility is a response to the anticipation of frustration, 
then sabra aggression must be motivated by painful encounters 
with people in the past, and their hostility must be motivated by 
the continuous anticipation of such contacts. Sabra hostility, in 
short, is based on a perception of others or of interpersonal 
relationships as either painful or dangerous. 

Thus, a configuration of withdrawal and hostility, together 
with a great need for approval, is a syndrome suggestive of 
marked insecurity. And this, indeed, is my “clinical” impression 
of the sabras. I believe that they are both capable and desirous 
of giving and receiving love, and that their hostility and in- 
troversion stem from a belief that people are either unfriendly or 
indifferent to them. They give the impression of wanting to 
establish interpersonal relationships but, at the same time, of 
being frightened by such relationships. And, in interacting with 
them, one receives the impression that their hostility and introver- 
sion are defenses against, as well as responses to, whatever it is 
about people and human relationships that they fear. 

My relationship with Gidon is typical. Gidon not only avoided 
me, but his entire demeanor gave strong indication of hostility. 
When, after three months of working together, he addressed me 
for the first time, it was to inquire about my camera. He did not 
speak again for two weeks, and then it was to ask for advice about 
the use of certain film. A short time later, I approached Gidon, 

^ Since my impressions of sabra hostility are “clinieal,” their validity remains 
in doubt. It should be observed, however, that of all the groups in the kibbutz 
— adults, parents of members, the various youth groups, and sabras — only the 
sabras gave that impression. 
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saying that I would like to interview him. He looked pleased, and 
an appointment was made. The two interviews that followed left 
me amazed. Gidon was cooperative, open, and desirous of answer- 
ing the questions put to him in the best way possible. When the 

interviews were concluded, he was eager to talk about himself and 
to display his personal mementos, especially his creative work — 
sketches, drawings, and paintings. Thus, in a period of four 
months, Gidon’s behavior had undergone a series of changes — 
from hostility to nonhostile avoidance to shy friendliness and 
loquaciousness — that were truly dramatic. 

Upon reflection, it became apparent that these changes in 
Gidon’s behavior — changes whose pattern was almost identical 
with that of my interaction with the other sabras — were 
highly consistent with my perception of the sabras as insecure. 
Gidon’s first response to others is one of hostility and withdrawal 
because his initial perception of others is threatening; he fears 
that they will hurt him. When he has reason to believe that they 
do not or will not hurt him, the hostile faqade disappears. If, 
finally, he is assured of their warm and sympathetic interest, he 
responds with genuine, if guarded, warmth. 

SOCIALIZATION AND INSECURITY 

We have concluded that hostility, introversion, and an intense 
need for affection and approval are symptoms of insecurity. And 
since this syndrome is a generic sabra characteristic, we may 
assume that kibbutz culture systematically provides them with 
experiences that give rise to these characteristics. Since this 
syndrome is not characteristic of the sabras’ parents, we may 
further assume that such experiences are a function of kibbutz 
socialization rather than of some other kibbutz institution or set 
of institutions. 

Such assumptions receive strong support from an analysis of 
kibbutz socialization. On the basis of such an analysis, a series 
of predictions were made concerning sabra personality; introver- 
sion, hostility, and a strong need for love were among the 
predicted consequences. These predictions, to be sure, are con- 
taminated by the fact that in field work all variables — those that, 
predictively, comprise the antecedent conditions, as well as those 
that, predictively, constitute the consequent conditions — are 
studied simultaneously. Nevertheless, it is of some importance 
that the theoretically derived predictions coincide with the em- 
pirical observations. 

If kibbutz socialization be analyzed into its three aspects — 
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caretaking, training, and nurturance — it soon becomes apparent 

that the first two aspects can hardly account for sabra insecurity. 
The physical conditions of the children’s lives are excellent, if 
not ideal. The kibbutz child suffers few, if any, privations of food, 
shelter, clothing, and so on. Sanitary conditions are optimal, so 
that the incidence of illness is low. Neither the physical conditions 
of their existence, the institutional apparatus for the satisfaction 
of physical needs, nor the personnel involved in the institutional 
apparatus seriously frustrate the child’s physical needs. 

The training system which inducts the child into the major 
childhood disciplines is similarly nonfrustrating. Comparison of 
kibbutz training with norms derived from the cross-cultural 
sample studied by Whiting and Child^ reveals that the former is, 
in general, permissive, gradual, and nonpunitive. If oral, anal, 
sexual, aggression, and independence training are analyzed 
separately into “initial satisfaction” and “socialization anxiety,” the 
following judgments concerning kibbutz socialization emerge. 

In oral training initial nursing indulgence is not high because 
the nursing period is brief (nine months, compared to the two 
and one-half year average for the Whiting-Child sample), and 
because of the pattern of scheduled feeding. The severity of 
weaning, on the other hand, is low, weaning being gradual and 

nonpunitive. We may summarize by saying that, since oral train- 
ing is relatively nonfrustrating (for although initial satisfaction is 
lower than the average, socialization anxiety is also low), we 
would not expect it to produce serious insecurity feelings. 

In anal training initial indulgence is rather high since little 
punishment is employed, and the age at which training begins is 
approximately the median age (two years) for the Whiting-Child 
sample. So, too, the severity of training is low, being both 
gradual and nonpunitive. Rewards are employed exclusively. Since 
initial satisfaction is high and socialization anxiety is low, we may 
conclude that anal training is not productive of insecurity. 

For all forms of sex training — masturbation, modesty, homo- 
sexuality and heterosexuality — initial satisfaction is high and 
socialization anxiety is low. The adults are almost completely 
permissive in their training. Sex training, then, is surely not a 
source of great frustration. 

In aggression training, both initial satisfaction and socializa- 
tion anxiety are about average, rated against the Whiting-Child 

criteria. Rewards, to be sure, are few, but so are punishments; 

® Whiting and Child, Child Training and Personality, ch. 4. 
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and the latter, in addition, are not severe. Aggression training, we 
feel safe in concluding, is not highly frustrating. 

This consistently nonfrustrating pattern characterizes kibbutz 
independence training as well, if, that is, “independence refers 

to self-reliance and responsibility, and “training” refers to those 
practices which socializing agents consciously employ for the 
attainment of this end. For the age at which kibbutz training 
begins approximates the median age for the Whiting-Child 
sample (three and one-half years), and socialization anxiety 
as measured by the severity and frequency of punishment — is 
low. 

It seems that on most counts the kibbutz is considerably 
better than average with respect to its child training practices. 
In general it permits gratification for the child s initial impulses, it 
does not attempt to train the child prematurely, and its training 
practices are not severe. There is little that might be expected to 
produce strong insecurity feelings. 

Since it is highly improbable that sabra insecurity derives 
either from physical care or training, we may turn to the third 
socialization variable — nurturance. Nurturance refers to those 

acts of the socializing agent that satisfy the child’s needs for love 
and protection. If “dependency needs be used very bioadly to 
refer to the child’s need for love and protection, then nurturance 
may be said to refer to the satisfaction of dependency needs. If 
so, we should have to alter our previous judgment concerning 
kibbutz independence training. For though the severity of training 
in physical self-reliance and responsibility is low, it can be easily 
demonstrated that the child s emotional dependency needs 

needs for protection and love — are seriously frustrated. 
In all instances, however, these frustrations are accidental. 

None of them is a necessary consequence of the structure of 
collective education, nor do these frustrations generally follow 
from nonnurturant attitudes of either parents or nurses. They are, 
rather, unintended and unanticipated consequences of certain 
practical aspects of kibbutz socialization which, with minor 
modifications in the system, could perhaps be obviated. 

Since the child’s nurturant figures are his parents and nurses, 

they are primarily responsible for his emotional frustrations. The 
important insecurity-arousing characteristic to be noted about the 
child-nurse relationship is the impossibility of the child s retain- 

ing the same nurse throughout his childhood indeed, the high 
probability that he will experience frequent changes in nurses. 
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Since, in general, the children are deeply attached to them, a 
change in nnrses is usually a souree of intense emotional frustra- 
tion. 

This pattern of diseontinuity in nurses begins at an early age 
— an age at which the consequences for the child are “traumatic.” 
The first change in nurses oecurs when the ehild, who is less than 
a year old, is moved from the Nursery to the Toddlers’ House. Its 
magnitude is to be measured, of eourse, by more than a change in 
nurses; it entails a ehange in the child’s physical environment as 
well. In any event, the child responds with, what appear to be, 
symptoms of passivity and fright. If this were the only change 
in nurses experienced by the ehild, perhaps it would not con- 
tribute importantly to his personality development. Its importance 
lies in the fact that it is but the first in a series of changes. For, 
having learned to adjust to the new soeial and physical environ- 
ment indueed by this change and to establish warm emotional 
ties with his new nurse, the child must later undergo the ex- 
perienee of still another change in nurses (as well as in physical 
environment). This departure of a nurse, with whom the child 
has established a deep emotional tie, constitutes, we suggest, an 
important emotional frustration. Its traumatic quality is probably 
accentuated by the faet that the child, regardless of the objective 
bases for the nurse’s departure, frequently perceives her departure 
as a personal rejeetion. The pain whieh the child suffers as a 
result of the permanent departure of a nurse may be gauged by 
the emotional disturbance provoked in some children by even the 
temporary absence of a nurse. Aggression, withdrawal, and 
enuresis as well as other signs of disturbance are frequently the 
immediate observable eonsequences of the nurse’s absence. 

The ehild-parent relationship, like the ehild-nurse relationship, 
contains within it still another source of sabra insecurity — and 
for a similar reason. For the parent also permanently “rejects” the 
child — by “dethroning” him following the birth of a sibling. After 
an earlier period of overprotection and intense love, the older 
child is now replaced by his younger sibling as the eenter of his 
parents’ attention and affeetion. We should expect this experience 
— even more than the one with the nurses — to lead to great 
emotional pain. Sinee the attachment of the child to his parent and 
the parent’s love for the child are both very intense before the 
dethronement, the intensity of the reaction should be corre- 
spondingly great. This expectation is confirmed by the many in- 
security symptoms which are found in these “rejected” children.^ 

^ See pages 93-95. 
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But these are not the only “rejection” experiences encountered 
by the kibbutz child. The change in the child’s relationship to his 
parents, as a function of the acquisition of a younger sibling, is 
paralleled in his relationship to other kibbutz members, as a 
function of his growing up — roughly, in the transition from the 
“tender age” to middle childhood. The kibbutz, as we have 
stressed, has many of the characteristics of a large extended family. 
The child receives love and attention as well as training from 
many adults. And, as his parents eventually reject him in favor 
of a younger sibling, so the entire kibbutz eventually turns its 
attention from him to the younger children. Thus, the child who 
had formerly been fondled and pampered by any adult he en- 
countered now finds himself relatively ignored. This experience, 
too, should be emotionally disturbing to the child, leaving him 
with a feeling of rejection. 

On the basis of any of these experiences (rejection by nurse, 
parents, and kibbutz members), one would expect the kibbutz 
child to develop feelings of insecurity. The combination — and 
often all three, or two of the three, occur at approximately the 
same time — should surely produce insecurity. In addition to 
these rejection experiences, however, kibbutz socialization leads 
to other frustrations of the child’s dependency needs. The chil- 
dren, it will be remembered, are left alone at night. The departure 
of the parents and/or the nurses at night, we would predict, 
constitutes for the very young children a highly threatening 
experience. They have literally been abandoned for the night; and 
if the former experiences, described above, are perceived by the 
child as “rejection,” the latter — we would expect — are per- 
ceived by him as “abandonment.” It is not surprising to discover, 
therefore, that among the younger children crying, whining, and 
jouncing continue late into the night. 

There is another “abandonment” experience which is under- 
gone by almost every kibbutz child. The parents are frequently 
away from the kibbutz, and their absence causes the child much 
disturbance; indeed, it usually induces the same signs of disturb- 
ance that accompany the temporary absence of the nurse. But 
since parental absence may be more extensive than that of the 
nurse — the nurse may be absent for a day or two, while the 
parent may be absent for periods of weeks or months — the emo- 
tional consequences are often even more pronounced. 

If certain structural and functional features of kibbutz social- 
ization directly frustrate the child’s dependency needs, still 
another structural feature, one which inadvertently results in 
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poor nurturance, produces still another basis for sabra insecurity. 
The preschool children, we have observed, exhibit much aggres- 
sion and conflict. Since the nurse is seldom present to prevent 
such behavior the potential victim, frequently defenseless, al- 
ways loses out. His only defense against aggression is to with- 
draw from the situation. Thus the weak child retreats in most 
situations of conflict or aggression, and the child who is uni- 
versally the victim of aggression or conflict eventually becomes 
a social isolate. Others respond to struggle by retaliation — they 
aggress against the aggressor or conflictor. In either event, poor 
nurturance — attendant upon the nurse’s busy schedule — leaves 
the child to cope with aggression as best he can. 

In all these instances of “rejection,” “abandonment,” and 
“aggression” the child responds in such a way as to indicate that 
these experiences are painful to him. In addition, these children 
manifest general symptoms of insecurity, or, to be more precise, 
we observed certain kinds of behavior which are usually in- 
terpreted as symptoms of insecurity feelings. Thus, a strong need 
for approval, frequent crying, thumbsucking, regressive play, 

withdrawal, the seeking of physical contact, and enuresis seem to 
be characteristic features of the behavior of many sabra children; 
not a few children display all of them. These experiences it 
would seem not only evoke situationally confined responses from 
the child, but they also contribute to his general personality 
structure. 

In addition to these direct observations, there is also indirect 
evidence for childhood insecurity among the sabras — evidence 
furnished by dreams. Of a sample of twenty-eight sabras, ranging 
in age from thirteen through twenty-eight years, from whom we 

attempted to collect dreams, six reported that they did not dream, 
nine said that they did not remember their dreams, and thirteen 
both recalled and were willing to relate their dreams. All eighteen 
dreams recounted by these thirteen sabras were either remem- 
bered from childhood or, if they were contemporary dreams, the 
subjects reported that they had persisted since childhood. The 
content of twelve of the eighteen dreams is anxiety-provoking 
throughout; two begin as anxiety-provoking, but the anxiety is 
dissipated before the dream ends; and only four are affectively 
neutral.^ It is difficult to escape the conclusion that these subjects 

^ Those dreams which are anxiety laden throughout include: the appearance 
of devils; the eating of kibbutz children by the adults; being attacked by snakes; 
being attacked by strangers; being engulfed by snow; being threatened with a 
gun; having a tiny ball roll over one’s body (characterized by the subject as a 
nightmare); being threatened with death by a giant’s sword; being threatened by 
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perceived certain aspects of their childhood experience as highly 
threatening. Much of this perception, we would suggest, is deter- 
mined by their rejection experiences.® 

These, then, comprise the childhood experiences which we 
assume to give rise to the sabra insecurity syndrome. It was from 
these experiences, viewed as the antecedent conditions of our 
predictions, that hostility, introversion, and a strong need for 

love were predicted as sabra personality characteristics. These 
predictions and their derivations are summarized in the first four 
columns of Chart I (the fifth column consists of the observed 
behavior that corresponds to the predictions). 

These predictions, it should be remarked, are based on a 
limited number of assumptions derived from an adaptation of 
psychoanalytic, learning, and perception theories. The child, it 

is our assumption, not only responds (overtly and emotionally) to 
his various experiences, and he not only learns how to behave so 
as best to cope with these experiences, but he also learns about 
his world from these experiences. That is, he develops perceptions 
or hypotheses about his world which, in turn, motivate and 
govern his behavior. These perceptual sets are not necessarily 
permanent; they can be altered on the basis of other, both 
simultaneous and subsequent, experiences. If, on the other hand, 

the experiences which give rise to these perceptions are not 
countered by other experiences, the initial perception can be ex- 
pected to persist as a (relatively) permanent personality char- 
acteristic. 

Turning now to Chart I, it will be seen that two perceptual 
hypotheses are predicted from the first two experiences, temporary 
absence of the parent(s) from the kibbutz (for children of pre- 
school age) and the departure of the parent or nurse from the 
children’s house in the evening (hashkava, for children under 

the age of two). The predictions include the child’s perception of 
the parent and/or nurse as having abandoned him, and, therefore, 

the collapse on oneself of a revolving world; being attacked by a bull; being 
chased by people; being chased by wolves. The dreams whose anxiety is dis- 
sipated prior to their conclusion include: mourning the death of loved ones, 
followed by a return to the normal affective life; being pursued by a wild animal, 
followed by successful escape. 

Since there are only thirteen subjects, and since they produced only eighteen 
dreams, it would be hazardous in the extreme to draw any definitive conclusions. 
Nevertheless, since the dreams are consistent with our direct observations of 
children, their importance is evident. 

® If we are correct in our analysis of the affective content (anxiety) of these 
dreams, there is then an obvious conflict between the sabras conscious memory of 
their childhood as an exclusively happy period and the picture that emerges 
from the dreams. 
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the perception of self as having been abandoned. Both perceptions 
cause him pain — respectively, “frustration” and “anxiety” — 
and both give rise to characteristic responses. Neither perception, 
however, can be expected to persist. Since, in the case of hashkava, 
the parent and/or nurse returns the next morning; and since, in 
the case of parental absence, the parent returns after a few days, 
weeks, or months, the child does not develop a permanent per- 
ception of the nurse and/or parent as an abandoner. And since 
the nurse remains with the child during parental absence, he is 
never completely abandoned, even when the absence is extensive. 

Although it is unlikely that the child develops a persistent per- 
ceptual set either of himself or of others from these experiences, 
we would expect him to develop a strong and persistent fear — 
the fear of being permanently abandoned. Instead, that is, of 
acquiring a permanent pain (the perception of abandonment), the 
child acquires a permanent dread of being pained. The response to 
this fear is not predicted. Avoidance or aggression are typical 
responses to fear, but they are hardly relevant in this connection, 
since the fear is not of an external stimulus. One would guess, 
however, that this fear gives added poignancy to the child’s re- 
jection experiences. For the latter are painful, not only in them- 
selves, but they serve to confirm his worst fears; for though he is 
not abandoned literally, he is abandoned emotionally (rejected) 
by these experiences. 

The three rejection experiences, unlike those of abandonment, 
are not temporary. The departure of the nurse, the dethronement 
by parents and by other kibbutz members — these are permanent. 
Hence, the child not only suffers the pain of these experiences, but 
he also — it is predicted — develops three important perceptions 
of his world from them. He perceives his nurses, parents, and other 
kibbutz members as rejectors; he perceives himself as rejected; 
and he perceives emotional relationships as dangerous (“Those 
whom I love eventually reject me”). 

It should again be emphasized that none of these relationships 
(with parents, nurses, and other kibbutz members) need in 
themselves produce a permanent disposition to perceive emotional 
relationships as necessarily dangerous, or of oneself as entirely 
rejected. Indeed, if only one of these relationships remains unim- 
paired, the child need not acquire such a perceptual set. For 
though he suffers the pain of one rejection, his subsequent hy- 
pothesis, that emotional attachments necessarily cause pain, will 
have been disconfirmed by at least one of the other relationships. 
Similarly, he need not develop a perception of himself as rejected. 
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for rejection by any one of these groups — painful as it may be 
— will not lead to a feeling of absolute rejection. Since his 
experiences in all three relationships, however, are remarkably 
consistent, he has little disconfirming evidence for the initial 
perceptions. 

In themselves, perceptions have no motivational properties, 
but they are indirectly motivational, for they may give rise to 
drives. And the perceptions which are predicted from the sabras’ 
rejection experiences should each, so we would assume, give rise 
to a pain drive or to the anticipation of pain. The following 
predictions may therefore be made: The perception of others as 
rejectors gives rise to the pain of frustration (since the rejectors, 
in this case, are persons whom the child loves). And frustration 
should, in turn, give rise to two responses —- withdrawal from, 
and aggression against, the frustrater. 

The perception of self as unloved or rejected elicits the pain 
of anxiety; the latter, we would expect, should motivate attempts 
to reduce the anxiety (by obtaining love). The perception of 
emotional relationships as dangerous should give rise, not to pain, 
but to the anticipation of pain as a consequence of such relation- 
ships. And the latter, in turn, should lead to the avoidance of 
emotional relationships as a means of precluding the anticipated 
pain. 

The final source of sabra insecurity — derived from a defi- 
ciency in nurturance — is peer-aggression. Peer aggression should 
evoke a hostility response from the children. Some children express 
hostility in overt aggression, while others inhibit their aggression 
in favor of a withdrawal response. But since hostility and with- 
drawal are responses to a situational determinant, they would not 
be expected to persist beyond the situation that evokes them. 
Since, however, peer-aggression is a recurrent phenomenon, we 
would expect the children to develop a permanent perception of 
others as hostile — that is, as potentially aggressive. This percep- 
tion, in turn, should be expected to give rise to the anticipation of 
pain (“People may attack me”). And just as actual pain leads to 
aggression against, and withdrawal from, the source of the pain, 
so the anticipation of pain is expected to lead to hostility toward, 
and avoidance of, the source of the anticipated pain (other peo- 
pie). 

Withdrawal and avoidance, hostility and aggression, and the 
pursuit of affection and approval — these are the personality 
characteristics which are predicted from the sabra experiences of 
rejection, abandonment, and aggression. These predictions closely 
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correspond to those sabra personality characteristies previously 
described. But each of these predictions refers to a general class 
of responses, rather than to speeific behavioral or emotional char- 
acteristics. We should like, therefore, to compare these predictions 
with the specifie sabra characteristics (as summarized in the 
fifth column of Chart I), and to assess their psychodynamie 
functions. 

Withdrawal from rejector. This prediction, we believe, is 
reflected in two sabra characteristies — infrequent visiting with 
parents, and the psychological distance that charaeterizes the 
sabra relationships with parents and other adults. The first may 
be viewed as physieal withdrawal from the source of the painful 
frustration (“Because you don’t love me, it’s painful for me to 
interact with you”); the seeond may be viewed as a withdrawal 
of the ego from the source of the painful frustration (“Beeause 
you don’t love me, it’s painful for me to remain emotionally in- 
volved with you”). 

These responses, however, may be viewed not only as re- 
sponses to the pain of frustration — the interpretation predicted 
by behavior theory — but they may, in addition, be interpreted as 
psychological defenses against the pain of frustration — an in- 
terpretation corresponding to our “clinical” impression. Thus, an 
obvious psychological defense against the pain of rejeetion is to 
deny — by denying one’s love for the frustrater — that the re- 
jection is, in fact, frustrating (“Because I don’t love you. I’m not 
hurt by your rejection of me”). And sueh a defense meehanism 
would lead both to infrequent interaction with (“Because I don’t 
love you, I have no desire to interact with you”), and to 
psychological distance from (“Because I don’t love you, I have 
no desire to seek love from you”), the frustraters. 

Shyness and embarrassment in the presence of other kibbutz 
members are eharaeteristie features of sabra “introversion.” Al- 
though they are not predicted in Chart I, they are consistent 
both with the predietions and the data concerning sabra with- 
drawal. For, if this analysis is correct, shyness and embarrassment 
are symptoms of the pain felt by the sabras when they interact 
with kibbutz members. 

Aggression. This, we believe, is reflected in sabra insolence to 
kibbutz members. It is not an attempt to remove the pain; it is, 
rather, an expression of resentment or anger because of the pain 

(“Because you pain me. I’ll pain you”). But aggression, like 
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withdrawal, may also be a defense against pain. And again it is 
my ‘"clinicar’ impression that sabra insolence is (among other 
things) a defense mechanism. The repeated expression of in- 
solence, ''ma ichpat li,” to an admonition that their behavior may 
have unpleasant consequences can only lead the observer to con- 
clude that the sabra does indeed protest too much, and that, 

despite his denial, it is of concern to him. And his denial is 
related to his other denial that he loves his “rejectors.’’ For, by 
being insolent toward those whose love he desires, he is in effect 
saying that he is not pained by their rejection — for he really 
doesn’t want their love anyway. 

Attempts to reduce anxiety. Sabra attempts to reduce the 
anxiety of being unloved may be observed in their strong desire 
for approval and prestige. One of my first impressions of the sabra 
(after penetrating the fagade of hostility) was of a person who 
deeply wanted love and affection. This desire is expressed in 
such attempts to gain approval as conformity, excellence in and 
dedication to work, and study. Since these means are unsuccessful, 
some of them attempt to achieve their goal by self-praise or by 
fantasy satisfaction. 

Generally the attitude of the people toward me is one of love and 
admiration. This is beeause I’m not stupid and can talk about many 
things. Also I’m good in work, and rooted in our society. And also I 
am gay. 

He showed me his paintings, commenting after each one, “That’s 
beautiful, isn’t it?” When I asked if his work would ever be exhibited, 
he replied, “No. But after I die people will see my work and say that 
Kiryat Yedidim had a fine artist.” 

After saying that initiative was not strongly developed in the 
kibbutz, he said, “As for myself, I have much initiative.” 

I don’t have great status (for a number of reasons), but my dancing 
is looked upon as the best in the kibbutz; in music I am good; and in 
personal discussion I am tops. The young people, particularly, look up 
to me, as I know how to laugh, crack jokes, and be a “good guy” in 
the group. 

The sabra desire for approval, as an attempt to reduce their 
anxiety about not being loved, is not confined to seeking approval 
from kibbutz members only. It was evidenced also in their inter- 
action with me. It could be observed in their anxiety about their 

test performances (Rorschach and TAT), and in their concern that 
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they do well. It was seen in the eagerness of some of them when 
interviewed to talk about, and/or to display their creative work. 
One of them even read aloud his high school themes and poems 
that had been written some ten years previously. 

Avoidance of emotional relations. If the sabras learn from 
their various rejection experiences that emotional relationships 
are dangerous, they can be expected to protect themselves against 
the pain of rejection by avoiding emotional relationships. This 
predicted avoidance is expressed in two sabra characteristics — 
the avoidance of intimate friendships and the maintenance of 
emotional reserve with peers and strangers. The avoidance of 
intimate friendships is an obvious protection against pain. It is 
as if they were to say, “If I don’t love you, I can t be hurt if you 
reject me”; and, alternatively, “If you never love me, I can t 
suffer the pain of your eventual rejection.” 

On the other hand, emotional reserve may be viewed as a 
protection against pain by resisting the temptations of friendship. 
( If I remain reserved with you, I can avoid entering into a friend- 
ship which, I know, will eventually lead to pain.”) Having learned 
that emotional relationships inevitably result in pain, the sabras 
attempt to avoid this pain by avoiding such relationships.'^ 

Hostility. This predicted consequence of peer-aggression 
cannot — unlike the other predictions — be confirmed by “objec- 
tive data. Since hostility is a disposition to behave, rather than 
overt behavior, it is supported only by the author’s “clinical” 
impressions. Among the adolescents, to be sure, hostility fre- 
quently breaks out into overt (verbal) aggression, as it sometimes 
does among the adult sabras. It is in their relationship with 
strangers that, although aggression is rarely expressed, hostility is 
initially felt. 

This hostility, it would seem, is both a response to, and a 
defense against, the anticipated pain. Just as retaliatory aggression 

^ After writing this chapter, the following quotation from the work of 
Robertson and Bowlby came to my attention. Referring to the child who has had 
the experience of becoming attached to a series of people, each of whom in turn 
leaves him, they write: “He will learn by bitter experience that it is folly to 
become attached to any one nurse, because nurses move on to other wards; thus, 
after a series of upsets at losing several nurses ... he will gradually commit 
himself less and less to succeeding nurses and in time will stop altogether taking 
the risk of investing love and dependence in anyone.” Robertson and Bowlby, 
“Observations of the Sequences of Responses of Children Aged 18 to 24 Months 
During the Course of Separation,” Courier of the International Childrens Centre^ 
2:132—142 (1952), as quoted in M. F. Ashley Montagu, The Direction of Human 
Development (London: Watts, 1957), pp. 215-216. 
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is a technique for the removal of the pain of peer-aggression in 
childhood, so hostility betokens a readiness to employ this tech- 
nique if the anticipated aggression materializes. But sabra hostility 
is primarily — this, at least, is our impression — a defense mech- 
anism. Perceiving others to be potentially aggressive — and for 
the adults ‘"aggression” most probably means rejection — the 
sabras defend themselves against this threat by rejecting the 
other before the latter has a chance to reject him. His own hos- 
tility, that is, is a rejection of the other. 

Avoidance of potential aggressor. This prediction is reflected 
in the sabra’s avoidance of interaction with strangers. Since other 
people are perceived as potential aggressors, an effective tech- 
nique for the avoidance of their aggression is to avoid them (as 
withdrawal was one of two techniques employed for escape from 
aggression in childhood). 

If the above interpretations of sabra introversion and hostility 
are sound, we are confronted with the following picture of the 
sabras. They are people who deeply desire love from other people, 
but who — because of early experiences involving the lack or loss 
of nurturance — are overtly indifferent and hostile to others. If 
this is so, then “sabra” is a psychologically appropriate designation 
for them. For this term is taken from the botanical world, and 
refers to the fruit of the cactus plant — hard and thorny on the 
outside, but soft and tender in the center.^ 

We have attempted to demonstrate that the sabras are insecure 
because they perceive others to be rejecting and hostile; and we 
have attempted to relate their introversion, hostility, and need for 
approval — which we view as symptoms of their insecurity — 
to a small number of childhood experiences. Indeed, these three 
symptoms of insecurity were predicted on the basis of these 
childhood experiences. These predictions, it is obvious, are derived 

® These findings, if valid, have important theoretical implications for the 
relationship between child-training practices and emotional adjustment in adult- 
hood. They suggest that, with respect to emotional adjustment, the crucial behavior 
system is dependency. Since the training of other behavior systems in the kibbutz 
is generally both permissive and indulgent, it may be inferred that the frustration 
of dependency needs, however indulgent or permissive the approach to other 
behavior systems, is a sufficient condition for emotional insecurity. 

In addition to this inference drawn from these data, I would like to suggest 
another hypothesis, one which goes beyond the data: techniques of child training 
are in themselves irrelevant for explaining (or predicting) emotional adjustment. 
The crucial determinant of emotional adjustment is the degree of nurturance 
which the child receives; the various techniques of child training are important 
only to the extent that they result in either the giving or the withholding of 
nurturance. 



EMOTIONAL ADJUSTMENT 443 

in part from psychoanalytic theory, according to which childhood 

experiences leave a permanent imprint on the emotional adjust- 
ment of the adult. Our predictions, however, were based, not on 
the notion of the fixation of response but on the acquisition of 
perceptual sets and hypotheses. The question which remains to be 
answered concerns the persistence of these perceptions. Why do 
these perceptual sets not change? Granted that parents and kib- 
butz members “reject” the sabras after a certain age, why don’t 
the latter eventually alter their perception of these adults, thereby 
modifying their introversion and hostility? 

Two answers — one theoretical, and one empirical — may 
be suggested. The theoretical answer, following psychoana- 
lytic theory, is that these perceptions are, for the most part, 
unconscious; and the unconscious is notoriously resistant to 
change. Indeed, the entire emotional structure we have described 
is probably unconscious, and for an obvious reason — the per- 
ception of self as abandoned and unloved is painful, and the most 
efficient defense against such a self-perception is repression. 

On the other hand, it would be rash to deny that the percep- 
tion of self or of alter cannot change — and I, at least, would 
surely grant that experiences subsequent to those of abandon- 
ment and rejection could conceivably change or modify sabra in- 
security feelings. The fact is, however, that their later experiences, 
if anything, serve to confirm, rather than to alter, the sabras’ 
initial perceptions. 

Many sabras consciously hold that kibbutz love is contingent 
upon their vindicating the time, effort, and money which the 
kibbutz has invested in them. They believe that they are guinea 
pigs who must prove by their behavior and personality that the 
experiment conducted by their parents has been worth while. The 
proof is to consist in their ability to carry on the kibbutz, and in 
their being “different” from those who have not been reared in 
the carefully planned educational system of the kibbutz. 

These beliefs may represent a conscious reflection of their 
unconscious feelings of abandonment and rejection. It is more 
plausible to interpret them as an only slightly distorted reflection 
of present reality. When, for example, parents express misgivings 
about the efforts and sacrifices they have made for collective 
education, it is almost always because their adult children — so 
they claim — are no different from those raised by the more con- 
ventional techniques of child rearing. The parents wanted the 
sabras to be different, and by their difference to vindicate the 
sacrifices which they have made to ensure this outcome. It is 
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little wonder that, when I expressed surprise about something they 
said or did, the sabras frequently and bitterly countered with, 
“What do you think — we re different from anyone else?” 

But though the sabras are expected to be different from others, 
they are expected to be similar to some others, their parents, in 
at least one respect — their ability to carry on the work of the 
kibbutz. Thus the adult sabras, now that they have entered the 
kibbutz and are working in its economy, are under constant 
observation to see whether they can “make the grade.” As one 
parent put it, “Until now it’s been like a nice game, but now that 
they’ve entered the kibbutz the test has started.” It is little wonder 
that the sabras believe, according to the Moral Ideology Test, that 
self-reliance or competence is the most important goal that they 
are expected (by the kibbutz) to achieve. The various types of 
behavior that comprise this category — intellectual, artistic, 
economic, and leadership activities — are mentioned most fre- 
quently as praiseworthy, and failure to perform them are men- 
tioned most frequently as blameworthy, activities. 

But the notion of a test is not only anxiety-provoking in itself, 
it also serves to reinforce the sabras’ perception of the kibbutz 
as a potential rejector — for failure to pass the test means the 
withdrawal of love. Indeed, in some cases the feared “rejection” 
has already occurred. The sabras know, as we shall observe, 
that many chaverim are already both dubious and critical of their 
abilities. 

This feeling of being unloved was expressed most dramatically 
by an incident that occurred during our stay in Kiryat Yedidim. 
When the kibbutz debated the question of electing the high school 
graduates to membership before or after their army service, the 
students of the graduating class were bitter in their denunciations 
of the entire debate. Despite their anticipated election to member- 
ship in the kibbutz, they did not feel like chaverim of a kibbutz 
which, they complained, had displayed little genuine concern for 
them. 

We may summarize, then, by suggesting that the sabras’ initial 
perception of others as rejectors, which derives from their child- 
hood experiences, is reinforced at a later, and equally crucial, 
period in their development. This reinforcement exacerbates their 
original feelings of insecurity, and adds additional force to its 
symptoms — need for approval, introversion, and hostility. And 
it is the experiences in the latter period which may also account 
for the otherwise inexplicable discrepancy between the younger 
and the older sabras. 
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Until roughly the age of eleven or twelve, sabra children do 
not correspond to the personality picture which has been sketched 
for the adolescents and adults in at least one important respect. 
The need for love and approval, to be sure, seems to be as 
strong in the children as in the older sabras. Preschool children, 
moreover, are highly aggressive; but their aggression may reflect 
those aspects of their social environment which permit the ex- 
pression of aggression, rather than undue hostility. But in the third 
important characteristic the children differ greatly from the older 
sabras. They are not withdrawn. True, the grade school children 
are shy with strangers and embarrassed when they interact with 
them, but they do not reveal the avoidance-hostility syndrome 
that characterizes the older sabras, nor do they display signs of 
psychological distance with parents. Their relationship with the 
latter is, on the contrary, an intimate one. 

Two ad hoc explanations for this discrepancy are available. 
Conceivably there is a relatively long latency period — its dura- 
tion still to be tested — between childhood experiences and the 
formation of those personality sets that are a function of these 
experiences. This is at least consistent with other situations in 
which a period of latency intervenes between some stipulated 
condition and its consequence. Why, in this case, the consequence 
should first occur in high school is suggested by the experiences 
— and this is the second suggestion — which we have been 
examining. Since it is at this time that the sabras consciously 
perceive the kibbutz to be a potential rejector — its love is 
contingent — older memories, perceptions, and feelings of rejec- 
tion are reactivated and, thus, it is in early adolescence that they 
first find their strong expression. These explanations, however, 
are both ad hoc and speculative; they are offered with no great 
confidence. 

INFERIORITY FEELINGS 

Up to now we have attempted to analyze sabra insecurity in 
terms of their painful perceptions of others. But there is still 
another basis for this insecurity — a painful perception of self. 

The sabras may be characterized by feelings of inferiority both 
with respect to their identity (as Jews) and to their abilities (in- 
tellectual accomplishments and self-reliance). 

Sabra inferiority feelings were not predicted from knowledge 
of kibbutz socialization. Nor — except in the case of sabra embar- 
rassment with strangers -— did I originally perceive any systematic 
relationship between their inferiority feelings and their symptoms 
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of insecurity. Although I now believe that childhood experiences 
are, in part, responsible for the sabra feelings of inferiority, and 
that these feelings are functionally related to previously discussed 
symptoms of insecurity, these interpretations are post hoc. That 
is, after discovering indications of inferiority feelings, we at- 
tempted to discover the factors which conceivably could have 
produced them, as well as those forms of behavior which con- 
ceivably could serve as defenses against them. This section, there- 
fore, is less systematic and more speculative than the previous 
section. 

Self-reliance. The first measure of their feelings about self- 
reliance is the degree to which the sabras feel adequate to assume 
exclusive responsibility for the kibbutz. This is a question with 
which their elders are deeply concerned and to which the sabras, 
too, have given much thought. 

That many sabras have doubts concerning their ability to carry 
full responsibility for the functioning of the kibbutz is a proposi- 
tion which is either supported by, or may be inferred from, their 
own statements. Of the seven adult sabras who commented on 
this point during the interviews, three explicitly denied that their 
fellows are reliant, and two were doubtful. As one of them put it: 

Our way of life is a result of living here; it’s natural, so we never 
think about it . . . We are not edueated to solve many problems of 
life. Our way is already paved for us. If we had been told at the age of 
eighteen to leave and to build a new kibbutz — I don’t say we couldn’t 
do it, but we’ve never had the opportunity. Everything is served to us 
on a platter; the menu is known in advance, . . . About this (self- 
reliance) I have doubts. We are so accustomed to think that everything 
is done for us. 

A frequent refrain in the sabra interviews when the question of 
their ability to carry on is raised is, '‘But I know I can prove 

myself.” This comment, I believe, was designed to convince them- 
selves, rather than me, of that which they were not altogether 
sure. 

But sabra doubts about their ability to carry on by themselves 
is probably best expressed by some of the sabras in the excessive 
and obsessive preoccupation with work — a preoccupation which 
may be interpreted as symptomatic of a feeling of inadequacy. 
That some females are obsessed with work status has already been 
noted; and although much of this obsession is motivated by a 
feeling of inadequacy, qua females, some of it seems motivated 
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by a feeling of inadequacy, qua sabras. For male sabras too are 
obsessed with work and work status, and in their case the inter- 
pretation is not contaminated by the vexing 'problem of the 
woman/’ One male, for example, is so obsessed with work that he 
spontaneously referred to it in almost every question of the 
interview (although only one question was devoted to it). The 
following quotations are selected at random from various parts of 
his interview. 

I am interested in my work and devoted to it ... I like it so mu eh, 
that at times I am sorry the day is over. I already have status in my 
braneh . . . Moshe and I are unique in that we are so young and 
already have high status in our work. 

The main defeet in the kibbutz is that a person does his day’s work, 
and that’s all. I feel a sense of responsibility, and so I work hard. 
Sometimes I work during the lunch hour and, if I feel that something 
has to be done, I work late in the evening. 

There is too much freedom and not enough compulsion in the 
kibbutz. For example, people come late to work and there is no one 
to compel them to come on time, and there are some who exploit this 
fact ... I would like to see the institution of work-lists, to be posted 
on the bulletin board, and a system of work norms in each branch, to 
which they must conform. 

The children grow up with no understanding of farm work . . . 
The majority of students in the Mosad have no proper attitude to work. 
They work with a maximum lack of desire. This continues through the 
kibbutz ... I don’t mean that they don’t work well. It’s that they 
have no great motivation or feeling that “The farm is me.” The sabras 
do not stand out as exceptional workers. 

Sabra doubts about their own abilities are exacerbated by a 
comparison of their achievements with those of their parents. 
They know, and are frequently reminded, that their fathers are 
heroic pioneers, and that they have been “spoiled children” — 
as the Youth Movement leader put it — for whom “everything has 
been done.” Moreover, regardless of what they may be able to 
achieve, their achievement will be of less moment than that of 
their parents, who, after all, were the real pioneers. This feeling 
is frequently articulated by the sabras. As one of them remarked, 
“We feel that everything has already been done by the older 
chaverim, and that there is nothing left for us to do.” 

Sabra doubts about their ability to carry on may be inferred, 
finally, from certain characteristics which seem to represent 
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defenses against their attendant inferiority feelings. The sabra 
pose of “unconcern” (lo ichpatiut) provides one such clue. Cal- 
culated indifference becomes a defense against their feeling that 
perhaps they cannot carry on. It is as if they say, “Who cares? 
What difference does it make if I do something or not?” And 
this pose, combined with their lack of strong goal orientation 
seems to serve as a psychological defense against their inferiority 
feelings. If one projects no goals, one cannot be viewed as a 
failure, for he has made no attempt to achieve them. If, more- 
over, he is viewed as a slacker for not attempting to achieve them, 
he is protected by his unconcern — the goals to be attained are 
not worth striving for anyway. 

Sabra feelings of personal inadequacy relate not only to their 
ability to continue the work of the kibbutz, but also to their ability 
to adjust to a non-kibbutz environment. The sabras are attached 
to the kibbutz, and none has left. This is a positive sign as far as 
the continuation of the kibbutz is concerned; but their attach- 
ment to the kibbutz has a negative aspect as well, for the older 
sabras seem unable to make a positive adjustment to a non-kib- 
butz environment. As one sabra expressed it, “The general result 
of collective education over many years is that it restricts initia- 
tive. If I had to live in the outside world, I could not adjust to 
it” (in the sense of being able to care for herself). 

This prediction is not entirely conjectural. Those sabras who, 
prior to the construction of a high school in Kiryat Yedidim, 
attended school in another kibbutz were extremely unhappy and 
eager to return to Kiryat Yedidim. They could not face the 
demands of their new environment. Similarly, the average sabra 
who visits the city is, as one father disgustedly remarked, “Lost. 
He becomes confused by having to make decisions for himself. In 
the kibbutz everything is planned for him, and he is eager to 
return to the framework within which his life is ordered.” When, 
formerly, the sabras lived in the city for one year following their 
graduation from high school, they made a point of living together 
with other kibbutz sabras, with whom they could maintain a 
regulated kibbutz-like existence. Even those who travel abroad 
seek out other sabras with whom to live. 

This response to new situations is, to be sure, not a necessary 
index of low self-reliance, nor is it confined to the sabras; it is 
probably shared by most people in most countries. But, since the 
sabras themselves take it as such an index, we may conclude that 
it is one of the factors which contributes to their feeling of 
inferiority. 
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It is difficult to evaluate the degree to which the sabras are or 
are not self-reliant and, specifically, to judge their ability to 
assume exclusive responsibility for running the kibbutz. So far as 
the high-school youth are concerned, we believe they are as 
responsible within their own social environment as other youth 
are within theirs. It is our feeling, however, that they may not 
be so self-reliant as some youths are. In the classroom, for example, 
the students are more likely to complain about the difficulty of a 
problem than to attempt to solve it. Oi, ani lo yodea — Oh, I 
don'^t know how to do it” — is the typical response to a difficult 
assignment, following which the student waits for the teacher to 
help him, or to do it for him. 

As for the adult sabras, there is little reason — despite their 
own gnawing doubts — to question their ability to carry on the 
economic aspects of the kibbutz. According to all accounts, they 
are excellent and dedicated workers. What is more, they are 
sufficiently responsible — as well as personally competent — to 
have been elected to the foremanships of various economic 
branches.^ 

On the other hand, as of 1951, none has served in any erucial 
leadership position in the kibbutz economy, nor in any non- 
economic leadership position. Indeed, it is in the non-economic 
aspects of kibbutz life that they are still to be tested. It is my 
opinion, however, that they will not be found wanting. 

Many chaverim, on the other hand, with a poor opinion of 
sabra ability, take a dim view of the kibbutz future. Kibbutz 
doubts have been expressed with respect to both high-school and 
adult sabras. The former, kibbutz opponents of collective educa- 
tion argue, are neither responsible nor reliable. This eriticism is 
sufiiciently widespread, both within and without the Federation, 
for the educational director to have felt it necessary to refute 
these critics in print.But the criticism remains, and it is shared 

® Their sense of responsibility probably accounts for the fact that, according to 
an Israeli army officer, sabras are excellent military officers. He argued that, 
accustomed to being concerned for the welfare of others, the kibbutz sabra 
reacts responsibly to the troops under his command. It is not enough that he 
himself have shoes or extra trousers; he makes sure that his men have them 
also — something which he does naturally and almost automatically. 

“ His most important argument is the valor displayed by the sabras in The 
War of Independence. 

“They are wonderful children. We have raised a generation to be proud of. 
We ourselves did not realize what we had: children healthy in body and soul, 
free, dignified, strong, disciplined when necessary, and free when there is no 
necessity for discipline. A group building and fighting for the future, responsible, 
loving their kibbutz home with a powerful love, with deep roots in the soil 
of the Homeland, prepared for any test, comrades devoted to each other. 
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by some members of Kiryat Yedidim, parents and sabras alike. 
As one parent put it, few demands are placed on kibbutz chil- 
dren, so that when demands are made of them when they grow 
older, they cannot meet them. If asked to do something, they can 
refuse with, ‘'So what can you do to me?” The high-school princi- 
pal, on the other hand, insisted that many adults expect too much 
of the youth. They expect them, he said, to be as responsible as 
adults, and they make demands on them which they, when young, 
could never have fulfilled. These adults, he noted, exemplify the 
Russian proverb: “The bull forgets that he was once a calf.” 

But doubts concerning their self-reliance — specifically, their 
ability to carry on the work of their fathers — is heard with re- 
spect to the adult sabras as well. One parent, for example, asked 
me point blank if I thought the sabras would be able to continue 
the kibbutz. I answered in the affirmative, but he said: 

From the standpoint of the economy, yes, but from the standpoint 
of continuing the whole conception of kibbutz living, I doubt it. The 
kibbutz is a difficult way of life; it’s not easy. It requires exceptional 
people to continue to live it. When one is young, it’s not too bad. But 
when one becomes older, the discipline that’s required, the willingness 
to accept group decisions and to have your life controlled by group 
decisions, is very hard. Some people can’t take it, and that’s the main 
reason for leaving the kibbutz. I am doubtful if the sabras have what 
it takes. They are mentally “dry”; they have no great imagination, no 
fertile ideas. 

When I pointed out that most people anywhere may be character- 
ized in these terms, and that only the few are exceptional, he said. 

Yes, but the kibbutz is not like most places. The people who 
founded the kibbutz were exceptional. They did have ideas and imag- 
ination. 

A chavera expressed similar sentiments: 

I don’t think that the kibbutz has a future. . . . The idealism 
and pioneering spirit that characterized the founders are gone. The 
sabras do not have it, and without this spirit the kibbutz cannot survive. 

Another chaver put it this way: 

The government is trying to destroy the kibbutzim. I don’t think the 
sabras have the ability to withstand this pressure. 



EMOTIONAL ADJUSTMENT 

We have quoted some of these expressions of doubt, not only 
beeause they eonstitute additional data for an assessment of sabra 
self-relianee, but beeause they suggest a possible souree of sabra 
feelings of inferiority. We assume that a person’s self-eoneeption 
is to a great extent a funetion of the eoneeption whieh others 
have of him (or, more aeeurately, of the eoneeption whieh he 
thinks they have of him). So, if the sabras know that many 
ehaverim are dubious about their ability to earry on — and they 
eannot help but know this sinee sueh sentiments are expressed 
quite publiely — they too must begin to share these doubts. 

Our theoretieal assumption must be qualified, however, by 
another consideration. A person need not inevitably feel inferior 
if he knows that others consider him to be inferior; only if he 
shares their values need this consequence follow. Thus, if the 
sabras do not place a high value on self-reliance (and the conse- 
quent ability to carry on the kibbutz), they need not develop feel- 
ings of inferiority solely because some ehaverim believe them 
inadequate. The fact is, however, that the sabras do share this 
value. Not only do they view self-reliance or competence as the 
most important goal to be achieved (according to the Moral Ide- 
ology Test), but the lack of self-reliance (personal inadequacy or 
failure in a task) is the second most frequent occasion of sadness 
(according to the Emotional Response Test). One source, then, 

of sabra inferiority feeling about their self-reliance is to be found 
in the opinions which others have of them. 

I would like to suggest another explanation — also speculative 
— to account for this self-perception. Since the infant is not self- 
reliant, it is fair to assume that self-reliance is acquired in child- 
hood. It is well-known that strong dependence on others renders 
it extremely difficult to become dependent on oneself (self-reli- 
ance). It is also plausible, however, that the frustration of de- 
pendence needs renders it equally difficult to become self-reliant. 

The acquisition of self-reliance, in short, must develop from a 
previous state of reliance on others. Hence, if one learns that he 
cannot rely on others, it is entirely possible that he will not de- 
velop the feeling or the ability of self-reliance. 

The sabras are exposed to important experiences from which 
they learn that they cannot rely on others. In infancy there is often 
a long delay between the onset of the infant s need and its satisfac- 
tion by a nurse or mother. In childhood, when peers attack them, 
they learn that they cannot rely on their nurses for defense. When 
they are afraid at night, they learn that they cannot rely on their 
parents or nurses for protection. A helpless and defenseless child 
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cannot develop that confidence whieh, in adulthood, is manifested 
in a feeling of self-relianee. 

But one might speculate upon still another childhood basis 
for sabra feelings of personal ineompetenee, one related to the 
frequent ehange in nurses. If it be granted that one’s security is a 
function, among other things, of suecessful adaptation to one’s 
environment, then a frequent change in nurses must plaee a great 
burden on the seeurity system of the kibbutz ehild. For, although 
all nurses are, in the main, similar to eaeh other, they do exhibit 
individual differenees in their interaction with the children. Henee 
those teehniques of adaptation which the ehild has formerly em- 
ployed in interacting with a previous nurse may be inappropriate 
in interacting with the new nurse. Responses whieh were formerly 
instrumental for obtaining love or satisfying other needs may now 
be relatively ineffieient. In short, previous adaptive teehniques 
are now unadaptive and, in some eases, even maladaptive. The 
consequenee for the child can only be anxiety, for he does not 
know which of the responses in his total repertory will elieit from 
other people those responses whieh will satisfy his needs. 

This anxiety can produce at least two results. Either the child 
will integrate an ego around those responses which have beeome 
adaptive in his interaetion with an early nurse, or else — in order 
to aehieve the flexibility whieh such a situation demands — he will 
refuse to synthesize these various responses into an integrated ego. 
In the former ease his limited number of instrumental responses 
(synthesized to form his ego) will, in fact, be maladaptive in 
interaction with other nurses. Instead of obtaining some goal —- 
love, for example — he may obtain the eontrary of what he desires. 
In the latter case he retains the flexibility whieh a changing en- 
vironment demands, and this flexibility enables him to adapt 
fairly well to eaeh change in nurses. But he pays a priee for this 
adaptation. In order to retain a maximum of flexibility, he is 
prevented from developing a strong ego (by synthesizing a limited 
number of instrumental responses). Without a strong ego he can- 
not cope with the problems of later life. Sabra feelings of inade- 
quacy, we could then argue, refleet a weak ego, whieh, in turn, is 
based on their “deeision” to retain maximum flexibility in child- 
hood. 

Intellectual ability. Another souree of sabra feelings of inferi- 
ority is their level of intelleetual competence. As a group, the 
adult sabras believe that they are less edueated than, and conse- 
quently inferior to. Western-trained persons. There are many 
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indications of this feeling. One sabra, whose job takes him outside 
the kibbutz, said that he felt inferior to his eolleagues in the city 
because they knew more than he. He blames his ignorance on the 
kibbutz school system, which did not compel him to study when, 
at sixteen, he lost interest in aeademic matters. Now, he would 
“do anything” to study. A younger sabra reported that more than 
half his class felt ignorant, despite their formal education, and are 
now eager to study more. Another sabra, engaged in study in the 
city, said that he felt “ashamed” that he knew so little compared 
to the city students. When, on one occasion, I referred to the “high 
intellectual attainments” of the adult sabras, they broke into loud 
laughter, and one aceused me of “typical American salesmanship.” 

It is hard to understand how the sabras aequired this self- 
image, for their intelleetual interests and attainments are unques- 
tionably higher than those of the average Ameriean high-school 
graduate. In the absence of explieit evidenee, I can suggest at 
least three bases for this self-image. First, it may be a reflection of 
the pereeption that others — parents and outsiders — have of 
them. Their parents make no secret of their belief that the sabras 
are not well-educated. This “deplorable state” they attribute to 
the school system whieh, they claim, maintains a low level of 
studies. 

Although the parents’ complaints are not direeted toward any 
speeific sabra, the mere fact that the “problem” of the “low level” 
of studies was the subject of an entire town meeting at which the 
produets of this “low level” were present, must influence the 
opinion whieh the sabras have of themselves. That the sabras are 
aware of, and respond to, the adults’ perception of them as in- 
adequately educated is reflected perhaps in the Moral Ideology 
Test. For second (only to labor) among praiseworthy activities is 
intellectual and artistic accomplishment. 

The sabras are affeeted by the opinions of non-kibbutz persons, 
as well. They are members not only of Kiryat Yedidim but also of 
the larger soeial category of “kibbutz sabras,” and the stereotype 
depicts them as strong, blond peasants, devoted to their country 
and attached to its soil, but ignorant — if not contemptuous — of 
intellectual and spiritual matters.This public image has un- 
questionably affeeted the sabra self-image. 

A second postulated basis for the sabra feeling of intellectual 
inferiority is the diserepaney which they perceive to exist between 
themselves and their intellectual models. It is true that some of 
their parents (the older settlers) are their intellectual superiors, 

See Arthur Koestler, Thieves in the Night (New York: Macmillan, 1946). 
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but such a comparison is neither surprising nor fair. For the most 
part, the kibbutz founders were trained in European gymnasiums 
whose intellectual level is very high. Moreover, they were raised 
in a culture which placed a high premium on intellectuality, 
whereas their children are expected to excel in work as well as 
studies. 

But parents are not their only models. The persons held up to 
the sabra students for emulation (aside from the great political 
emancipators) are scientists, artists, and scholars. That these con- 
tinue to serve as important figures for the sabras is evidenced by 
the many references made to them in ordinary conversation, in 
interviews, and on tests. Compared to them, the sabras, of course, 
are intellectually inferior. Again, the distorted self-image of the 
sabras is a function of exaggerated adult demands. 

Although the sabra perception of themselves as insufficiently 
educated is to a considerable extent a distorted one, nevertheless, 
there may be some realistic basis for their feeling of intellectual 
inferiority. This has to do not so much with their intellectual 
interests or attainments but with their intellectual functioning. 
There is some reason to believe that the ereative powers of at 
least the younger sabras are poorly developed. Their TAT stories, 
for example, are very brief. This may be due to factors other than 
lack of imagination or repression — boredom with the task, for 
example, or lack of rapport with the administrator. Both appear 
unlikely, however, in view of the following incident. Two second- 
grade students, attached to me, who had originally been excluded 
from the testing sample, pleaded to be allowed to take the TAT. 
When I agreed, they were overjoyed. In spite of their eagerness, 
however, their stories were as brief as those told by the other 
students. 

Even more important is the testimony from kibbutz teachers. 
When informed of the brevity of the children’s TAT stories, a 
nursery teacher with many years of experience replied that she 
was not at all surprised, because, in her opinion, the children have 

^ Their parents’ motivations, moreover, were different from theirs — an 
observation that suggests a hypothesis coneerning intelleetual aehievement. The 
parents were not only members of an underprivileged minority group; they were 
also in rebellion against their parents. It is our hypothesis that motivation for 
intelleetual achievement, particularly when other avenues for achievement are 
closed, is a function of either of these above two conditions. Where both condi- 
tions obtain, such motivation is magnified. Hence, the lower achievement of the 
sabras may be interpreted as a function of their lack of minority group status 
and of the absence of parental rebellion. This interpretation is supported by the 
observation that the most intensely intellectual students in the Mosad are those 
whose family lives are the most disturbed. 
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little imagination. Similar opinions were expressed by Mosad 
teachers about their students. The latter, furthermore, were char- 
acterized by some of their teachers as being deficient in abstract 
ability. They have, it is claimed, no interest in abstract discussions, 
and it is all but impossible to get them to write essays on abstract 
subjects. This resistance to the abstract was graphically demon- 
strated during a grammar lesson. Although the students have no 
difficulty expressing themselves in correct grammatical usage, the 
tenth-grade class became utterly confused in discussions of gram- 
matical theory. Although they do not confuse the active and pas- 
sive forms of the verb in ordinary discourse, the teacher had to 
explain the theoretical difference repeatedly before the distinction 
between the two forms was finally grasped. 

A final characteristic of sabra intellectual functioning that may 

contribute to their feeling of intellectual inferiority is their ina- 
bility to concentrate for long. (This inability is characteristic, at 
least, of the adolescents. We have no data for the adults.) They 
cannot, as one teacher put it, ''stay at any one thing for any length 
of time. They scatter their energies over a number of things, or 
they jump from interest to interest.” Another teacher said that the 
students reminded her of the eight-year-olds she had taught in 
England, insofar as their ability to concentrate is concerned. 
Hence, the ninety-minute lesson, she felt, was too long a time span 
in which to sustain their interest. 

Thus, although some of the bases for the sabra feeling of 
intellectual inferiority are, in my opinion, groundless, there are, 
nevertheless, some realistic grounds for it. Since the study of 
intellectual functioning was not an explicit aim of our research, I 
have little data on this problem, and could only speculate on the 
causes of the minor deficiency which is tentatively suggested by 
some of the data. It is to be hoped, however, that the projective 
tests will yield additional information. 

Jewish identity. As discussed above, the sabras harbor few 
positive feelings for Judaism. They are not merely indifferent to 
Judaism but actually hostile to it. Their reluctance to read Jewish 
literature, to study Jewish history, to listen to Jewish music, it 
must be obvious, is based on more than intellectual disagreement 
or aesthetic dissatisfaction. For if the music is labeled "Russian,” 
rather than "Jewish,” they admire it. And Shalom Aleichem and 
Mendele are "boring,” not because they are inferior writers, but 

A resistance to the abstract, rather than lack of intellectual interest, may 
well motivate some of the disturbance so characteristic of the kibbutz classroom. 
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because they write of the ‘narrow” and “superstitious” shtetl. 
But the narrowness and superstitions that characterized the shtetl 
are surely no less evident in the Indian and Chinese villages about 
which the sabras delight in reading. Sabra hostility to Judaism 
must, therefore, be emotionally rather than cognitively grounded. 
And it is our hypothesis that their hostility is a defense mechanism, 
a mechanism which serves to protect them from those feelings of 
shame and inferiority that any encounter with a negatively evalu- 
ated identification arouses. In short, the very hostility which the 
sabras display toward Jews and Judaism leads us to infer that 
they experience deep feelings of inferiority because of their identi- 
fication with them. 

“Identification” is an ambiguous term, as far as its agent is 
concerned. One may be identified with a particular group or cul- 
ture by persons other than oneself, or one may oneself identify 
with a particular group or culture,^^ or both. It is well-known, 
and frequently observed, that these two types need not necessarily 
coincide. Both types, however, are crucially important for one’s 
self-conception. For to the extent that the self is a product of 
one’s various identifications, one’s evaluation of them provides an 
important basis for the evaluation of one’s self. Identification, in 
either sense of that term, with a positively evaluated group or 
culture, produces feelings of self-regard and self-esteem. Identifi- 
cation with a negatively evaluated group or culture, on the other 
hand, produces self-feelings of shame and of inferiority.^^ 

The sabras are identified, in both senses, with Jews and with 
Judaism. They are willy-nilly labeled as “Jews” by others — a 
practice which inevitably establishes their cultural pedigree. And 
they have unconsciously identified themselves with Jews and with 
Judaism if only by virtue of the many Jewish models — parents, 
nurses, and such — who served as objects of imitation or identifi- 
cation in the process of sabra personality development. But their 
identification with a culture assumed to be inferior produces a 
self-conception which necessarily entails feelings of shame and 
inferiority. Since, however, they cannot undo the identification — 
the defense mechanism of “denial” would, in this instance be to 

The latter may be divided into two subclasses — conscious and unconscious 
— identification. 

Although the self-conceptions which derive from either type of identification 
are similar in valence, it is possible, if one likes, to make phenomenological 
discriminations between them. Depending on one’s personal evaluation of the 
group or culture, the self-conception which derives from being identified by 
others with the group or culture in question involves feelings of pride or shame; 
but the self-conception which derives from identifying oneself with that group or 
culture involves feelings of superiority or inferiority. 
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no avail — the only defense against sueh painful feelings is one 
of dissociation from their instigation — Jews and Judaism. If one 
does not interact with the object of one’s identification, one is not 
reminded of it. 

If this analysis is valid, then one must label as naive their 
teacher’s suggestion that the sabras view the shtetl as they view a 
Chinese or Indian village. Although all three villages may be 
equally quaint and exotic to the indifferent — that is, the detached 
— observer, the sabras are not detached from the shtetl. As de- 
tached observers, they can find entertainment in descriptions of 
the Chinese village; as attached observers, they can only be pained 
by descriptions of the Jewish village. To read Mendele, therefore, 

becomes a highly threatening experience. For to be reminded of 
the shtetl is, since they are identified with it, to experience feelings 
of shame and inferiority. The refusal to read Mendele may thus 
be interpreted as an ego-defense whose function is to preclude the 
arousal of these emotions. 

This same mechanism probably motivates their reluctance 
to study Diaspora Jewish history. For the desire of the sabras to be 
known as heroes is threatened by their identification with those 
who in their opinion have acted unheroically. By the same token 
the sabras both hate and fear the Oriental immigration. They fear 
the immigrants, perhaps, because that ghetto culture, of which 
they are so ashamed and which they believed to have been 
destroyed, is in danger of being revived by them. They hate them 
perhaps because the constant sight of these living representatives 
of the hated ghetto culture and mentality is a threat to their own 
self-image. Moreover, the sabras fear that the presence in Israel 
of these Oriental Jews may result in their (the sabras’) being 

identified by others with them. Hence, even the young students 
of the seventh grade are at great pains in their essays to distinguish 

between ‘modern” Israelis, on the one hand, and Oriental and 

orthodox Jews, on the other — and to identify themselves exclu- 
sively with the former. 

This hatred and fear become even more understandable in 
view of the fact that the realization that 'the Oriental and the 

orthodox are, like themselves, Jews frequently comes as a shock 

to the sabras. For kibbutz children the word “Jew,” if used at all, 

has only one contemporary referent — a chaver kibbutz. That this 

SomG Israelis, of course, have adopted the mechanism of denial. Those who 
are affiliated with Alef explicitly deny any historical connection between (superior) 
Israelis and (inferior) “Jews,” viewing the former as the spiritual, if not physical, 

descendants of the ancient Canaanites. 
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label applies as well to persons so dissimilar often eomes both as a 
eonfusing experienee and as a rude awakening. This is illustrated 
by the following story reeounted by a kibbutz father. Some years 
before our arrival in the kibbutz, he took his six-year-old daughter 
to Safed, the eenter of Chassidism, where for the first time she 
encountered bearded, orthodox Jews. She asked her father who 
these strange people were, and when he said that they were Jews, 
she became terribly confused. Until then she had encountered only 
two kinds of people — Jews, by which term she understood the 
kind of people she saw in the kibbutz, and Arabs. She could not 
understand, her father recalled, where these other “J^^s” fitted 
in. For her, and her peers, to have to accept, when adult, the fact 
that the bearded Jews of Safed and the Oriental immigrants are 
Jews, must be a painful experience. 

Thus, a third source of sabra inferiority concerns, not their 
personal abilities, but their group identity. Being identified with 
an ''inferior culture” and an "inferior people,” they feel themselves 
inferior too. 

This explains the functional relationship between sabra in- 
feriority feelings and certain of their symptoms of insecurity — 
hostility and introversion. Perceiving themselves to be inferior, 
they are reluctant to interact with strangers lest they also perceive 
their inferiority. An important motive for the sabra reticence 
with strangers (including the reluctance of some to be tested 
and interviewed) is probably their fear of revealing what they 
think to be their ignorance. Thus, the sabra with the least formal 
education refused even to talk with us, and the sabra whose con- 
versation and behavior revealed the greatest intellectual insecurity 
refused to be tested. A third acceded only after much resistance. 
When the latter first became aware of my desire to test him, he 
began to avoid me, although he had formerly been friendly. He 
later told my wife that he did not want to be tested because he 
did not want to know about himself — and he did not want others 
to know either. He was, he said, afraid. But when, after postpon- 
ing the interview a number of times, I chided him by suggesting 
that he was putting me off, he responded with, "Why should I 
put you off? What have I got to be afraid of?” And, again, when 
I chided him for canceling an interview, he said that he had no 
reason to put me off, for why should he have "anything to be 
afraid of?” 

The sabras’ inferiority feelings perhaps also contribute to their 
acute embarrassment with strangers. Embarrassment is a frequent 
response to those situations in which one feels subordinate or in- 
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ferior. It is painful to interact with those who, one believes, per- 
ceive one to be inferior. Sabra hostility to strangers may similarly 
be traced to their feeling of inferiority. Fearing rejection at the 
hands of those who, they feel, regard them as inferior, the sabras 
respond to this anticipated rejection with hostility. Hence, their 
hostility is a defense in which the sabra seems to say, 'I’ll reject 
you before you can reject me.” 

SABRAS AND INSTITUTIONAL CHILDREN 

For the reader familiar with the literature on institutionalized 
children^^ it should now be apparent that there are striking simi- 

larities between them and the sabras. But these similarities are 
frequently more apparent than real. The institutionalized children 

are characterized by a flattening of affect; the sabras by a repres- 
sion of affect. The former cannot establish emotional ties; the latter 
can, and do, though they are initially wary in the extreme. Their 
warm relationships with spouse and children, for example, indi- 
cate their ability to form emotional ties. Their relationships with 
others, moreover, though not of an intimate nature, are charac- 
terized by affection and concern. Studies of institutionalized chil- 
dren, moreover, show them to be often psychopathic; that is, they 
have either deficient superegos or none at all. Hence they are 
frequently characterized by stealing, deceit, evasion, lying, and 

so on. None of these characteristics applies to the sabras, who 
have strong superegos. I know of only one instance of stealing 
among children (see pp. 268-269), and, to the best of my knowl- 

edge, there are no instances in adolescence or adulthood. Evasion, 
deceit, and lying are the antitheses of the sabra personality. If 
anything, always forthright in behavior, they are guilty of the 
opposite. Honesty — sometimes austere and painful honesty — is 

one of the most characteristic of sabra personality traits. "Regard- 
less of what you might think of the sabras,” commented one par- 
ent, "they are always honest.” In this judgment, the kibbutz, to 
a man, would concur. All of my experiences with the sabras only 
serve to confirm the truth of this unanimous judgment. 

Institutionalized children, finally, reveal serious intellectual 

deficiency — lack of concentration and of abstract ability. Some 
sabras reveal a similar deficiency, but the degree of impairment is 
much less serious among them than among the institutionalized 
children. If our data are reliable, about 15 per cent of kibbutz 
high-school students reveal some intellectual deficiency but 

^^For a detailed summary and analysis of the literature, see John Bowlby, 
Maternal Care and Mental Health (London: World Health Organization, 1951). 
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there seems to be no reliable basis for assuming a lower percent- 
age among American high-school students. There is reason to 
believe, moreover, that at least some of these 15 per cent are not 
permanently impaired. The special teacher who works with these 
children informed me that many of them had made remarkable 
progress in the course of a few months’ work with her. 

The sabras, in sum, are not institutionalized children. They 
show signs of disturbance, but — for the most part — they are not 
neurotic, and they most definitely are not psychopathic. For the 
social and emotional structure of the lives of kibbutz children 
differ in some crucial respects from those of institutionalized chil- 
dren. The conditions responsible for emotional deprivation in 
these latter children — from which most of their difficulties al- 
legedly derive — are divided by Bowlby into three broad types: 
“(a) lack of any opportunity for forming an attachment to a 
mother-figure during the first three years . . . (b) deprivation 
for a limited period — at least three months and probably more 
than six — during the first three or four years ... (c) changes 
from one mother-figure to another during the same period.” 
The first condition is not found at all in the kibbutz, and the others 
are found only with important qualifications. The kibbutz child 
patently establishes a relationship with a mother-figure — indeed, 
more than one mother-figure — in the first three years. His rela- 
tionship to both his biological mother and father is exceptionally 
strong, as is his relationship to his mother-surrogate, the nurse. 
His mother may, of course, go away for a limited period each 
year — sometimes for a few months — and this, as we have shown, 
is frequently a source of deep disturbance for the child. But the 
kibbutz socialization system protects the child from absolute 
deprivation. Though his mother is gone, his nurse — who is a 
genuine mother-surrogate, and to whom he is deeply attached, 
prior to his mother’s departure — remains. She not only continues 
to give him the nurturance which he has come to expect from her, 
but — in the case of perceptive nurses — she tries to compensate 
for his mother’s absence by giving him an abundance of love. 

Similarly, though the child experiences a change in mother- 
figures (nurses), which is painful in the extreme, he nevertheless 
is protected from the more drastic effects of change by the con- 
stancy of his parents. Though his nurses are transient, his parents 
are permanent. And it is the permanence of the latter figures — 
emotionally, the more important ones — that deprives the change 
in nurses of its potentially extreme consequences. However, should 

“ Bowlby, Maternal Care, p. 47. 
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his parents go away at the same time that his nurses are ehanged, 
the kibbutz ehild does suffer extreme deprivation. And we would 
guess — though we have no data on this point — that the seriously 
disturbed sabras are those who suffered this double deprivation. 

It is for the same reason — the existenee of multiple parental 
figures — that parental “rejection,” although severely frustrating, 
does not lead to pathological consequences. For though the parent 
may no longer shower the child with love, the nurse continues 
to play her normal, nurturant role. And, moreover, although nurses 
are changed, the average nurse is a highly nurturant figure with 
whom the child — despite his frustration by the departure of a 
previous nurse — does establish a warm emotional relationship. 

Two other conditions which serve to mitigate the painful reac- 
tion to the sabra’s “deprivation” experiences must be mentioned. 
The very existence of multiple parent figures protects the child 
from exclusive cathexes. Since his emotional attachments are 
diffuse rather than concentrated, the pain attendant upon the 
severance of one of these cathexes is probably considerably at- 
tenuated. 

A final mitigating influence in sabra “deprivation” is the peer- 
group, a source of protection and an object of love for the kibbutz 
child. Though abandoned at night by his parent figures, he re- 
mains together with his peers. Their importance as dispellers of 
fear may be inferred from the difference between the child’s 
behavior when he is with them at night and when he is isolated 
from them. But the peers not only serve to protect him from fears, 
they are also sources and objects of love. Thus, to no small degree, 
they compensate him for any emotional deprivation he may suffer 
from parent figures; and they serve to further diffuse his emotional 
cathexes, thereby mitigating the pain of deprivation by the parent 
figures. 

The socialization system of the kibbutz not only precludes the 
possibility of severe deprivation, but it contains other character- 
istics which, according to our present knowledge of personality 
development, make for positive emotional adjustment. Both nurses 
and parents are warm and nurturant, and their love is non-con- 
tingent. These adults neither give nor withhold love as a function 
of compliance by the child. They do not offer their love as a bribe 
to the child. Moreover, they never, objectively viewed, withdraw 
their love (although the child perceives certain aspects of their 
behavior as withdrawal of love). Second, members of the entire 
kibbutz play nurturant roles toward the child. Since he has 
numerous opportunities to interact with almost every member, he 
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soon achieves a measure of security in the entire kibbutz. Third, 
training in the various behavior systems — oral, anal, sexual, and 
aggression — is highly permissive. In the terminology of Whiting 
and Child, “initial satisfaetion” — with the single possible exeep- 
tion of nursing — is high, and “socialization anxiety” is low. 
Fourth, the great esprit de corps in the various kevutzot gives the 
ehild a sense of security within his group. 

Similar conditions making for security are to be found in later 
ehildhood. There are no marks, exams, or passing and failing 
grades in school to induce feelings of anxiety. And, since the 
kibbutz is a community of social and economic equals in whieh, 
moreover, differences in parental ability or prestige have no influ- 
enee on the soeial status of the ehild, no child need feel insecure 
beeause of the social or economic “inferiority” of his family. 
Invidious standards of worth and unequally distributed symbols 
of success in ehildhood, as well as in later life, are additional 
pathogenie conditions which are absent in the kibbutz. 

It is hardly surprising, then, that the sabra — despite eertain 
indieations of inseeurity — is an effieient, produetive, and func- 
tioning adult. He is an adult with a sense of values and a con- 

seienee that assures the implementation of those values. He is 
motivated to earry on the basie features of kibbutz culture — its 
eolleetive ownership, distribution aceording to need, agrieultural 
work, collective rearing of children, and its devotion to intelleetual 
and aesthetie values. In short, though his interpersonal relation- 
ships are somewhat disturbed, and his self-perception contains 
painful elements, the sabra is not an “institutional ehild.” He is — 
onee the barriers of introversion and hostility are penetrated — a 
warm, sensitive, and, in some instanees, gracious human being. 

The last sentence is not meant as a final peroration to what has 
been, for the most part, a teehnical discussion. If some observers 
of the sabra have failed to pereeive these qualities, it is because 
they have not taken the trouble or have not had the time to un- 
eover the faqade. For those who, like ourselves, have the time and 
take the trouble, these qualities eventually emerge in bold relief. 
Speaking personally, some of our pleasantest memories eoneern 
our own experienees with the sabras of Kiryat Yedidim. 
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APPENDIX A METHODS OF RESEARCH 

Various techniques were employed for the collection of the data 
which describe the kibbutz socialization system as well as selected as- 
pects of sabra personality and behavior. These techniques included 
systematic and unsystematic observations, interviews, psychological 
tests, questionnaires, and written and published documents. 

OBSERVATIONS 

The vast majority of statements and descriptions concerning kib- 
butz socialization and personality development for the first six years of 
life are based on systematic observations of behavior made by my wife 
and me. These observations were facilitated by the fact that kibbutz 
children live in small groups of eight to sixteen in special children’s 
houses. Since these children remain together for most of the day (and 
night), it is possible to obtain a fairly adequate sample of the entire 
behavioral repertory of a restricted age range without too much diffi- 
culty. By the same token, and with the same ease, it is possible to obtain 
a good sample of the behavior of the child’s most important (quanti- 
tatively viewed) socializer — the nurse. 

At the time of this study there were in Kiryat Yedidim one Nursery 
or infants’ house, three Toddlers’ Houses, two Nursery Schools, and two 
Kindergartens. With the exception of one Kindergarten, which was 
only briefly observed, and one Nursery School which was not observed 
at all, each was observed for periods of from four to six weeks by either 
of us. Since we worked in the kibbutz economy for half a day, we 
devoted only a half day — as well as the evening — to formal re- 
search. So that we could obtain a representative sample of behavior, 
the kibbutz graciously consented to a weekly alternation of our work- 
ing hours — one week we worked in the mornings, the next week in 
the afternoons. This enabled us to alternate our research schedule and 
to make both morning and afternoon observations in each of the chil- 
dren’s houses studied. 

Since one-way screens were not available, observations were made 
in full view of children and nurses. Nevertheless, we attempted, and — 
with the exception noted below — succeeded in becoming unobtrusive 
and neutral objects in the environment. The first few days after our 
arrival we obviously constituted an intrusive element in the children’s 
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social field. Almost everything about us was the object of curiosity. 
Why did we use sun glasses? Did we sleep with our glasses? Why did 
we wear white shirts? Why was there a spiral ring on the notebook? 
Why were we writing? Why were we not writing? Why was the string 
on the camera so short? Why was the pencil so long? What were we 
doing in their group anyway? Why did we speak ‘"that way?” (with an 
accent)? Where did we live? 

After a few days, however, their curiosity wore off (or was satisfied) 
and our presenee was aeeepted. According to the nurses, the children’s 
behavior in our presenee differed in no observable way from what it 
was in our absence. Though their behavior was not pereeptibly af- 
fected, it should be noted that the children’s attitude toward us was 
not neutral. In general, and despite overt aggression toward us, good 
rapport was unquestionably aehieved, and, though taken for granted, 
we seemed to be weleome. 

Although we were generally able to remain in the baekground and 
take notes unobtrusively, an important qualification must be made. 
Beeause of their busy schedules, the nurses cannot always attend to all 
the children’s needs. Aggression, for example, is frequently unsoeialized 
in the children’s houses and the vietim unproteeted beeause of the 
absence of the nurse from the scene. Thus we were frequently con- 
fronted with a conflict between our scientifie and humane values. The 
latter demanded that we intervene to protect the victim; the former 
demanded that we refrain from intervention. For the most part, our 
scientifie interests prevailed. But this procedure was more easily 
adopted by me than by my wife. It beeame quite apparent that she, 
being a female, was expected by the harassed nurse to help when 
neeessary. This expectation created yet another confiiet in interests for 
the observer: on the one hand, she wished to obtrude as little as possi- 
ble into the group; on the other, it was important to maintain good 
rapport with the nurses. The result was the compromise solution of 
interfering only when it was felt to be absolutely neeessary, or when 
the nurse specifically requested it. 

In only one house did a nurse’s implieit pressure for assistance in- 
terfere with my wife’s scientifie role. In the youngest Toddlers’ House 
only one nurse was on duty for the greatest part of the observational 
period; she expected my wife to assume a socialization role. Thus, she 
had little alternative but to intervene actively in the behavior of the 
ehildren when, for example, the nurse went to breakfast, leaving the 
house unattended. This active role of the observer unquestionably in- 
flueneed the ehildren’s behavior in this house, and must be weighed 
in interpreting the data for that group. 

Our system of observation and reeording was simple: we attempted 
to record the behavior of the ehildren and nurses in as great detail as 
possible. This, of course, ineluded verbal behavior. I knew Hebrew 
before going to Israel, but my wife did not learn the language until 
after settling in Kiryat Yedidim. Her knowledge was adequate for the 
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comprehension and reeording of most conversations — exeept for the 
first house in whieh she worked, when she began to study Hebrew. 

Obviously, this ideal was impossible to execute. First, we could not 
write rapidly enough to record everything; seeond, we could not ob- 
serve all the ehildren simultaneously; and third, our theoretieal frame- 
work and research interests inevitably served as important seleetive 
faetors both in the pereeption of behavior and in our reeording of it. 

In the Nursery, the babies spend most of their day in their eribs. 
Though older babies are put in playpens with their peers, for the most 
part there is little interaction among them. At this age the important 
interaction is between infant and mother, or infant and nurse, rather 
than between infant and peer. Observations in this house, therefore, 
were made primarily on individual infants. Sometimes one infant was 
observed for an entire observational period; sometimes many were 
observed suceessively. 

In the other children’s houses, even where the children play in 
groups, not all could be observed simultaneously. The children seldom 
remain together in the same corner of the house or playyard, or seldom 
play in one large group. Our proeedure was to observe behavior and/or 
interaetion in smaller play-groups, without determining, beforehand, 
an arbitrary time period for eaeh session. (Since these play-groups are 
transient and their duration is unpredietable, this would have been 
futile.) If a play-group remained together for a long period, the deci- 
sion to remain with it or to move to another group or another individual 
was determined by at least three eonsiderations. If the group under 
observation persisted in some ongoing activity with little change in 
behavior or in group structure, we would turn to another group in 
order to sample as wide a range of behavior as possible. When the 
nurse was pereeived to intervene — to discipline, inform, console, and 
so on — in the behavior of a group we were not immediately observing, 
we would almost always turn to this latter group in order to have as 
large a sample of nurse-child interaction as possible. Finally, when a 
group was pereeived to engage in some theoretieally important be- 
havior, we would generally shift our attention to it. 

The expression, ‘‘theoretically important,” points to a second quali- 
fication of our stated intention of observing and reeording everything. 
Among the multiplicity of stimuli to which we might coneeivably have 
attended, our perceptions were most sensitive to those responses and 
activities which were most relevant to our theoretieal framework and 
researeh interests. Except in the ease of infants, we were not, for 
example, interested in psyehophysiology or motor behavior. Only in the 
Nursery, therefore, were we eoncerned with observing and recording 
molecular responses. Among the other children, our unit of interest was 
molar activity. 

Since we were primarily coneerned with the social and emotional 
development of young ehildren as the basis for adult personality strue- 
ture and eultural behavior, our pereeptions were even more narrowly 
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focused. Our interest lay primarily in those personality variables whieh, 
presumably, would be most influenced by the uniquely kibbutz aspeets 
of this eulture, particularly by its unique soeialization system. It was 
natural, therefore, that we should be interested in the fate of aggression 
in a noncompetitive soeiety; or in the vagaries of the Oedipus Complex 
in a society in whieh ehildren are primarily reared by parent-surrogates; 
or in the profit motive in a soeiety whose eeonomy is eommunistic; or 
in sexual behavior in a soeiety in which boys and girls sleep in the 
same rooms. 

Just as the study focused on a limited number of personality vari- 
ables, so too it foeused on a limited number of socialization variables. 
The latter were ehosen from among those variables whieh personality 
theory (particularly psychoanalytic theory) and culture and person- 
ality studies have emphasized. We assumed that personality is most 
importantly influeneed in ehildhood by the ways in which socializing 
agents strueture the oral, exeretory, sexual, aggressive (and coopera- 
tive ), and dependeney behavior of children. Henee our most sustained 
interest was elicited by those activities of children, peers, and nurses, 
whieh related to the satisfaction, frustration, or canalization of such 

drives and these were faithfully recorded. With some additions and 
qualifications based on interviews with nurses and parents, the descrip- 
tion of kibbutz children and nurses rests primarily on the behavioral 
protocols which emerged from these observations. 

Although it was among the presehool ehildren that systematie ob- 
servation provided the most important data for the analysis of behavior 
and soeialization, it was employed extensively among the older ehildren 
and adoleseents as well. In the latter two age-groups, however, it was 
confined primarily to the classroom. I spent two months eaeh in the 
grammar and high sehools, observing classroom behavior in the second 
through the twelfth grades. Since the kibbutz elassroom is highly in- 
formal, this technique probably yielded richer data on peer-peer and 
peer-adult interaction, and on children’s attitudes to peers and adults, 
than would have been obtained had this same procedure been em- 
ployed in a more formal classroom situation. But since the classroom 
situation is focused on a relatively few dimensions of experience, and 
sinee the observational sessions in each class were — beeause of the 
large number of classes to be observed — relatively few, it was decided 
that little eould be gained by quantifying the data. A number of gen- 
eralizations nevertheless emerged from these behavior protoeols whieh, 
together with conventional ethnographic observations, comprise mueh 
of the data on these age groups. 

Conventional ethnographic observations differ from those discussed 
above in that they are less systematic. The behavior observed is fre- 
quently not reeurrent; if it is recurrent, it is not repetitive; if it is re- 
petitive, the ethnographer — in order to obtain as wide a sample as 
possible — discovers it by sampling the behavior of a wide variety of 
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individuals (or groups) rather than by taking time samples of the 
same individual or group. In this study ethnographic observations were 
made on the following types of interaction characteristic of the children 
and adolescents: parent-child interaction in the children’s houses, 
parental rooms, and public places; adult-child interaction in the chil- 
dren’s houses and in public places (adult other than parent or nurse); 
sibling-sibling interaction in children’s houses, parental rooms, and 
public places; peer-peer and child-adult interaction in the grammar 
and high schools — in such variegated activities as play, club-meetings, 
parties, celebrations, student government, work, meals. Ethnographic 
observations on the behavior of adult sabras were made during work, 
in the dining room and showers, at public meetings and celebrations, 
in their rooms, and in test situations. In some of these situations, stu- 
dent government, for example, we were observers; in others, such as 
work, participant-observers. In the former, detailed notes were made of 
ongoing behavior; in the latter, brief summary notes were recorded 
during the session and later transcribed as fully as possible. 

Although we were able to observe much, because we lived and 
worked in the kibbutz, and because many aspects of living which are 
generally private in our society are of a public nature in a collective 
society, the data derived from ethnographic observation are, neverthe- 
less, spotty. For some categories, such as aggression or work, they are 
abundant and conclusive. For others, such as adult sabra sexual be- 
havior or parent-child interaction, the data are less satisfactory. Since 
adult sexual behavior is always private, no observations could be made. 
More serious (and more frustrating) is the almost complete absence 
of systematic observations of child-parent interaction. Only for early 
infancy and for the daily leave-taking in later childhood do we have 
systematic observational data. Infants remain in the Nursery the 
entire day and parents must go there in order to see their babies. The 
observer was therefore able to make observations of child-parent in- 
teraction as systematic as those for child-nurse interaction. Except 
for early infancy, however, children go (or are taken) to their parents’ 
rooms for the evening visit, and our observations of child-parent inter- 
action — as far as the parental room is concerned — are of an ethno- 
graphic, rather than of a systematic nature. 

This regretful gap rests on decisions made during field work. Since 
the parental room is small, we did not request permission to make sys- 
tematic observations. For this would have meant a two- or three-week 
intrusion into the privacy of what, in the kibbutz, is a cherished re- 
lationship. We may have been overly sensitive on this point, and, in 
retrospect at least, it seems probable that some of the parents would 
not have viewed our daily intrusion as unduly burdensome. Neverthe- 
less that was our feeling at the time. Consequently, observations on 
child-parent interaction in the latter’s room were of an ethnographic 
nature; that is, they were made during those frequent occasions when 
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we happened to be in a parent’s room when his children arrived, or 
when we were invited to the room at the same time that the children 
were there. And since we lived in the kibbutz for almost a year, we 
were probably not unsuccessful in observing a fair sample of such 
interaction. However, since we were in the rooms as friends rather 
than as scientists, we refrained from making an immediate record of 
our observations. And since these were not recorded until returning to 
our own room, statements based on them are necessarily qualitative. 

The same characterization may be said to apply to other ethno- 
graphic observations of parent-child interaction — in the kibbutz din- 
ing room, on the lawns, at celebrations, and at other public places and 
occasions. The one exception is the parental departure from the chil- 
dren’s house in the evening. Here it was possible to make systematic 
observations. And though these data are a rich source of information, 
they are hardly representative of the range of behavior patterns encom- 
passed in the parent-child relationship. 

Wherever possible we attempted to maximize the possibilities for 
either systematic or ethnographic observations, and to use the resultant 
behavior protocols as the primary data for the generalizations found in 
this monograph. This method has dangerous pitfalls. In systematic ob- 
servations, the time samples chosen may not yield a representative 
sample of the various classes of behavior which are being studied. 
These observations, moreover, may be biased by both the conscious 
and unconscious selection which guides our perceptions. The quantifi- 
cation of the data is another source of possible error. The frequency of 
an act is not necessarily a valid measure of its psychological signifi- 
cance. Ethnographic observations raise an even more critical question 
with respect to their representativeness. And the impossibility of quanti- 
fication, in their case, raises the perennial problem of the validity of 
qualitative descriptions and judgments. Despite these problems, like 
most anthropologists, I am convinced that field work is the indis- 
pensable technique for the study of social behavior and of modal 
personality. Whatever its shortcomings, it seems obvious that if one is 
interested in generalizing about behavior, behavior itself, rather than 
statements about behavior, should be sampled. And if one is interested 
in such hypothetical constructs as drives, emotions, and attitudes it 
seems equally obvious that these are most cogently inferred from 
behavior in its natural context rather than from verbal or written 
statements, screened — as they inevitably are — through the subject’s 
defenses. 

Moreover, the difficulties inherent in other techniques, including 
the increasingly popular schedules and questionnaires, are even more 
serious than those raised by field work. I do not doubt that question- 
naires are both efficient (that is, time-saving) and valid instruments for 
the acquisition of factual data — where there is no need to trust the 
respondent’s memory, and for those topics concerning which the re- 
spondents have little ego-involvement. Yet I have considerable doubt 
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concerning their validity in those instances in which a correct response 
depends on the recall of past events and on topics, such as behavior, in 
which the normative and the descriptive need not necessarily cor- 
respond. In this study, for example, there are important instances in 
which the claims of the nurses — that they employ, or that they refrain 
from employing, certain techniques of child training — are inconsistent 
with our observations. We do not impugn the integrity of the nurses 
to explain this. We need merely call attention to the psychological 
truism that there may be little correspondence between the way a 
person thinks he would or does behave, when queried in an affectively 
neutral situation, and the way he actually behaves under the stress of 
internal need or of environmental press. 

Questionnaire responses, in short, are frequently filtered through 
psychological defenses. And the parent or nurse in the kibbutz may be 
assumed to erect such defenses, not only to protect their own self- 
image, but to protect the image of the kibbutz (with which they are 
identified), which is under attack by its enemies and under the careful 
scrutiny of its friends. In informal conversation, when the parents per- 
ceived the ethnographer as a friend, not as a scientist, bitter complaints 
were expressed concerning the lack of intimacy between them and their 
adolescent and adult offspring. These same parents, when responding 
to a written Questionnaire, said that the latter relationship was excel- 
lent. This is not to deny completely the importance of questionnaires. 
Indeed we used one, but its findings were used as ancillary to, rather 
than as a substitute for, observational data. 

INTERVIEWS 

Since observation — even systematic observation is inadequate 
to the task of answering the many questions to which we wanted an- 
swers, other techniques, including formal and informal interviews, 
were employed. Most interviews, of course, were conducted in Hebrew. 
Where observational data were either absent or poor, these techniques 
provided the primary data. When observational data were good, they 
were used to supplement those data, to check on their reliability, and to 
support the generalizations which were derived from them. "Formal 
interviews” were those situations in which an appointment was ar- 
ranged with the interviewee, and the interview proceeded according 
to a schedule. "Informal interviews” are those instances — working in 
the fields, observing in the children s houses, visiting in rooms — in 
which questions were asked and answers obtained regarding any facet 
of our research which came to mind in the situation. Moreover, since, 
in the latter situation, it was incidental to the activity at hand, the 
interview was not structured as such, either by the ethnographer or the 
subject. In all, open-ended questions were employed; but in the formal 
interview, the responses were recorded immediately; in the informal 
interview, they were often not recorded until later. 
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Respondent-type^ interviews — both formal and informal — were 
conducted with all nurses, nursery teachers, and teachers in all age 
groups in which we worked. These were designed to get at three kinds 
of data: information about the socialization and educational systems, 
information on the children — individually and collectively — under 
their supervision, and an expression of their attitudes toward, and an 
evaluation of, both the children and the system. 

Respondent-type, informal interviews were conducted with a large 
number of parents, and informant-type informal interviews were con- 
ducted with many kibbutz members, in order to obtain similar informa- 
tion. 

The great bulk of the interview data, however, is derived from the 
sabras themselves. In addition to informal interviews with a majority 
of sabras, formal interviews — both respondent- and informant-type 
— were conducted with approximately half the sabra population from 
the ages of six through eighteen, and with all but one of the adult 
sabras — those over twenty-one. 

In order to obtain certain types of personality data — particularly, 
on emotions, attitudes, and values — all sabra subjects were admin- 
istered the Stewart Emotional Response Test and the Bavelas Moral 
Ideology Test.^ Although termed, “tests,” I viewed them primarily as 
interview schedules. Hence the instructions for the latter test were 
changed from “What could a boy (girl) of your age . . . ?” to “what 
could you . . . ?” The data derived from these interview schedules 
are employed extensively throughout this book. When used with cau- 
tion,^ they provide a rich source of quantifiable data, which are par- 
ticularly useful for age-grade comparisons, both within the kibbutz 
and between the kibbutz and other societies. The Emotional Response 

^ Respondents are interviewees from whom information is requested concerning 
themselves. The interviewer is concerned with their attitudes, beliefs, opinions, and 
behavior. Informants are interviewees from whom information is requested con- 
cerning their culture. Viewing them as experts on their culture, the interviewer 
wishes to elicit information on such matters as cultural beliefs and norms. 

^ For a description of these tests, see Havighurst and Neugarten, American 
Indian and White Children. 

^ Caution is required for a number of reasons. First, the responses tell us 
nothing about unconscious motives or about the role which these attitudes, values, 
and so forth, play in the personality dynamics of the subjects. Second, they provide 
no information about the intensity of response preference, but only about tlie 
frequency with which responses occur. And, conceivably, though certain responses 
occur less frequently than others, they might be much more important in the 
motivation of behavior because they represent drives of a greater intensity than 
those mentioned more frequently. Third, the importance of certain categories may 
be unduly inflated because some subjects give more responses than others. 
Finally, since apparently different responses of many subjects, when coded, were 
assigned to the same category, it was necessary to compute the percentage of 
each category on the basis of the total number of responses, rather than on the 
total number of subjects. This, too, might serve to distort the conclusions since 
the responses of productive subjects might, consequently, have been given undue 
weight. 



METHODS OF RESEARCH 473 
and Moral Ideology tests constituted one part of a larger interview 
schedule used with all subjects over thirteen years of age. The other 
questions of the schedule concerned such matters as interpersonal re- 
lations, sex, relationship to parents, attitudes to the kibbutz, political 
attitudes, and other aspects of their private and public lives. Data ob- 
tained from these interviews form the basis for many generalizations 
about sabra personality. 

Since interviews are vulnerable to the same criticisms directed 
against questionnaires, some comments on the validity of these inter- 
view data are necessary. These comments apply with equal force to 
our behavioral observations, as well. Neither interview responses nor 
behavioral observations speak for themselves. Like the answers to a 
v/ritten questionnaire, they must be interpreted. Though it is important 
that observations be made of behavior in its natural context — in its 
ecological and socio-cultural setting — it is equally important that it be 
interpreted in its psychodynamic context — in terms of the needs 
which the actor hopes to satisfy, and of the system of defenses which 
mediate his various needs (particularly his drives and values) when, 
as so often happens, they are in conflict. 

This stricture applies to verbal behavior as well. Without an under- 
standing of the interviewee’s defenses, the interpretation of many of his 
statements may frequently fall short of the truth. Our preference for 
the open-ended interview( which we used extensively) over the closed- 
ended questionnaire (which we used infrequently) lies in the fact 
that the former lends itself more readily to the understanding and 
analysis of defenses. Two subjects, for example, might have identical 
high scores on an attitude scale designed to measure parental love. In 
one case, however, the high score may reflect a strong reaction forma- 
tion against a deep-seated hatred for the child; in the other it may 
represent genuine love. It would be a grievous error to assume that 
these identical scores reflect an identical attitude; and it would be 
compounding the error to assume that they stem from the same ante- 
cedent conditions or that they lead to similar behavior. 

In an interview, on the other hand, it is often possible to detect a 
genuine from a defensive attitude by various verbal and motor cues, 
and by skillful questioning in those areas in which one suspects the 
operation of defenses. The validity of psychodynamic interpretations 
of interview data is, of course, no better than the current state of dy- 
namic personality theory available to the researcher, and — perhaps 
more important — than his clinical skill and insight. Psychodynamic 
interpretations are hazardous in the extreme. But, if it is the case that 
behavior is a product of unconscious, as well as of conscious, drives, 
perceptions, and cognitions, and, if it is the case that much behavior is 
a product of psychological defenses v/hich function to protect the in- 
tegrity of the self by resolving conflicts between drives and values, 
then any interpretation of behavior which does not come to grips with 
these crucial aspects of behavior is more hazardous than one which 
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does. For, while the latter interpretation may be, the former most 
certainly is, false. 

QUESTIONNAIRE 

Since systematic data on parental socialization was lacking, a ten- 
page questionnaire was constructed dealing with various aspects of 
parental socialization techniques, which all interested parents were 
requested to fill out. Only sixteen parents — representing, it is assumed, 
sixteen married couples — complied with our request.^ Because of the 
smallness of the sample, and the author’s skepticism concerning ques- 
tionnaire data, this instrument is used with extreme caution indeed. 

DOCUMENTS AND PUBLICATIONS 

To obtain information on sabra attitudes and values, as well as on 
their imaginative and fantasy life, various types of literary products 
were analyzed. These included a one-year sample of essays written by 
grade- and high-school students, and a two-year sample of the high 
school monthly magazine. Moreover, a series of essays on various 
political and ideological subjects were obtained from the students in 
the seventh grade. The topics, suggested by the author, were assigned 
by their teacher to be written in class as their weekly theme.^ 

Data on the history and philosophy of collective education were 
obtained, not only from interviews, but also from published materials 
of various kinds. These included books, magazines, and newspapers 
published by The Federation. 

PROJECTIVE TESTS 

Since the personality theory which guided our research lays great 
stress on unconscious motives in behavior, a battery of projective tests 
was employed for at least two purposes: to check on the inferences 
concerning personality dynamics derived from our clinical impressions, 
and to provide information on those topies for which data were not 
(or could not be) obtained by other techniques. 

The Rorschach and Thematic Apperception Tests were adminis- 
tered to approximately half the sabra population between the ages of 
six and eighteen, and to nine of the eleven adult sabras (the other 
two refused to be tested). In addition, free drawings were collected 
from all children between the ages of two and six, and the Picture 
Frustration Test was administered to all children from six through 
twelve. 

* The Questionnaire was printed in Haifa only after our return to the 
United States, and it was only through the cooperation of Professor William 
Brinner, who also helped to translate the questions into intelligible Hebrew, that 
the cooperation of even sixteen subjects was obtained. 

® Again I wish to acknowledge my debt to Professor Brinner, whose efforts 
made this project possible. 
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Originally, I had intended to analyze these tests myself, but later 

I decided against this procedure for technical reasons.^ This decision 
served to delay their analysis, so that the present volume is not based 
on them. A third volume in this series — devoted exclusively to sabra 
Rorschach and TAT protocols — is therefore planned. 

® First, I felt that these instruments could yield maximal data when analyzed 
by a specialist — which I am not. Second, I felt that my own interpretations 
would reflect personal knowledge of the people — a possibility which would cast 
doubt on the validity of the interpretations. And, if this were the case, one of the 
purposes for which they were used — to provide some measure of reliability for 
clinical interpretations of observations and interviews — would be seriously com- 
promised. I therefore decided to enlist the cooperation of a clinical psychologist 
who, working independently, would make “blind” interpretations of these tests. 
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GRADE 7 

The Ancient East — 75 hours 

1. What is history and what is its function? 
2. Prehistoric period. Techniques of Investigation. Culture of 

Early man. Palestinian finds eoncerning prehistory. 
3. Two discussions on causes of development of human so- 

ciety. The importanee of objeetive eonditions (geographie, 
climatic). Social forms; the spiritual world of man in pro- 
gressive steps. 

4. Development of writing. 
5. Egypt — the Nile. Strueture of aneient Egypt. Division into 

seetions. Teehniques of early agriculture. The plaee of the 
large eities. Egypt today. 

6. The first periods in history of aneient Egypt. The early and 
middle kingdoms. Dates in history. 

7. Basic expressions of Egyptian culture. Physical and spiritual 
culture. Life in village and eity. Arehiteeture; how teehnical 
diffieulties were solved. Medicine; art; literature; social 
classes; religion; areheologieal sites. 

8. Late kingdom; imperialism; exceptional personalities; 
Egypt and Israel; religious reform; contaet with Babylon. 

9. Last period, till eonquest by Persia. 
10. Mesopotamia. Mesopotamia today. 
11. Sumer and Akkad. 
12. Basie expressions of Babylonian culture. Cities; basie eeon- 

omy; laws; religion; art; literature and myth; elasses; 
Hammurabi. 

13. Diseussion — differenees between Egyptian and Babylo- 
nian culture. 

14. Assyrian imperialism in rise and deeline. Mainstreams in 
Assyrian society and eulture; Babylonian language and al- 
phabet; Assyrians and their international functions; cunei- 
form. 
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15. New Babylonian kingdom; Babylonia and Egypt; city of 
Babylon as cultural center of time. 

16. Other peoples in the fertile crescent at that time. 
17. Concluding discussions; questionnaires; art, models; etc. 

First Period of National Independence — 90 hours 

1. Objective and subjective conditions for political crystalliza- 
tion; Bible as historical source; Jewish historians. 

2. Questionnaire review of period of David and Saul. 
3. Solomon — attainments and difficulties in this period; agri- 

culture; industry; commerce; architecture; classes; relations 
with neighbors; cultural influence on other peoples; social 
life; customs; figure of Solomon in legend. 

4. The splitting of the kingdom — reasons; reasons for general 
flowering; Israel and Aram; dynasties; foreign cultural in- 
fluences. 

5. Beginnings of prophesy. 
6. From Jehu to the destruction; Assyria and Israel; ten lost 

tribes. 
7. Amos; function and work of prophets; summary discussions 

on this period. 
8. Judah after the split; Judah and Israel; Judah and its 

neighbors. 
9. Hezekia period; economic and political conditions; Isaiah 

and Micah; Assyrian conquests. 
10. Destruction of Judah; internal and external conditions; exile 

and remnant; Jeremiah and Ezekiel. 
11. Babylonian exile. 
12. Return; political exchanges; first aliah. 
13. Summary, notebooks, etc. 

GRADE 8 

Ancient Greece — 81 hours 

1. Greece and the Eastern Mediterranean; Balkan Peninsula; 
economy; economic conditions today. 

2. Life of ancient tribe; internal structure; transition from no- 
madic to sedentary life. 

3. Age of wandering in Greece; cultures of Aegean. 
4. Homeric period; ancient legends; early Greek religion; Troy 

and Mycenae; legends, Iliad, Odyssey; Homer. 
5. Polis; geographic causes; class struggle in city-states; spirit- 

ual and material culture; personalities; written and un- 
written law; Athens and Sparta; cities of Asia Minor. 

6. Discussion of city-states in Egypt and other countries. 
7. Persian wars; historical writers in Greece; after Persian 

persecution; economic and social results. 
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8. Golden age o£ Greeee; art; drama; literature; philosophy; 
scienee; daily life; holydays; education; read two plays — 
Prometheus and Antigone. 

9. Athens and Sparta; struggles between them; Peloponnesian 
War; personalities; Thucydides. 

10. The tottering of Athenian democracy; reasons for failure of 
Athens in war; individual and group; slavery; imperialistic 
designs. 

11. Ancient regime. 
12. Conquests of Alexander 
13. Culture of Egypt and the East. 
14. Summaries, etc. 

Second Temple — 78 hours 

1. Period of return — Ezra and Nehemiah. 
2. Suzerainty of Greeks — contact of cultures; Septuagenta; 

Hellenizers; Jewish centers in the Fertile Crescent. 
3. Seleucid dynasty and “orders of conversion.” 
4. Maccabean rebellion; social and political backgrounds of 

rebellion; historical events; Maccabees as historical mission. 
5. Judean freedom; political causes that aided the strengthen- 

ing of Judah; economic organization of country; spiritual 
and social streams. 

6. Review discussions on Mediterranean countries. 
7. History of Roman republic. 
8. Road to loss of independence; Roman intervention — house 

of Herod; rule passes to foreigners; economics and material 
culture; overthrow of high priesthood; struggle for national 
values; Sanhedrin and Spiritual hegemony; religion of 
Israel and of the East. 

9. Agrippa. 
10. Loss of independence; Roman rule; sects; necessary causes 

of revolt; the revolt; Josephus; destruction and exile; 
Yavneh. 

11. Historiography and falsifications of this period; literature 
on the period. 

12. Literature of period — from Sefer Ha-aggadah. 
13. Gonclusions. 

GRADE 9 

Feudalism —122 hours 

1. Geographical background. 
2. Rome under the Caesars; economics; society and culture 

in the period of the flowering of Caesars; economic and 
social exchanges in late empire; decline of empire. 

3. Eastern empire; Byzantine rule; Byzantine culture. 
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4. New kingdoms — wanderings of peoples; development and 

beginnings of peoples who inherited Roman empire; de- 
eline of eities and eommeree; beginnings of barter eeon- 
omy; beginnings of natural and autarchic economy; new 
social hierarchy; new social structures; customs. 

5. Development of Church from early Christianity till rule of 
Papacy; Jesus and disciples; Christianity in Roman Empire; 
structure and activities of Church; struggle between Papacy 
and kings. 

6. Feudalism — conclusions. 
7. Islam; geographic backgrounds of Arabia; beginnings of 

Islam; spread of Islam; political and cultural centers of 
Islam; cultural expressions. 

8. Crusades and results; development of trade, rise of cities; 
rise of commercial classes — bourgeoisie. 

9. Social movements — peasants’ rebellions. 
10. Political development in thirteenth through fifteenth cen- 

turies. 
11. Cultures of middle ages — art — religion — knowledge. 
12. Conclusions. 

Literature to be read: selections from New Testament, Koran, 
Omar Khayyam. 

From Independence to Dispersion — 81 hours 

1. Autonomy in Israel — oppressive economic and political 
struggles; new organization; rebellions (Bar Kochbah and 
the others); Mishna; final breaks between Judaism and 
Christianity; literature — Mishna and aggadah. 

2. Babylonian center; beginnings; autonomy in Golah; eco- 
nomic changes — from agriculture to middle-men; Talmud; 
hegemony of Babylonian Judaism; social movements (mes- 
sianic); decline. 

3. North African centers. 
4. Spanish center — in days of Visigoths; Jews under Islam 

rule; Jews in cultural and economic life of Spain; revival of 
Hebrew creativity; secularism in spiritual creations; Ibn 
Gabirol and poetry; Yehuda Halevi; philosophy and religion 
— Maimonides, and sections from Moreh Nevuchim; devel- 
opment of mysticism. 

5. Conclusions. 

GRADE 10 

From Feudalism to Capitalism — 132 hours 

1. Decline of feudal economy and rise of cities — develop- 
ment of international trade; division of labor and begin- 
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nings of manufacture; decline of feudalism as social and 
political system. 

2. The new man and his world — Renaissance inherits the 
Gothic; literature — revival of classic values, and contem- 
porary creations; revolution in science — Copernicus, Ga- 
lileo, Kepler, Bruno; Renaissance in other parts of Europe; 
Diirer, Holbein; new political concepts — Machiavelli; hu- 
manism, utopianism (read T. More). 

3. Geographic background. 
4. Social background — religious stirrings in central Europe; 

rise of oppressive and exploitative regime; political splits; 
economic decline after these revolutions; revolt against 
Catholic church; Luther; peasant rebellion; revolt of knights 
and princes; status of the bourgeoisie; commune of Miin- 
ster; Calvinism; Thirty Years’ War; Counter Reformation 
and war of independence of low countries; Reformation 
in England. 

5. Geographic background. 
6. England — rising power — order after War of Roses; rise of 

power of commercial bourgeoisie; manufacture; England 
inherits rule of sea. 

7. English revolution; class conflicts before revolt; religious 
sects; Cromwell; Restoration; Bloodless revolution. 

8. Period of absolutism; mercantilism; struggle between bour- 
geoisie and nobility; philosophy in sixteenth through seven- 
teenth centuries; Shakespeare. 

9. Slavic countries — freedom and unification of Russia; Peter 
the Great; rise and decline of Feudal Poland. 

10. Conclusions. 

Beginning of Redemption 

1. Rise of Jewish centers in Europe (France, England, Ger- 
many); changes in economic and political conditions; spirit- 
ual creations; expulsions and wanderings; Rashi, R. 
Gershom, etc. 

2. Decline of Spanish center and rise of new centers — 
expulsion from Spain; centers in Near East; Italy — Jews 
and Renaissance; Holland — Spinoza; Uriel da Costa; 
Jewish community and its organization; social structure and 
economic life; participation and influence of Jews in social, 
economic, and cultural life of general society. 

3. Survey of messianic movements from Bar Kochbah — rise 
of longings for Palestine, immigrations there; the center in 
Palestine; Karo, Ha-Ari; mysticism in Judaism; Kabbalah; 
David Reuveni and Shlomo Molcho. 

4. Jews in Poland—persecutions of 1648-49; Shabtai Zevi; 

Shabtaitic movements and development; Frankists. 
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5. Hasidism — social background of social conflicts; concep- 

tual sources; concept of redemption in Hasidism; weltan- 
sehauung of Hasidism; persons and currents in Hasidism; 
social contributions in Hasidism. 

6. Conclusions. 

GRADE 11 

Victory of Bourgeoisie and Beginnings 
of Proletarian War — 126 hours 

1. Social, economic, and spiritual ferment in eighteenth 
eentury; extension of absolutism and remnants of feudalism; 
sharpening of class conflict; Encyclopedists; Rousseau; de- 
velopment of seience and technology. 

2. United States; geography of United States; settlement in 
United States in eighteenth century; Deelaration of In- 
dependenee and eauses; war of independence and develop- 
ment of United States; liberation of slaves; civil war and 
causes; United States as manufaeturing power. 

3. French Revolution (1) from Rights of Man to Civil War 
(2) Jaeobin Dietatorship (3) Thermidor (4) England and 
Cermany in period of French Revolution. 

4. Reaction and progress; geography; Napoleon; eonditions in 
Europe; restoration; reading in neoelassieist literature; 
Sturm und drang; art; romantieism. 

5. beginnings of proletariat and its theory; industrial revolu- 
tion; chartist movement; Utopians; 1848; Marx-Engels; 

Communist Manifesto; First International. 
6. Beginnings of Central European states. 
7. Literature and art — late romanticism and realism — 

Heine, Balzac, Flaubert, Pushkin. 
8. Paris Commune. 
9. Conelusions. 

The Jewish Problem and its Solution — 110 hours 

1. The Emancipation period — economie and legal ehanges of 
Jews in eighteenth century; Haskalah in Western Europe; 
seienee of Judaism; Neo-Orthodoxy; the Jews and in- 
dustrial eapitalism. 

2. Jews of Eastern Europe; economie life under Czarism; 
Haskalah; Hasidism; Jewish eommunity and class structure. 

3. Literature — Jewish crisis in mirror of literature; Y. L. 
Gordon, Mendele. 

4. Anti-Semitism. 
5. Solutions: assimilation; immigration; autonomy; terri- 

torialism. 
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6. Zionism: Smolenskin; “Auto-emancipation”; Hibath Zion; 
Mosche Hess; Ahad Haam; political Zionism; socialist 
Zionism, aliah and settlement; new Yishuv. 

7. Conclusions. 

GRADE 12 

History and culture of the period between the two wars. 

History of Jewish Workers’ Movement, in Golah and Israel (one 
hundred years of Jewish history); read Herzl, Borochov, Ahad Haam, 
Syrkin, etc. 

Marxism — reading of sources: Marx, Stalin, Lenin; as well as sec- 
ondary sources. 



APPENDIX C TEST RESULTS 

STEWAET EMOTIONAL EESPONSE TEST (PEECENTAGES) 

N - 64 

Age groups 

Category 6-11 12-17 18 + 

HAPPY 

S - 39 99 25 
Property and possessions 6 12 0 

(Food, clothes, presents, etc.) 

Pleasurable group experience 70 36 48 
Celebration and recreation 41 19 4 
Family of orientation 21 12 4 

Reunited with absent parent 8 8 4 
Desire for sibling 13 4 0 

Family of procreation 0 1 24 
Visit by relatives and friends 8 3 8 
Social participation 0 1 8 

Pleasurable private experience 21 19 12 
Travel 15 7 4 
Recovery from illness 3 3 0 
New experience 0 2 0 
Intellectual and artistic experience 0 5 8 
Social privilege 3 2 0 

Achievement 3 23 5^ 
Group achievement 0 3 0 
Intellectual 3 7 4 
Status or prestige 0 10 16 
Work 0 3 4 
Sex 0 0 8 

Miscellaneous 0 8 2 

Reject 0 1 7 

SAD 

S = 40 71 21 
Illness, injury, death 25 29 5 

Illness and injury to self 12 4 0 
Death to others 15 25 5 
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Age groups 

Category 6-11 12-17 18-f- 

Aggression 27 15 
Object of physical aggression 5 3 0 
Object of verbal aggression 10 17 5 
Physical aggression in group 5 1 5 
War 2 0 5 
One’s own anger 2 6 0 

Personal inadequacy 0 17 19 
Failure in task 0 17 19 

Deprivation 27 17 38 
Material 15 7 0 
Non-material (play, travel, etc.) 12 10 38 

Separation 12 5 
From parents 10 1 0 
From group 2 1 5 

Miscellaneous 2 4 5 

Reject 7 

ASHAMED 

3 14 

S = 24 56 23 
Emharrassment before others 79 59 30 

Interact with strangers 71 43 13 
Be looked at 8 16 17 

Personal failure or inadequacy 4 7 4 
Failure in task 0 7 0 
Failure in work 4 0 4 

Wrong-doing (aggression) 

To be discovered in wrong-doing 

4 12 19 

or inadequacy (error) 0 5 26 
Oneself 0 5 17 
Another 0 0 9 

Sexual behavior or exposure 0 9 18 

Object of aggression (verbal) 4 2 0 

Motives misunderstood by others 0 2 4 

Miscellaneous 0 2 13 

Reject 8 

ANGRY 

2 0 

2 = 31 59 24 

Aggression of others 69 83 4 
Against self 59 28 4 

Physical 26 6 0 
Verbal 33 22 4 

Against others (verbal) 10 5 0 
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Age groups 

485 

Category 6-11 12-17 184- 

Lack/loss of material object 3 18 h 

Perversity of others 10 9 25 

Disobedience 10 3 13 

Behavior of political enemies 0 0 8 
Others dirty room 0 3 0 

Obstinacy of another in argument 0 3 4 

Frustrations arising from Kibbutz 

living 3 13 H 
Restrictions on desires 

(non-material) 3 .5 13 

Work irritations 0 0 13 

Invasion of privacy 0 5 8 

Interact with disliked person 0 3 0 

Personal inadequacy 6 6 0 

Failure in task 6 6 0 

Group inadequacy 3 12 26 

Group violates its own norms 3 12 25 

Miscellaneous 10 5 8 

Reject 6 3 0 

AFRAID 

2 = 31 55 23 

Physical environment u 67 47 

Animals 19 29 17 

Wild 16 20 17 

Domestic 3 9 0 

Dark 10 22 4 

Alone in fields 
Physical danger (accident, drown, 

6 2 0 

jump from high place, etc.) 6 4 26 

Social environment: extra kibbutz 26 17 21 

War 13 9 17 

Doctor or dentist (pain) 
Poor economic conditions in 

13 2 0 

Israel 0 4 0 

Alone in strange place 0 2 4 

Social environment: kibbutz 13 5 0 

Aggression 13 5 0 

Self 0 6 13 

Social responsibility or public 
performance 0 2 13 

Discovered in wrong-doing 0 4 0 

Miscellaneous 10 5 9 

Reject 10 11 9 
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Category 6-11 

Age groups 

12-17 18 + 

BESI' THING 

S = 28 49 18 

Property and possessions 18 6 

Family 4 2 6 

Obtain sibling 4 2 0 

Obtain child 0 0 6 

Pleasurable private experience 36 38 46 

Travel 21 16 17 

Work 7 0 0 

Learn 4 16 22 

Social privilege 4 2 0 

Life 0 4 6 

Achievement 0 12 17 

Personal accomplishment 0 6 11 

Prestige 0 2 6 

Good chaver 0 4 0 

Pleasurable experience for others 7 16 12 

Peace 7 6 6 

Welfare of group 0 10 6 

Miscellaneous 7 6 6 

Reject 4 6 10 

WORST THING 

S = 21 44 18 
Object of aggression 6 S 0 

Physical 5 0 0 

Verbal 0 2 0 

Illness, injury, death 47 44 46 

Illness and injury to self 19 13 11 
Death of self 14 20 17 
Death and injury of others 9 11 17 

Wrong-doing {aggression) 5 2 6 

Discovered in ignorance or wrong- 

doing 0 7 0 

War 19 4 11 

Separation 0 16 11 

From parents 0 4 0 
From group 0 11 11 

Frustration of goal 9 11 6 

Material object 9 2 0 

Social desire 0 9 5 

Miscellaneous 19 4 0 

Reject 0 10 22 
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BAVELAS MORAL IDEALOGY TEST, IN PERCENTAGES (N-64) 

VALUES 

Category 

Praised for adherence 

to, or conformity with 

Blamed for violation 

or avoidance of Total 

Age groups Age groups Age groups 

6-11 12-17 18-1- 6-11 12-17 18+ 6-11 12-17 18+ 

S = 28 80 26 35 77 21 63 157 47 
Competence 26 48 66 H 38 34 20 44 51 

Intellectual 11 7 12 3 9 5 7 8 9 
Artistic 4 15 4 0 3 0 2 9 2 
Athletic 0 5 4 0 0 0 0 3 2 
Work 11 20 31 11 17 24 11 19 28 
Leadership 0 1 15 0 9 5 0 5 10 

Self-restraint 4 9 0 66 32 24 36 21 13 
Aggression 4 9 0 49 26 19 27 18 10 
Destroy, steal property 0 0 0 17 6 5 9 3 3 

Personal virtues 0 7 4 0 12 10 0 9 7 
Good/bad character 0 7 4 0 12 10 0 9 7 

Relation to authority 0 0 0 11 3 10 6 1 5 
Obedient/disobedient 0 0 0 11 3 10 6 1 5 

Regard for others 60 19 12 S 8 15 27 14 14 
Generosity 50 19 12 0 5 5 25 12 9 
Dirty room 0 0 0 3 3 0 2 2 0 

Leave kibbutz 0 0 0 0 0 10 0 0 5 

Service 0 12 15 0 9 5 0 10 10 
Social participation 0 12 15 0 9 5 0 10 10 

Miscellaneous H 4 4 3 0 8 2 2 

Reject 7 0 0 3 0 0 4 0 0 
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MORAL SURROGATES 

Category 

Praised Blamed Total 

Age groups Age groups Age groups 

6-11 12-17 18 + 6-11 12-17 18 + 6-11 12-17 18 + 

S = 33 102 23 35 98 22 68 200 45 

Specific person/status 6 5 4 H 7 5 10 6 6 

Recipient 0 3 4 0 7 5 0 5 5 

Others ' 6 2 0 14 0 0 10 1 0 

Parents 21 16 4 H 9 5 18 13 5 

Parents 12 12 4 14 7 0 13 10 2 

Father 0 4 0 0 2 5 0 3 3 

Mother 9 0 0 0 0 0 5 0 0 

“Educators” 21 IS 0 4S 27 0 32 20 0 

Teacher 3 11 0 14 23 0 8 17 0 

Nurse 18 2 0 29 4 0 24 3 0 

Group 45 64 61 18 52 91 32 58 76 

Kevutza 24 22 0 6 19 0 15 21 0 

Chevrah 3 11 0 6 19 0 5 15 0 

Special group 0 17 9 3 3 23 2 10 16 

Kibbutz 18 14 52 3 11 68 10 12 60 

Self 0 2 22 0 0 0 0 1 11 

No One 0 1 4 0 0 0 0 1 2 

Miscellaneous 6 0 4 11 4 0 8 2 2 
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Abandonment, 433, 434, 435-437, 443 
Abortions, 100 
Abstract ability, 455 
Adolescence, kibbutz and Western com- 

pared, 316, 326, 327-328, 336, 424, 
425. See also High School 

Adultery, 49 
Adults, see Nurses; Parents; Teachers. 

For young adults, see Sabras. 
Affection: physical displays of, 217, 

230; distinguished from sex, 223; re- 
jection of parental, 338; strong sabra 
need, 427-429, 435, 440-442, 445. 
See also Integration; Nurses; Parents 

Aggression 
in preschool: against nurses, 73, 

76—77; definition, 152n, 162-163; 
tattling, 163-164; verbal, 164-165; 
physical, 165-168; instigations to, 90, 
167-171, 214, 432; reactions to, 172— 
175, 213, 215; in Transitional Class; 
179n; sanctions of, 181-182; ways of 
handling, 36-37, 183-192; bed-wet- 
ting as weapon, 208; sexual differ- 
ences in, 247—248 

in grammar school: forms of, 271- 
273, 274, 318; sexual differences in, 
281 

in high school: used for social con- 
trol, 309, 310; forms of, 317-318; ob- 
jects of, 317-326 

among adult sabras: attitudes to- 
ward, 362; sociahzed throughout 
schooling, 409-413, 430-431; forms 
of, 416-422, 427-429; as cause of 
insecurity, 433—434, 435, 441—442, 
451; as defense mechanism, 439—440 

Agriculture, 5; training in, 210-211, 
267, 288, 301, 302; sabra interest in, 
371, 395 

Alter-ego, 399, 406, 443 
Ambitions: of sabras, 360, 448; sabra, 

for children, 394-397 passim 

America: negativism toward, 257n— 
258n, 361, 363, 377, 380, 388; curi- 
osity about, 262n 

Animals, 241, 258, 273 
Animism, 382-383 
Anal training, see Toilet training 
Anxiety: causes of, 409, 435—437, 444; 

responses to, 438, 440-441; castration 
anxiety, 235; “moral anxiety,” 407, 
416-422 

Approval, need for, 219, 401-405, 413, 
427-445 passim 

Archeology, 395n 
Architecture, 389 
Army, service in, 345, 444, 449n 
Art: training in preschool, 210, gram- 

mar school, 259, high school, 295; re- 
jection of Jewish, 386, 389; sabra 
emphasis on, 394-398, 444, 454 

Athletics, 143, 260n, 276, 288, 304-305 
Authority: renunciation of paternal, 11- 

16; of teachers, 313; rejection of, 
322-323, 382, 414; as cultural con- 
trol, 399-400 

Avoidance, 442, 445 

Babies, see Nursery 
Bathing: young children, 107, 211; high 

school, 329-330, 348 
Beirur (clarification), 310 
Ben Gurion, David, 381 
Bialik, Haim Nachman, 385 
Bible, 102, 340n; as textbook, 256-259 

passim, 300, 383; attitudes toward, 
385 

Birthdays, 189n, 265 
Birth control, 100 
Birth rate, 99-100 
Books, interest in: grammar school, 262; 

high school, 290, 299, 300; adult 
sabras, 389, 390, 395 

Bowlby, John, 440n, 460 
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Breast feeding, 50, 102-103, 110, 114- 
118, 430 

Buber, Martin, 391 

Chagall, Marc, 386 
Child, Irvin L., 415, 430, 462 
Childbirth, 101—102; preschool atti- 

tudes, 222—223; high school attitudes, 
332 

Children: exceptional, 36; disturbed, 
42; retarded, 50, 459-460. See also 
Grammar School; High School; Nurs- 
ery; Preschool 

Children’s Society: membership in, 8, 
345; in grammar school, 254; in high 
school, 292, 293, 307-308 

Circumcision, 102 
Classroom behavior: grammar school, 

261, 262-264; high school, 296, 299, 
311, 312, 320-322, 377, 449, 455 

Clinic, 101, 124 
Clothes: infants’, 104-105; nursing 

mothers’, 117n; preschool, 135, 237- 
238, 374; grammar school, 263; high 
school, 289, 333; sabras’, 346-347 

Clubs, 304 
Collective education: structure, 8-10, 

401; philosophy, 10-20, 411-412; 
goals, 20-22, 254-255; criticized, 30, 
61-64, 358-359, 368; curriculum, 
255- 256, 293—296; values taught, 
256- 257, 267-270, 291, 292, 308- 
310; teaching methods, 258-261, 294; 
sabra support of, 354-357; socializa- 
tion of aggression, 409-413; effect of 
on adult sabras, 375, 394-398, 423, 
430-445, 448, 452-455 

Collective ownership, 4, 372—376 
Communism, vii, 6. See also Marxism; 

Soviet Union 
Competence, as goal, 444 
Competition: as training technique, 34, 

199-200, 260, 400-401; for affection, 
45, 74-76; among sabras, 402-405 

Compulsivity, 194n 
Concerts, 395 
Conflict: defined, 163; in young chil- 

dren, 176—177, 179n; sex differences 
in, 247-248. See also Aggression 

Conformity, cultural, 399—400 
Conscience: “burden of,” 314-315, 418- 

420; theories on, 406-409 
Conservatism, 349-350 
Contraceptives, 100 
Cooperation: defined, 152n; at play, 

160-162; stress on, 192 
Counseling, 290 

Creativity, see Art 
Criminal behavior, 399 
Criticism, as socializer, 267 
Crying: of infants, 108, 122; as reaction 

to aggression, 172-173; nocturnal, 
212; socialization of, 213-217; from 
frustration, 283; as insecurity symp- 
tom, 434 

Cultural conformity, 399—400 
Curiosity, 262n, 298 
Curriculum, 255-256, 293-296 

Dance, 395—396 
Dating, 327 
Death, children’s reactions to, 90-91 
Defense mechanisms: withdrawal, 439; 

aggression, 439-440; hostility, 441- 
442; repression, 443; indifference, 
447-448; denial and dissociation, 
456-457 

Democracy, see Equality 
Dentistry, 371 
Dependence: in preschool, 213—219; in 

grammar school, 283-285; depend- 
ency needs frustrated, 431-438, 451- 
452 

Dethronement, 65-67, 432 
Diapering, 104 
Diaspora: hostility toward study of, 

340-341, 386, 457; attitude of classi- 
cal Zionists, 392-394 

Discipline: abolition of parental, 15; in 
Nursery, 42—43; in grammar school, 
264, 272; in high school, 296, 320— 
322; desire for more, 313—315, 418- 
420. See also Punishment 

Discussion method, 258-259 
Disease, 124 
Disintegration, defined, 152; in pre- 

school, 162-179; in grammar school, 
270-273. See also Aggression 

Divorce, 90-91, 349, 353 
Dormitories, see Dwellings 
Double standard, 329n 
Dreams, show insecurity, 434-435 
Drinking, taboo on, 359n 
Dwellings: layout, 8-9, 49, 134-137; 

reasons for communal, 12; attitude 
toward parental, 85-86; preschool, 
251; grammar school, 251-252, 261, 
263; high school, 287-288, 330-331; 
adult sabra, 346-347; attachment to, 
274n, 284 

Education: of nurses, 27-30, 39; of 
teachers, 253, 291; of children, see 
Collective education 
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Education Committee, 26, 27, 31-32. 

See also Federation 
Education, Department of, see Federa- 

tion 
Educator, 253, 290, 424-425. See also 

Teachers 
Ego: drives, 400—405; integration, 452 
Egocentrism, 284 
Embarrassment, see Introversion 
Emotional adjustment, adult sabras: in- 

troversion, 424-427; hostility, 427- 
429; insecurity, 429-445; inferiority 
feelings, 445—459; positive aspects, 
459-462 

Emotional Response Test, Stewart: on 
parents’ role: 82, 412; on fear of 
dark, 213; on aggression, 271, 318, 
323, 416, 417n; on family of procrea- 
tion, 357; on devotion to group, 361- 
362, 365, 427; on violating norms, 
366; on frustrations in kibbutz, 367; 
on desire to travel, 369-370; on work, 
373; on material satisfaetions, 375, 
376; on politics, 378; on art, 394; on 
status, 403; on embarrassment, 426; 
on failure, 451 

Engineering, 395 
Enuresis, 90, 207-208, 284, 326, 342, 

432 
Epidemics, 124 
Equality, social: through collective ed- 

ucation, 19-20; ideal of applied to 
infants, 114—115; applied to school 
work, 260, 299; of teachers and pu- 
pils, 263—264; between sexes, 16-17, 
302, 350—353, 446—447; as source of 
security, 462 

Erikson, E. H., 217 
Etiquette, 198, 324, 334 
Examinations, 260-261 
Extracurricular activities, high school, 

289, 300n, 302-308, 328 

Family: structure, 6, 11-17, 62, 86n; 
size, 100; sabras’ family of procrea- 
tion, 357. See also Parents 

Fantasy: emphasized in grammar 
school, 259; of physical aggression, 
325-326; sexual, 331-332 

Fathers: rebellion against, 11-16, 381; 
contact with children, 50, 51, 110; 
identification with, 230-248 passim; 
preference for, 358. See also Parents 

Favoritism: among nurses, 40—42; of 
parents toward youngest ehild, 65- 
67, 92-96; of bright children by 
teachers, 261 

Federation, The, 6n, 134, 171; educa- 
tional aims of, 11-20, 21-22, 254- 
257, 292, 376; views on nurses, 28, 
29, 37n; rules and regulations, 44n; 
views on hashkava, 52n; on Oedipus 
Complex, 230, 232; on Children’s 
Society, 254, 292; on school disci- 
pline, 264; on eore groups, 282n; on 
laziness, 297n, 299n; on extracurricu- 
lar activities, 308n; on religion, 383; 
on responsibility, 449 

Feeding: of infants, 107, 114-123; 
training to self-feed, 42-43, 120-121, 
193-201 

Flexibility, and ego development, 452 
Folk dance, 395—396 
Food, children’s, 49-50, 193 
Free play, see Play 
Friendships, fear of forming, 424, 426, 

441 
Frustration: responses to, 213; toler- 

ance to, 214, 283; of dependency 
needs, 431-439 

Cenerosity, 192 
Gesell, A., 112 
“Going steady,” 327, 333-334 
Goods, distribution of, 4-5 
Grading, of school work, 260-261, 299, 

462 
Grammar School 

structure: physical, 251-252; 
schedule, 252—253; staff, 253-254; 
Children’s Society, 254 

education: goals, 254-255; curricu- 
lum, 255-256; values taught, 256- 
257; teaching methods, 258-261; in- 
tellectual interest, 261-262; classroom 
behavior, 262—264 

sex: socialization of, 275-276; be- 
havior, 276-278; attitudes, 278—280; 
interaction between sexes, 280-282 

relations with parents, 65-67, 265, 
276, 445; group solidarity, 68; girls 
socialize babies, 69-70; insecurity in, 
80, 95-96; social activities, 265-266; 
work, 266—267; social control by edu- 
cators, 77, 267-270, 412-413, by 
peers, 270; aggression, 270-273, 416- 
417; independence, 282; dependence, 
283-285; attaehment to kibbutz, 363; 
private property, 374-375; political 
interests, 376; naturalism, 383-384; 
competition, 402, 404; shyness, 426, 
445 

Grandparents, 69, 357n 
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Group solidarity, see Kevutza; Peer 
groups 

Guilt cultures, 406-409 
Guilt feelings, 418-422 
Gymnastics, 143 

Haam, Achad, 391 
Hashkava, 52-53, 58-59, 60-61; pro- 

cedure, 211—212; attitudes on, 354- 
355; causes insecurity, 435-437 

Havighurst, Robert J., 55, 323 
Hazing, 325 
Health, 101, 124-125, 354 
Henry, Jules, 402 
Heroism, conception of, 393 
Herzog, Elizabeth, 197 
Heterosexual behavior, 225-226, 277— 

278, 332-334 
High School 

structure: layout, 8, 9, 287-289; 
routine, 289; staff, 289-291; Ghil- 
dren’s Society, 292—293 

education: curriculum, 293-296, 
385—388; classroom behavior, 296, 
299, 311, 312, 320-322, 377, 449, 
455; intellectual interests, 296—300, 
395n, 397-398, 454n; intellectual at- 
tainments, 300-301, 307, 335, 370, 
459-460 

social activities: The Movement, 
302-304; extracurricular, 304—306; 
attitudes on participation, 306-308 

aggression: against peers, 318-319, 
323-326, 417, 441; racism, 319-320; 
against adults, 320-323 

sex: conflicts on, 326-328; adult at- 
titudes, 328-329; behavior, 329-334; 
interaction between sexes, 334-335; 
personality differences, 335-336 

relations to parents: rebellion, 336- 
337; estrangement, 337-341; attach- 
ment, 341—342; cause emotional prob- 
lems, 342; parental criticism, 449- 
450 

transition to, 10, 445; member- 
ship in, 286-287; kevutza in, 288, 
289-290, 317—319; student work, 
301—302, 397—398; agents of social- 
ization, 308—315, 413; desire for more 
discipline, 313-315, 418-420; emo- 
tional problems, 316-317, 342, 424- 
426; graduation, 345-346, 444; love 
of young children, 353; attitudes to 
kibbutz, 363—368; political interests, 
376—378; competition in, 402, 404 

Hiking, 143-145 

History: interest in, 395; dislike Jewish, 
455, 457 

Hobbies, 369 
Holidays, 145—146, 265, 384 
Homosexual behavior, 226-227, 277- 

278, 332 
Honesty, 459 
Hospitalization, 101 
Hostility, of adult sabras: strong trait, 

427-429, 435; as insecurity symptom, 
438-439, 458—459; as defense mech- 
anism, 441-442; reasons for persist- 
ence of, 443—445; to Judaism, 455- 
459. See also Aggression; Parents 

Housing, allocation of, 346. See also 
Dwellings 

Humanistika, 293, 294, 336 

Identification: with parents, 84—86, 358, 
414-415; with nurses, 230—248 pas- 
sim, 414, 416; with adult roles, 239- 
243, 281; with Judaism, 456—459 

Illegitimacy, 100, 349 
Immigrants, 319—320, 457 
Independence, training in, 208-219, 

282, 431 
Indifference, as defense mechanism, 448 
Individualization, in Nursery, 115 
Industry, 5 
Infants, see Nursery 
Inferiority feelings: types of, 445; on 

self-reliance, 446—452; on intellectual 
achievements, 452—455; on being 
Jewish, 455-459 

Insecurity: caused by nurses, 77-80, 
parents, 87-91, sibHng rivalry, 91- 
96, rejection, 429—445, inferiority 
feelings, 455-459; sabra insecurity 
syndrome, 427—429 

Insolence: against teachers, 273; as 
sabra trait, 322-323, 424, 427; as de- 
fense mechanism, 439-440 

Institutional children, 459—462 
Integration: definition, 152-153; in pre- 

school, 152-162; similarity to aggres- 
sion, 175; sex differences in, 247- 
248; in grammar school, 273-275; 
of ego, 452 

Intellectual interests: valued, 5; in pre- 
school, 43; in grammar school, 261— 
262; in high school, 295—301, 307, 
335, 370 

of adult sabras: conflict with work, 
394—398; sexual differences, 351; re- 
flect desire for status, 403, 444; in- 
feriority feelings about ability, 445, 
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452—455; real ability evaluated, 459- 
460 

Intercourse, sexual: in high school, 328, 
333; among sabras, 347-348 

Internalization, of values, 406-409, 
417-422 

Introjection, 414-415, 420, 421, 422; 
defined, 408—409 

Introversion: as sabra trait, 424-427; 
as insecurity symptom, 428, 435, 439, 
442, 458—459; reasons for persistence, 
443-445 

Irvine, Elizabeth, 14, 80-81, 261 
Israel, see Judaism 

Jealousy: between nurses and parents, 
45—47; of parents, 60; of children, 74, 
75; potential, in classrooms, 261. See 
also Siblings 

Jewish Agency, 4 
Jewish National Fund, 4 
Jews: anti-Semitism, 3, 100, 102, 391- 

394; meaning of children, 
457—458. See also Judaism; Oriental 
Jews; Zionism 

Judaism: hostility toward, 340-341, 
384-391; attitude of classical Zionists, 
392-394; identification with, causes 
inferiority feefings, 445, 455-459 

Juvenile delinquency, 317-318, 399 

Kaufman, Yehezkel, 392, 393 
Kevutza: importance of, 10; nurses’ role 

in, 25-26, 36-42, 74-76, 78-80, 214; 
value training, 43; group solidarity, 
67, 87, 154—158, 462; demands of 
group, 80-81; formation of, 125-127; 
leadership within, 190; in grammar 
school, 251, 254, 265; deviance 
within, 268-270; bisexual nature of, 
275, 326-327, 333-334, 347-349; in 
high school, 268, 269, 270, 288, 292, 
293. See also Peer groups 

Kibbutz, vii, 3, 4-5, 6; membership in, 
8, 10, 345-346, 444; motives for 
founding, 13-14, 16-17, 62-63; so- 
cialistic goals, 18-19, 381; early years 
of, 19, 65, 99, 286-288; child-cen- 
teredness, 32n, 49-50, 58, 62-63, 70, 
461-462; expectations from sabras, 
39n, 443—445, 446—451, 454; rejec- 
tion of older children, 71, 433; physi- 
cal layout, 134—137, 263; social struc- 
ture, 317, 399—400; sabra attitudes 
on, 359-370; attitudes to outsiders, 
387, 425-429, 441, 442, 458-459; 
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expulsion, 400; structure of socializa- 
tion, 400-403, 411, 413-416 

Kindergarten: transition to, 9-10; so- 
cialization in, 43; love of nurses, 72- 
76; aggression and conflict in, 179n. 
See also Preschool 

Labor, see Work 
Laboratories, 288, 294 
Laborers, shortage of, 27, 32, 33, 37n, 

78 
Land ownership, 4 
Language: development of skill in, 113- 

114, 300, 455; as basis for sexual dis- 
tinction, 238; study of foreign, 295, 
395 

Leadership, 4-5, 190, 444, 449 
Library, 252, 288, 299, 300 
Literature: high school study of, 290, 

300, 305; Jewish, 385, 455-457; sa- 
bra interest in, 395 

Love, see Affection; Integration 

Machinery, 372 
Magazine, student, 305-309, 377 
Maletz, David, 175n 
Mann, Thomas, 393 
Marriage: noneconomic nature of, 6-7; 

stability of, 99-100; of sabras, 347- 
348 

Marxism, 6; taught in schools, 257, 291, 
296n, 300; sabra attitudes, 376-384; 
theory of Zionism, 391-392 

Masturbation, 224-225, 278, 332 
Maternal instinct, frustration of, 39-40, 

61 
Maturation: rate of infant, 113; sex dif- 

ferences in rate, 279-280, 334-336; 
effect on intellectual interests, 298 

Mechaech (educator), 290, 424-425. 
See also Teachers 

Medicine, 371 
Mendele Mocher Seforim, 385, 455, 457 
Menstruation, 275—276 
Mesiba (get-together), 265-266, 304, 

345-346 
Middle childhood, see Grammar school 
Models, 414; intellectual, 453-454; Jew- 

ish, 456 
Money, 4-5 
Moral Ideology Test, Balevas 

on socialization: by parents, 54- 
55, 81; by nurses and teachers, 77; 
by peers, 270, 311, 419, 421; by 
others, 70; agents of, compared, 412, 
413 

on parental roles, 238-239; on 
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aggression, 271, 416, 417; on gen- 
erosity, 274; on work, 282, 302, 371; 
on respect for authority, 323; on 
self-reliance, 444, 451; on intellectual 
achievement, 453 

Mortality, infant, 124 
Mosad, see High school 
Mothers: position of, 16-17; contact 

with infants, 50-51, 109-110, 119- 
120; confused with nurses, 72-73; 
identification with, 230—248 passim; 
sabra attitudes toward, 358; attach- 
ment to, 460. See also Parents 

Motor skills, 43, 112-113, 114n 
Movement, the (student), 377-378 
Museum, 288 
Music, 304, 394, 395; Jewish, 385, 455 

Naturalism, 382-384 
Nature: attitudes toward, 43, 143-144, 

372; in classroom teaching, 258 
Neugarten, Bernice L., 55, 323 
Newspapers, 379, 380 
Night watch, 53, 106, 212 
Norms, see Values 
Nursery: capacity, 9; parents’ relations 

with, 50-51, 88, 109-110, 451; visi- 
tors to, 67-71; nurses in, 72, 106-- 
109, 451; entrance into, 102; physical 
setting, 103-104; equipment, 104- 
105; routine, 105—106; peer groups, 
110-112; motor behavior, 112-114; 
feeding, 114-123; toilet and sexual 
training, 123—124; health, 125; transi- 
tion from, 125-127 

Nursery school, see Preschool 
Nursery teachers, 28, 29, 37, 43, 131. 

See also Nurses 
Nurses: distribution of, 25-26; qualifi- 

cations, 26-30; differences among, 
30-34, 194n; relations with parents, 
44-47; love of children for, 72-76, 
217, 402, 460-461; hostility toward, 
76-77, 168-170; also mothers, 91- 
92; as cause of insecurity, 77-80, 81, 
125-126, 401, 431-433, 435-437, 
451—452; relations with infants, 106— 
109; aggression against, 169, 272- 
273, 416; identification with, 230- 
248 passim, 414, 416 

role in socialization: disciplinarians, 
15, 42-43, 81; agents of equalitarian- 
ism, 20; in preschool, 181—189, 409- 
411; in grammar school, 267-270, 
412; use of competitive techniques, 
401 

functions: caretaking, 35-37; nur- 

turance, 37—42; supervise play, 138- 
145; hashkava, 211-212; in grammar 
school, 253; in high school, 290 

training techniques: feeding, 119- 
120, 197-201; arbiters, 176-177; 
toilet training, 202—204, 284; inde- 
pendence, 208—216; dealing with cry- 
ing, 213—217; thumbsucking, 218, 
284; sex, 220-221, 275-276 

Nurses’ Committee, 26 
Nursing, see Breast feeding 
Nurturance: role in forming ego drives, 

400-402, 431-438; role in socializa- 
tion, 410. See also Nurses; Parents 

Obscenity, 350 
Oedipus Complex: elimination of, 15, 

381-382; in young children, 230- 
236; in high school, 341-342 

Opera, 389 
Oral training, 430. See also Breast feed- 

ing 
Oriental Jews, 386-387, 425, 457, 458 
Ownership, 4, 372—376 

Pacifiers, 12 In 
Painting, 395 
Parents: dwellings, 8-9, 356-357; at- 

tention to other children, 19; and 
value training, 20-21, 53—55; rela- 
tions with nurses, 44-46; degree of 
influence on children, 50—52; as care- 
takers, 52—53; as socializers, 53-55, 
191-192, 238-239, 311, 401, 411- 
413; as nurturers, 55—61; love for 
children, 61-65, 265-266; favoritism, 
65-67, 432; as love objects, 80-86, 
303, 341-342, 402; hostility toward, 
86- 87, 336-341; effects of absence, 
87- 91, 433, 435-437; rivalry over, 
91-96; relations with infants, 109- 
110; as cause of aggression, 169-170; 
sexual training of children, 220-221, 
276, 329, 330, 349-350; as cause of 
emotional problems, 342, 431—433, 
439, 451; sabras as, 354-357, 394- 
397 passim; relation of adult sabras 
to, 357-358, 443-444, 447, 453-454; 
role in forming superego, 414—415, 
416, 420; parent substitutes, 460- 
461. See also Nurses 

attitudes: on intellectual attain- 
ment, 298, 300; on discipline, 314, 
315; on emotional problems, 316 

Parties, children’s, 265-266, 281 
Party, the, 6n, 257, 378-382; youth 

movement of, 302-304 
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Passivity, 127, 139, 146, 432 
Patriotism, 43, 388-391 
Pediatrician, 124 
Peer groups: structure, 8-9, 317-318; 

as source of love, 110-112, 273, 461; 
aggression within, 167—168, 172-179, 
323—326; interaction between sexes 
in, 280-282, 334—335; adult sabra at- 
titudes on, 364-365, 367-369, 424- 
427; as cultural control, 399-400; 
competition within, 402; role in form- 
ing superego, 415-416 

as socializers: preschool, 157-158, 
189-191, 204-205, 411; grammar 
school, 270, 412-413; high school, 
308-311, 312, 313, 413 

See also Kevutza 
Perceptual hypotheses, 436-438, 443, 

451 
Permissiveness: eating, 201; toilet 

training, 202, 203-204; sex, 220- 
221, 328-329, 332, 349-350; class- 
room behavior, 258-261, 296; thumb- 
sucking, 284; children resent, 418- 
420; good results of, 430-431, 462. 
See also Discipline 

Persecution, sabra views on, 387-394 
passim 

P-F Test, 283-284 
Piaget, J., 382 
Play: in parents’ rooms, 56-57; bathing 

as, 107; organized, 138-145, 253n; 
free, 146-151; cooperative, 160—162; 
regressive, 219, 434; sexual, 223- 
228; fantasy, 241—242; sex-linked, 
243—248; at parties, 26^266; bisex- 
ual, 280 

Politics: education in, 257-258, 290, 
302, 306; interest of sabras in, 376- 
384, 388-389 

Pregnancy, 100-101, 222-223 
Preschool: relations with nurses, 72- 

77, 401; insecurity in, 77-80; sample 
groups explained, 131-134; layout 
and equipment, 134-137, 147-148; 
routine, 137-138; play, 138-151, 
160-162; group solidarity, 154-158; 
sharing, 158-160; aggression, 163- 
175, 179n, 416, 434, 445; conflict, 
176-177, 179n; dependency, 213- 
219; Oedipus complex, 230-236; sex- 
ual identity, 236-248; attachment to 
kibbutz, 362-363; private property, 
373-374; animism, 382-383; compe- 
tition, 402 

training and behavior: feeding, 
193—201; toilet, 201—208; independ- 
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ence, 208-210; work, 210-211; sleep, 
211-213, 433; sexual, 219-228 

See also Kindergarten; Nursery; 
Toddlers’ House; Transitional Class 

Prestige: as goal, 360, 403-405; desire 
for, 413, 440-441, 446-447 

Principal, high school, 289 
Privacy: lack of, 137-138, 287-288, 

307; desire for, 367-369 
Private property: in grammar school, 

252, 269-270; in high school, 288- 
289; sabra attitudes on, 372-376 

Project method, 255-256, 264, 294, 295 
Promotion, in schools, 260, 297 
Psychoanalytic theory, 15n, 423-443 

passim 
Punishment: by parents, 11, 192; by 

nurses, 77; techniques of, 185-186; 
for crying, 216-217; mainly by 
women, 235-236; in grammar school, 
267-270; in high school, 310-312; 
importance of, in socialization, 402, 
407-422. See also Socialization 

Questionnaire, the: on obedience, 12; 
on rebellion against parents, 13-14, 
337; on education, 20-21, 63-64; on 
parental influence, 48, 49; on parents 
as socializers, 53-54, 191-192, 411; 
on children’s visits, 57; on parental 
favoritism, 65-66; on sibling rivalry, 
92; on sex training, 220, 221, 223, 
276, 329; on preference for parents, 
233n; on parental estrangement, 
338n; on competition, 401 

Questionnaires, as teaching method, 
260-261 

Racism, 319-320, 386-387, 418 
Radcliffe-Brown, A. R., 15n 
Realistika, 293, 294, 336 
Rebellion, against parents, 13-14, 336- 

337, 454n 
Recognition, need for, 402-405 
Recreation, see Athletics; Art; Play 
Regression, 219, 248, 434 
Rejection: of children by parents, 64- 

67, 432, 461; of children by com- 
munity, 71, 346, 433; of parents by 
children, 337-341, 357-358; effect 
of, on adult sabras, 401-405, 431- 
439, 459; responses to, 439-445. See 
also Nurses, as cause of insecurity 

Religion: sentiments against, 145, 388, 
457-458; ceremonial weddings, 349- 
350; lack of, in sabras, 382-384; as 
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motive for Zionism, 391; results of 
rejecting, 392 

Repression, 443, 459 
Reserve, as trait, 424-427, 441, 458 
Responsibility: training in, 208-219, 

282, 431; among adolescents, 314- 
315, 418-420, 449-450; among adult 
sabras, 365, 370, 426-427, 449 

Retaliation, for aggression, 173, 181- 
182 

Revolution, social; as goal, 5-6, 18; 
sabra attitudes, 380. See also Marx- 
ism 

Rewards, 53, 187. See also Punishment 
Rorschach Test, 331-332, 403-404, 440 

Sabras, adult: defined, viii, 442, transi- 
tion after high school, 345-347; sex 
behavior and attitudes, 347-350; 
female equality, 350-353; marriage 
and children, 353—357, 394-397; 
relations with parents, 357-358 

values of: attitude toward kibbutz, 
359-370, 462; labor, 370-373; col- 
lective ownership, 373-376; Marxism, 
376-384; Zionism, 384-394; educa- 
tion, 394-398 

personality structure: cultural con- 
formity, 399-400; ego drives, 400- 
405; superego defined, 406—409; so- 
cialization and superego formation, 
409-416; behavior and superego, 
416-422 

emotional adjustment: introversion, 
424-427; hostility, 427—429; insecu- 
rity, 429-445; inferiority feelings, 
445-459; positive aspects, 459-462 

“Scapegoating,” 170-171 
School, see Collective education; Gram- 
mar School; High School 

Sciences, 294, 454 
Scouting, 302-303 
Seduction, 230—231 
Self-image, 5-6, 451, 453, 456 
Self-reliance: training in, 208-219, 282, 

431; as goal, 444; inferiority feelings 
about, 445, 446-452 

Sex: training in Nursery, 43, 124, 205n 
in preschool: socialization, 219- 

221; attitudes, 222-223; behavior, 
223-228; Oedipus Complex, 230- 
236; bases for sexual discrimination, 
237-239; identification with adult 
roles, 239-243; sex-linked play, 243- 
248 

in grammar school: socialization. 

275-276; behavior, 276-278; atti- 
tudes, 278-280; personality differ- 
ences, 280-281 

in high school: education in, 290, 
291; conflict over, 326-328; adult at- 
titudes, 328-329; student attitudes, 
329-332; behavior, 332—334; interac- 
tion between sexes, 334-335; person- 
ality differences, 335-336 

among adult sabras: behavior and 
attitudes, 347-350; status of women, 
350—353; marriage, 353-357; effects 
of training, 430 

Shalom Aleichem, 385, 455 
Shame cultures, 406—409 
Shaming, as socialization technique, 

200-201, 312, 411-413 
Sharing: as goal, 43, 188—189; in pre- 

school, 158-160, 176-177, 416n; in 
grammar school, 270 

Showers, 211, 329—330, 348 
Shtetl, see Tradition 
Shvitzer, defined, 404 
Shyness, see Introversion 
Sibhngs: youngest favored, 65-67, 432; 

age spread, 80n, 95; rivalry, 92-96, 
342, 402; as cause of aggression, 169; 
kevutza viewed as, 347-349 

“Significant others,” 67—71, 414 
Sleep, 211-213, 275. See also Hash- 

kava 
Smoking, 359n 
Social control, see Socialization 
Socialism, 6, 377—378, 389. See also 

Marxism 
Socialization 

agents of, 19, 179-181; nurses, 34- 
43, 77-80, 181-189; parents, 53-55, 
80-96 passim, 191-192, 238-239, 
401, 411—413; peer groups, 157, 189- 
191, 270, 308-311, 325; teachers, 
267, 270, 311-315, 412, 413; others, 
67-71, 270; through hiking, 143-145; 
tlirough work, 210, 282 

of eating, 194, 196-201; of toilet 
training, 201-205; of crying, 213- 
217; of demonstrativeness, 217; of 
thumbsucking, 217—219; of regressive 
play, 219; of sex, 219-221, 275-276, 
328-329 

disintegration, 270-273; integra- 
tion, 273-275; political goals of, 376; 
and ego drives, 400—405; and forma- 
tion of superego, 406—409 

effects of, on adult sabras: super- 
ego formation, 409-416; aggression 
and guilt, 416-422; produces insecu- 
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rity, 429—445; positive results, 461- 
462 

Social studies, 294—295 
Soviet Union: influence of, 6n, 379— 

380; attitudes on, 377, 379-380. See 
also Marxism 

Spanking, 11 
Spoiling, 45, 63 
Stalin, Josef, 381 
Status: as goal, 360, 403-405; desire 

for, 413, 440-441, 446-447 
Super-alter: sanctions, 399—400; proc- 

esses, 406 
Superego: appeals to, 313; cultural con- 

formity, 399-400; ego drives, 400- 
405; defined, 406-409; formation of, 
and socialization, 409-416; behavior 
and, 416-422; “guilt-oriented,” 408— 
409, 414, 416, 419-420, 422; “shame- 
oriented,” 408-409, 414, 416, 420- 
422; sabra strength, 459 

Swaddling, 104 
“Synthetic personafity,” 21 

Taboos, 399-400, 409—422 passim 
Tattling, 163-164 
Teachers: training and duties, 253—254, 

288, 290-291; part-time, 253, 291; as 
cause of anxiety, 261; status in kib- 
butz, 263; as socializers, 267, 270, 
275-276, 412, 413; aggression 
against, 272-273, 320-323; sexual in- 
terest in, 277—278; dependence on, 
283-284; as disciplinarians, 311-315, 
418-420; recruitment, 396-397; stu- 
dents reserved with, 424-425 

high school, attitudes: on intel- 
lectual achievements, 300, 454—455; 
on emotional problems, 316; on ag- 
gression, 318; on sex, 330 

See also Nursery teachers 
“Tender age,” see Preschool 
Textbooks, 259, 393 
Theater, 389, 395 
Thematic Apperception Test, 440, 454 
Thumbsucking: shows insecurity, 90, 

124-125, 213, 434, passivity, 146, 
dependency, 284; socialization of, 
217-219 

Toddlers’ House: transition to, 9, 125— 
127, 131, 432; socialization in, 43; 
insecurity in, 79; location, 134; pas- 
sivity in, 146. See also Preschool 

Toilet training, 43, 123-124, 201-208, 
430 

Town Meeting, 4-5, 99n, 300, 349, 369, 
421, 452 
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Toys, 105, 135-137, 147-148, 245-247, 

252 
Tradition: remnants of older — family, 

14, 65n, food, 197, sex, 220—221, 
276n, 329n, housewives, 367n-368n; 
hostility to shtetl, 340-341, 384, 455- 
457 

Transitional Class: entrance into, 10, 
251; training in, 43; defined, 131; ag- 
gression and conflict, 179n; sexual 
behavior, 222, 227; private property, 
374. See also Preschool 

Travel: adjustments to, 156, 448; desire 
for, 369-370, 389-390 

Unconscious, the, 443-445 
Utopian communities, vii 

Vaccinations, 124 
Values: intellectualism, 5, 295-301, 

394-398; equalitarianism, 12-17, 19- 
20, 114-115, 260, 263-264, 299, 302, 
350-353, 382, 446-447; work, 43, 
210-211, 370-373, 396-398, 444; 
sexual, 219—221, 328—329; generosity, 
274-275; self-reliance, 444, 451; col- 
lective education, 354-357; attitudes 
toward kibbutz, 359-370; collective 
ownership, 373-376; Marxism, 376- 
384; Zionism, 384—394; competition, 
400-405; aggression taboo, 416-417 

perpetuation of, 17-19, 409-416, 
462; importance of, ranked by par- 
ents, 20—21, 358; monistic nature of, 
336-337; internalization of, 406-409, 
417-422 

training in: by nurses, 30, 34; by 
parents, 20-21, 53-55; by wide con- 
tacts, 70; in Nursery, 42—43; in gram- 
mar school, 253, 256-257, 267-270, 
281-282; in high school, 286-287, 
291, 292, 308-310 

See also Moral Ideology Test; So- 
cialization 

Voyeurism, 225-226, 327, 330-331 

War of Independence, 393n, 449n 
Whiting, John W. M., 415, 430, 462 
Withdrawal, 201, 267-268, 428-429, 

432, 438-439, 445 
Women, status of, 16-17, 302, 350- 

353, 446-447. See also Mothers 
Work: how performed, 4, 16-17, 350- 

353; assignments, 26n, 88, 370n; in 
preschool, 210-211; in grammar 
school, 266, 282; in high school, 301— 
302, 345—346; motives for, 365; atti- 
tudes on, 370-373, 396-398, 444- 
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445; inferiority feelings about, 446- 
451 

Work Committee, 301 
Writing, in sehool, 258-259 
Weaning, 115-116, 118-119 

Yiddish, 59n, 164n 
Youth Movement, 10-11, 298, 302-304 

Zborowski, Mark, 197 
Zionism, 3, 302, 389-394 
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