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C1[APTER ONE: INTRODUCTION
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This thesis 'the Museum'(l) as a setting for new learning is intended

to validate the hypothesis that the museum as a value, set aside from

other cultural institutions, lins the potentialities to create new

learning.

The word 'learning' rather than 'education' implies a programme
of instruction, a syllabus and a certain formality. Learning
also implies an everyday activity.. . and museums provide the
opportunities to learn, hut they are not schools (Feber, 1987,
p 85).

Therefore learning is the embodiment of education, and through

learning educational goals are expected to he attained in new ways

that are in the spin t of progressive educat Ion that sees the

youngster and his needs as an active member in society of today.

The main objective is to set a long experience of pedagogy in museum

education at the Haifa Museum Education Centre (1957-1989)(2) in a

theoretical framework.

'The realization that learning Is largely dependent on events,
in the environment with which the individual interacts makes it
possible to view learning as an occurrence that can be examined
more closely and understood more profoundly' (Gagne, 1965, p 2).

1. The term 'museum t or 'art gallery' is used in this research

following the ICON definition of a 'non-profit making, permanent

institution, in the service of a society and its development, and open

to the public'. (ICON 1974). As referred to by G.D. Lewis in the

Manual of Curatorship (1984, p 7 and Note 1, p 20).

2. Haifa Museum Education Ceritr Is abbreviated to The Centre.
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The relevance of the content to the educational problems has pointed

at the museum as a resource which has not yet been explored for

education.	 'Only a few sociologists or cultural theorists have

directed their attention to t:he museum as a site to study'

(Ilooper-Greenhill, 1988, p 216).

The dependence of learning on circumstances such as the birth of the

State of Israel in 1948, implies a great responsibility for the young

generation and had posed a challenge for educators.

This research attempts to consider the sets of circumstances both

soclo-cultural and environmental that justify the conditions of

learning at the museums as well as the content that Is transmitted

to learning audiences.

Our goal can no longer be merely to attain a sum of knowledge, it must

be above all the education of an harmonious person (Jelinek, 1975, p

52). A person who is identified socially with his cornity and is

aware of others' cultures. Setting off by looking at museums in their

contemporary social context, we consider museums as public

institutions that have a role to play in the socialization process.

Social processes that began after the second world war, have

challenged the traditional patterns of education. Schools went

through major changes, e.g., from being institutions of learning for

the few, to being institutions open for everyone. Three movements,

or processes, can be observed in education since the fifties. First,

the cognitive-technological processes that began at the end of the
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fifties, and reflect a materialistic approach to life. It was at its

height in the sixties, and is losing its Impact in the last decades.

Second, the humanistic-personal process that began in the fifties and

sixties that turned against the established educational systems. It

has become stronger and dominant in the sp:iritual educational climate

of today. This involves the consideration of the personal needs of

the child and adolescent as a consumer of the industrial age.

Third, the radical futuristic process challenges the basis of the

educational establishment.

The first two processes, despite their difference, have a common goal,

to cope with the problems of modern education by introducing solutions

within the existing educational framework. The third process tries,

through experimentation, to detach educational programmes from

traditional pedagogy, the explanation for such changes in attitudes

towards theories, is to be found in social changes (Lavy, 1984, pp

13-14). This relationship between schools and social changes would

require a separate study, that can not be included in this research.

After a long history of being associated with education, the museum

has emerged as a setting of new learning within the last few decades.

The transformation from the museum's general function of education,

to the defined one of 'new ]earnfng' has not been of a revolutionary,

but rather of an evolutionary sociological process, that is

accelerated lately, and connected to the spirit of the time. Museums

in Europe became responsive to learning objectives of an array of
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learning audiences, of which the most conspicuous are the pupils and

students (CECA, 1987, p 12; Heine, 1979, p 23).

The extension of the social range of the museums' concerns, in the

post world war period, is a new departure (Bennett , 1988, p 64).

Museums intentions concerning the public, began to get shaped and

defined. Consequently museum education role in developing countries,

got a special mission of fighting illiteracy, such as in South

American countries, and imparting knowledge for the sake of cultural

awareness in multi-cultural societies, such as in Israel and England.

The immediate reasons for the emergence of new educational plans is

the element of relevance to problems. The challenge of these problems

is to find the relevant content of educational problems that are

supposed to be examined in the context of a specific society and of

general education, and apply the findings to educational programmes.

The content of the educational programme has its own theoretical

rationale. The rationale is based on writings of Simon (1964) and

Young (1971), who approach school curricula as socially organized

knowledge.	 The analogy to museum curricula is through this same

approach. Therefore we selected the theme of cultures which serves

educational and social objectives; a subject that can be taught

through museums' collections in a way that no other educational

institution can offer.

The Centre serves in this LiLesis as a case to exemplify the

relationship that exists between the socio-cultural situation in

multicultural societies in developing educational programmes.
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Programmes that cope with the objective ol socialization of the

individual (Erikson, 1959; I3erger and Luckmann, 1966; Durkheim,

1971). An objective which is one of the key roles of the museums of

today, (/'vc pP , towards a new millennium, 1989).

Hence, we have searched for a wide range of disciplines that grant

this research an interdisciplinary nature which conforms with the

interdisciplinarity of museums (Riviere, 1980, 1985).

We referred to the fields of education such as general education,

visual, art and museum education; to sociology of education; to

history and pidlosophy of museums. A main source for building the

museum learning methodology was a continuous museum education

experience at the Centre since 1 q57. The analysis of the museum as

a setting for learning by theory and practice are combined to one

unit, thus providing this thesis with an lnsi.ght into the structure

and process of learning at the museum. New learning at the museum

has been achieved due to the theoretical background, because it 3s

impossible to innovate in the experimental field without being

directed by the thought and ideas (Piaget, quoted by Bringuier, 1988,

p 24). Ideas that are bound to develop due to social and cultural

factors.

In order to analyze this assumption that the museum is a setting for

new learning, a structure :is needed; structure that is built on the

elements that participate and interact in the making of the museum a

place of learning: the learner, the object, the museum environment,

and the museum educator. 	 Learning is linked to the design of
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instruction through consideration of the different capabilities that

are being learned (Gagne, 1.965, p V).

The philosophy, a theory of learning, intends to bring a synthesis

among the different elements, each with its own qualities and

characteristics. By combining them together, the relationship among

the participating elements is revealed.	 We examine the different

elements and factors that make the museum a setting for new learning.

In the study The Centre's present state l.s described. The discussion

focuses on the Museum Modular Curriculum that is planned in

correlation with the schools', primary and secondary curricula. The

diffusion of the museum's concepts and methods have succeeded because

of the collaboration with the schools' management and teachers. This

secures the future of museums - the future of culture. The museums

have an important part to play in the circulation of knowledge and

spreading of general culture in a world which learning is becoming

increasingly specialized (Kopeczi, 1989, p 4).

The research of both theory and practice in the museum as a setting

for learning, gains a special Importance in viewing the latest

development in the national curricula; the 'Basket culture'

educational programmes in Israel (1989), The GCSE (General

Certificate of Secondary Education) (1987); the perspectives that are

included in the Education Reform Act (1989) En England and Wales

(Goddard, Moffat, Davies, 1989, pp 21-27).
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The validation of the hypothesis that the museum is a setting for new

learning is reinforced by introducing educational innov ative

projects that are pointers to future developments in the world of

museums; projects that signify the trends of collaboration among

museums and cultural institutions that apply the interdisciplinary

approach to museums and to education.

Figure No. 1: Thesis

CHAPTER I

Introduction

PART I

CHAPTERS 2-4
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PART I

SOCIAL AND EDUCATIONAL IDEOLOGY, RATIONALE AND POLICY IN ISRAEL

IN THE PRE-STATE PERIOD, 1950S AND 1960S
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INTRODUCTION - PART I

Theories discussed by British scholars in the early seventies and

eighties, have provided new approaches for examining education

relating to the knowledge transmitted by educational institutions and

schools.

It would have seemed that a field which was concerned with
the social conditions influencing 	 the	 development	 of
knowledge,	 and with attempts to place ideas in the
socio-historical setting, would have regarded educational
institutions and how knowledge is selected and organized in
them as an obvious area for research (Young, 1971, pp 26-27).

In this work the museum is discussed as a place of learning, thus

an educational institution simllnr to a school from certain points

of view, but different from others.

Examination of Israeli society and its problems against the

background of the fifties and sixties will, provide us with

historical insight.

It is the aim of these chapters to examine the relationship of

reality and education in Israel in the pre-State phase until 1948

and later in the fifties and early sixties.	 Reality that

influenced the development ol	 educational	 institutions,	 both

ideologically and structurally Education was expected in its formal

and informal frames to cope with the socialization of masses of

people, young and old, coming to Israel from diversified cultural

and economic backgrounds from 1948 onwards. 	 Socialization has been

the ultimate objective for society,	 but without neglecting the
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individual's(l) mental growth (1rfkson, 1959, p 52) as a member of

society.

Landmarks in the history of education can be observed during the

first years of the new State, when 'equal education' was the line

in the building of the curriculum. 	 This was in accordance with

the ideologies and aspirations of the founders of the State.

Later, towards the end of the sixties, a new line was adopted, one

of equal opportunities in education, where individuals 	 are

assisted to be active nd encouraged to develop their abilities

(Dewey, 1938; Piaget, 1973, pp 174-175). A search then began for a

new and different answer in the educational field.

In the mid-sixties, museums in Israel had hardly participated in the

process of education. Until then, museums in the cities were small

institutions, mainly engaged	 in	 acquiring	 and	 preserving

collections, conducting research and building exhibitions. 	 Later,

society's affirmation about the museum's role in culture found

its expression by allocating funds for building the Israel Museum

in Jerusalem (1965), and the Museum of Modern Art in Tel Aviv (1971).

The museums in Haifa, however, are still in a state of anticipation,

waiting for new premises. The museum's law was affirmed later by

the 'Knesset' (Parliament) in 1983, and reads as follows:

Museum Law. 1084 - 193 (E .crpt on Education) Museum is a

non-profit institution. 	 It includes a collection of exhibits

of cultural value.

1. For case of exposition, the pronoun 'he' will be used in its
generi.c sense throughout this research (Gardner, 1983, p 5).
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The museum permanently exhibits the collection, or part of it,

to the public.

The aim of the exhibition is to foster education, learning or

pleasure.

The very first project of museum education was launched in Haifa

in 1957.	 It began in an informal way, as an afternoon activity

in the Museum of Ethnology and Folklore Archives, which was located

in a cellar.	 However, the museum exhibition, as well as

the collections, provided	 rich	 resources,	 for	 developirrg

an educational programme that aspired to accomplish two main

objectives.

1. A	 social	 objective:	 creating	 communication	 among

youngsters alien to each other's culture.

2. An	 educational	 objective:	 building new frames of

knowledge', which can be realized by 	 means of curricula

and pedagogy, (Bernstein, 1971, p 47).

Much experience was accumulated through building multi-cultural

programmes in these afternoon courses from 1957 to 1965. 	 It has

served as a model for on-going formal programmes since 1965

(Barnea, 1967, pp 665-668).

The activities that began in one museum of Ethnology and Folklore

Archives spread to other museums where new spheres of human culture

were taught.	 For instance, the life and art of prehistoric man

were taught l.n the Museum of Prehistory; ancient cultures of Egypt
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and of the classical world in the Museum of Ancient Art and in the

Maritime Museum; contemporary art in the Museum of Modern Art; and

Japanese culture in the Japanese Art Museum.

The diversified collections of the museums lent themselves to

constructing	 a	 modular	 museum	 curriculum	 relevant to the

different subjects of the school curricula for elementary and

junior high schools.	 Thus, a unique programme has evolved, linking

the museums in a city-wide system of education, Initiated by The

Centre of museum education in Haifa.
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ChAPTER TWO: IDEOLOGY AND EDUCATION

The relationship between ideologies and patterns of education in

Israel: Historical development
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The establishment of the State of Israel in 1948 can serve as a

significant point of departure for	 an	 enquiry	 into	 the

relationsh.ip between ideology and education.	 However, this year of

1948, (Lissak 1970,	 p 179), is an arbitrary one because actually

there was a gradual development, causing changes of a social and

ideological nature, gaining impetus with the establishment of the

State. In analysing the historical development of the Jewish pre-

State society, it can be defined as that 	 of a politically

oriented society, processes which were taking place in the State

of Israel are rooted in the pre-Siate epoch (horowitz, 1977, p 9).

We learn about intensive ideological disputes resulting from an

ardent aspiration to become a nation like other nations.

However, among the different political movements, the dominant one

was the Zionist ideology.	 The Zionists believed in changing the

reality of the Jewish life by building a new reality in Israel.

Thus, they followed an ideology, which is 'a set of ideas through

which people explain and justify an organised social activity, to

repair and uproot or build a given reality' (SellInger, 1970, p 325).

The educational project treated -in this research began as a search

for a new answer to the	 special problematic socio-cultural

situation that preval.led l.n Israel in the late fifties and the

sixties, a society that was confronted with tremendous hopes of

building a new State for the Jewish nation, despite the tremendous

problems. The State was newly born (5 May 1948), frameof social

structure were changing, and Israel became a society in a State of

transition. Overwhelming numbers of newcomers tripled the population
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in just a few years because of the law allowing every Jew the

right to return to h:[s homeland Israel (1950). 	 Before 1948 the

population grew and developed slowly, due to restrictions enacted

by the British Mandate (1917-1948) forbidding immigration of Jews

to Israel.	 After 1948 the homogeneous population had to withstand

a new situation, namely, absorbing the newcomers who were different

from each other, but for their common Jewish heritage.

Knowing each other's cultures seemed to he the most important goal

to be achieved in this miilLilarious society. 	 Thus it was

imperative to overcome the lack of communication among people,

strangers to	 one	 another,	 which	 caused	 alienation	 and

misunderstandings.

The important role of education In the life of the new society

was signalled by the enactment of 'The Law of State Education' (1953),

following 'The Law of Compulsory Education' (1949). 	 This law of

State education was 	 supposed to end the different systems of

education that had been formed in the pre-State years.	 Until

1953 there existed three 	 organized	 systems	 of	 educational

institutions, which belonged to different ideological and political

movements or parties and were founded	 as	 follows:	 The

general-national stream (1913), the religious stream (1920) and

the Zionist-Social stream (1926). The three streams were approved

by the Zionist Active Committee. However, 	 In 1939 the three

systems came under the administration of the Jewish National

Committee, but they still retained their own special traits (Reshef,

1985, p 366).
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The elementary and secondary schools, as well as teachers'

colleges and other inst:itutions, were built differently, their

structural organisation as well as curriculum reflecting their

aspirations.	 Side by side, there developed the secular education

for the majority and the religious education for a smaller part of

the population. Political ideologies influenced structure and

curriculum, as Benton seeks to show: '... . that education and politics

are in fact closely connected aspects of our lives in society' (1974,

p 9).

It is noteworthy that there were small groups of orthodox Jews who

ignored the Zionist world outlook of Jews returning to their

homeland.	 They	 managed	 their	 educational	 institutions

independently. This group believed in the redemption of the

nation by the Messiah.	 They preserved their conservative way of

life, their folklore	 and communal life, including educational

institutions like those that existed In central Europe.	 In the

'Kheder' (a study room for young children) and the 'Yeshiva' (an

institute for youngsters) the children and the youngsters learned

only the holy scriptures, the. Jewish lore. 	 The teachers in

these institutions were evaluated by the religious	 community

according	 to	 their intellectual capacity, their knowledge of the

scriptures, but they were not asked for teaching credentials.

The parties were not only political organizations for their

members,	 they	 also	 founded	 economic	 and	 soclo-cultural

institutions, such as sports clubs, children's 	 dormitories,

women's clubs, libraries, newspapers, as well as school systems.
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However, the majority of the Jewish public, the 'Yishuv' shared

common national as well as social ideals, despite the political

differences that existed among its segments.

The national Zionist movement coincided with the spirit of

nationalism that swept Europe at the end of the 19th century and

the beginning of the 20th century.

The socialist-Zionist movement was Influenced by the spirit of the

Russian revolution. 	 These ideals influenced thousands, among them

many students from Russia, Poland and other Eastern European

countries.	 They aspired to combine national	 ideals	 with

socialistic ones,	 in order to build a new and right society in

Israel.	 er1 orokmov (-''), one o t'he 1amoiis IàeoiogIsts

and theoreticians of the Socialistic Zionist movement, described

in a picturesque manner the desired change that Jewish society had

to go through.	 He compared Jewish society to an upside down

pyramid that had to be converted and set on its base. 	 Namely,

there had to take place a change from a society of unproductive

individuals (such as merchants, peddlers, bankers) to a society in

which the majority of the people would be productive workers

(Borokhov, 1953).

The people who responded to these ideals and arrived in Israel

before and after the First World War, were the pioneers, the

forerunners of many others to come.	 The spirit of productive

work, physical and manual, was pronounced by A.D. Gordon (1856-

1922),	 a unique personality who became	 the	 leader of the
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pioneers' movement in Israel.	 Gordon was a follower off Tolstoy, who

believed in changing reality through one's own deeds, his main idea

was 'work as an ideal' .	 He came to work in Israel in his later

years to realise his ideal of physical work, joining members of a

collective settlement, Degania, in the Jordan valley (Gordon, 1951).

Ideology, such as the constructive socialism was an influential

factor in building a working nnd learning society. 	 Ideology and

values were intended to materialize the Zionist dream of a newly

born nation in his own land (Shakhar, 1974, pp 19-24).	 It

demanded	 the encorporation of the value of work in education

(Ran-Polani, 1930, pp 7, 9).

The ideals of the socialistic-national movement found their

expression in the organization of the schools and institutions,

which the labour movement founded in the cities, villages and

collective settlements (kibbutzim). 	 The founders called the new

type of schools 'houses of ediicnt:ion for workers' children'.

In 1931 an educational lnstit:ntion o- this kind was founded and

named after A.D. Gordon.	 It was built on the foundation of a

private institution, that had been previously initiated by parents

and teachers in Tel Aviv. 	 The school was primarily a realization

of an aspiration of a few teachers, who were influenced and intrigued

by Dr. Grossman, an American educationist, who lectured about

Dewey's Progressive Education, Theories of School and Societies

(1900) at the teachers' college in Jerusalem (1926-28). The young

teachers' ideals at the college about progressive education
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coincided with the ideals of the labour movement that needed a

school that would follow its ideals (Zak, 1981, pp 13-17). 	 The

school got its new name when it came under the supervision of the

central cultural committee of the 'Il-istadrut' 	 (Federation of

Labour), that initiated in the twenties a new framework concerning

various aspects of social life in Israel.

The pioneers aspired to create a new society, and the school was

considered one of the most important vehicles for achieving this

ultimate goal.	 Educational principles reflected the founders'

social Ideologies, which were defined and incorporated In the

school frameworks.

Each school was organized as a self sufficient unit, with its

garden and kitchen, as well as other necessary facilities. 	 The

school's activities were organized by the children's society, and

teachers had only a consultative role at school. Social awareness

was encouraged by discussing actual events in a forum that the

children organized.

Manual work in the school's services, as well as in vocational

courses, such as book-binding, carpentry 	 and gardening, was

highly esteemed.	 They were looked upon as preparatory courses to

train the youngsters to become future workers in agriculture and

industry.	 The other aspect of work was aimed to self realization

through work.
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We may define the school programme as a child-centred one. 	 The

educators who planned the school structure and curriculum planned a

comprehensive programme that provided the studies and the

training schemes for the youngster to develop his own capacities,

as well as to become a contributing member to society. The growth

of the individual given a reasonable amount of guidance can be

trusted to obey inner laws of development, which create a

succession	 of	 potentiality	 for	 significant	 interaction.

Interaction that varies from one culture to another (Erikson,

1959, p 52).

A renowned scholar Riger (,1940) summarized the special traits of

the 'houses of education for workers' children t (Reshef, 1976, p 378).

The school can be called a progressive school, judging by its

pedagogic methods and human relations practiced there such as:

The school is oriented towards a working society and those ideals

influence its educational goals; its progressive education has been

moulded by the labour movement; elations among teachers, pupils,

teachers and parents can be. defined as direct and open; independent

research and work of the children is encouraged and tutorship

is extended when needed.

Another kind of elementary school that was developed in the same

spirit was in the kibbutz. 	 The school was not considered as just a

place of study, but it comprised most of the child's activities during

the day; It was full and well-rounded education. 	 The schools in

the kibbutz continued to educate in the same way even after the houses

of education for workers' children stopped functioning.
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The curriculum in the kibbutz varied considerably from the

curriculum in the city, the official one. 	 Prominence is given in

the kibbutz to nature study (home) and geography.	 Classes are

smaller (20-25 pupils at most) than in the city where classes

number up to 40 children. The smaller classes enable the teachers

to develop methods for individual or group work. 	 Social problems

concerning children were referred to 	 the	 pupils'	 council

(Bentwitch, 1965, p 114).

As previously mentioned, shortly after Statehood two laws were

enacted in relation to education. 	 The first was the law for

compulsory learning (1949), that Intended to have every child attend

school.	 Until the advent of ilic' War of Tndepend'nce (1948-1949)

children could be seen selling all kinds of merchandise in the

streets, while the older ones worked in small shops, learning a

trade. After the enactment of the law, parents were obliged to send

their children to school.

The implementation of the new Law of State Education was a widely

discussed subject by politicians such as Ben-Giirion, the first

prime minister	 of	 the	 new	 State.	 Ben-Gurion's	 active

participation in education reminds us of a similar move taken by a

president of the United States, Thomas Jefferson, who called for a

crusade against ignorance.

Education in this country, in America, we use the word
broadly to describe the development of knowledge, skills and
character,	 is a pillar of democracy.... mediator for social,
economic and intellectual	 opportunity. ... We	 want	 our
educational system to make available to all of us the full
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complement of advantages a civilized society can offer
(Bloom, 1984, p 55).

The involvement of leaders of nations signifies the importance of

the role of education considered by political figures, who

realized the potentialities of education to the welfare of the

countries.

What was Ben-Gurion's appeal to the teachers, and what were the

principles that he propounded at the convention? 	 He referred to

the two already mentioned laws: the Law of Return to Israel, and

the Law of State Education. 	 These laws express the expectations

of the Jewish people to return to Israel and to build a new

society through the major tool of education provided by society

for society (Editorial, Hachinuch, 1955, p 3).

Ben-Gurion stressed objectives for the educators to follow. Basic

education should stem from the values of Jewish culture and the

aspiration of the nation to build a society founded on values such

as freedom, equality, tolerance and mutual assistance. 	 He

stressed the three sources for achieving these goals: The Old

Testament and ideals preached by the prophets, as the source of

Jewish culture; the knowledge and the cultural legacy of other

cultures; the realm of science.

Consequently, the curriculum could not be confined any more to

Jewish Studies, but had to jncorporate subjects such as the

sciences.
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Education in modern society is far more than commonly
realized. On the one hand the child must learn in order to
succeed in life, therefore he is supposed to adapt himself to
society as it is. On the other hand there is the Jewish love
that is traditional that is not in full accordance with the
life of a modern State (l3entwitch, 1965, p 194)

Ben-Gurion called upon the educators to fulfil] social goals and

not be content with just transmitting information. 	 He encouraged

teachers to consider their ro]es in society as spiritual leaders

and realize ideals through volunteering work in small and remote

places. The best teachers were expected to volunteer to work with

new immigrants, in order to learn about the different cultures of

Jewish communities with which they were unfamiliar. He urged them

to be those who would understand the youngster's 	 cultural

backgrounds, and become aware of the special traits of each

community, thus contributing to the process of socialization of

their pupils.

The speech was a message to those whose work had to become a

vocation, through their work in the classroom, 	 the	 micro

environment, and their service to society, the macro.	 Ben-

Gurion's ideas were intended to moti.vate teachers to search for

new ways, methods and programmes in the reality of the new State.

With the approval of the Law of State Education, it was expected that

the	 political parties would not be involved any more in the

supervision of the educational system.	 The State was supposed to

replace their involvement in education. 	 Ideals and goals would

be inspired by the State. 	 The Law of State Education was approved

after lengthy discussions and concessions to the religious parties
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needed for the coalition headed by Ben-Gurion. 	 What was the result

of these concessions?	 The reUgious and orthodox parties went

on with their systems of education. The only stream of education that

ceased to exist was the Labour's, with the exception of one school,

the A.D. Gordon elementary school in Tel Aviv, which continued

to follow the principles of the 'houses of education for workers'

children t . It was the belief of Ben-Gurion and the Labour party that

all the ideas that were practised in those schools would form part

of the general system of education. 	 In reality, ideals that had

been part of the educational programme of the schools of the

Zionist-Socialist Labour party were replaced by vaguely defined

goals, such as a society that will he built on freedom, equality,

tolerance	 and	 mutual assistance. 	 Only in the last few years

has there been a growing movement among parents in Israel to establish

schools according to their ideologies in the spirit of the Labour's

movement, which had been neglected.

Archer's	 statement	 about	 the	 questions of 'how do state

educational systems develop rind how do they change' seems to

describe the situation of education in Israel when it became a State.

Education has the characteristics it does because of the goals
pursued by those who control it... change occurs because
new goals are pursued by those who have the power to modify
education, previous structural forms, definition of
instruction and the relationship of society... . education is
fundamentally about what people have wanted of it and have been
able to do to it (1984, p 1).

The new heterogeriic society in israel confronted problems that

asked for new solutions. The uniformity in educati.on through equal
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educational programmes 	 practised in the different segments of

society did not appear 	 to	 cope successfully with society's

socio-cultural needs.	 Criticism and the urge for change have

developed among educators (Shmueli,	 1964, pp 195-196), and as a

result the Law of Reform in education was approved in 1968, a law

that created new conditions in the field of education and was

instrumental in the integration of newcomers with oidtimers (Adar

and Adler, 1965, p 9).

The years between 1953 (when education wa orgeni7.ed to ollo' tcie

line of uniformity in education) Liii 1968 and (when this line

failed to be replaced by equal chances in education) were very

exciting years for individuals to act in the field of informal frames

of education.

Further analysis of education cannot ignore the aspect of selection

of the kind of knowledge which is the content of educational

programmes.	 The field of educational sociological research

deals as much with the inclusion of a subject matter in the

curriculum as with the ways it is classified and transmitted.

The same concepts are true concerning the knowledge that is the

basis for museum learning, which is transmitted through message

systems, curriculum, pedagogy and evaluation (Bernstein, 1971, p

47).	 The museum, its collections and environment that create

the learning in the museum, a special branch of general education

will be discussed in the third and fourth parts of this thesis.
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CHAPTER ThREE: SOCIAL AND EDUCATIONAL RATIONALE

Correlation Between Socialization arid Education
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3.1 Social Objectives of Education: Socialization and Identity of

the Individual

After viewing the relationship between ideologies and education

in the pre-state period and the early stages of the State of Israel,

we have recognized that much was expected of education. 	 Both

politicians and theoreticians held discussions on education and its

role in building the new society, amalgamated from the different

communities. However, it seems that the leaders talked in terms of

expectations without realizing the concrete problems that were

inherent both in the process of absorption of the newcomers and

the	 lack of communication among them.

The problem was of	 people	 of	 diversified	 socio-cultural

backgrounds who were supposed to fit into new patterns of culture

and of life in a new country.	 The majority of the pre-state

settlers were of western descent:, and they laid the foundations of a

modern western State of Israel. The majority of the newcomers, but

for a fraction saved from the Holocaust in Europe, were eastern

Jews from countries of lslamtc culture. They came from places such

as Yemen and North Africa, countries which in the 1950s were still

in pre-industrial stages of development, hut the reality 	 they

encountered in Israel was of an industrial country, European in

nature.	 Not only were the objective conditions different, but

also the mentality of the people they met was strange and

unfamiliar to them. Jewish people of Islamic culture were religious

people who believed that the days of the r1essiah had come. 	 Their
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encounter with a non-religious modern State of Israel was a

disappointing experience for them.

The people, especially those from Islamic countries, who emigrated

to Israel after 1948 and in the early l950s came as whole

communities, not as individuals for political and historical

reasons.	 They settled together in villages, or in parts of the

cities, which became demographically homogeneous. Thus during the

preliminary period of their stay in Israel they	 continued

preserving their former patterns of life as brought from their

native countries, but soon they began to change.

The reality in the new country was of a society in a state of

evolution.	 In what form it would be shaped was hard to foresee.

Owing to the lack of previous experience in the field of

absorption of such numbers of people (immigrants tripled the

number of 'Yishuv' in less than a decade), the authorities decided

on equal measures for all newcomers, without discrimination. 	 In

order to keep pace with the changes they enforced laws such as the

compulsory education and state education acts, and patterns began to

change.

Hierarchy in the family mderwent a change. 	 The person who

decided about the sources of livelihood became the son, the earner

who decided that certain folk customs and habits seemed inadequate

and outmoded, and thus they were discarded. 	 Dialects and habits

were left behind with the older generation, who found it hard to

adjust. Alienation in the fam[1.y had become inevitable between the
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old and the young, and the strong ties that had kept the extended

patriarchal family together for generations were crumbling.	 The

old ways of life were soon to adjust to the new ones.

It is worth noting that later in the 1970s there was an awakening of

a movement of the younger generation to return to their 'roots'.

Ethnic	 festivities	 such as the 'Maimuna' of the North African

communities began to be shaped, commemorating ethnic memories of

their homeland.	 Food, clothes, dancing and music were displayed

publicly, in order that others might learn about a culture that

had to change owing to the new circumstances in a new reality.

It must be pointed out that the official trend concerning

absorption was in the spirit of encouragement of 	 cultural

assimilation, ignoring the specific cultural traits of the various

communities.	 There was a lack of understanding of anthropology,

and therefore a lack of respect to people with various and other

folkways and manners unknown yet to those who were responsible for

the process of acculturation, such as social workers, teachers and

other	 government	 functionaries.	 Only	 in the l96Os was an

invitation extended to Margaret Mead to advise in planning the

settlement of people of various communities in the agricultural

region of Lachish, in the central. part of Israel.

The social and cultural adjustment of the individuals to the new

environment is defined as the process of socialization. 	 'Nan is

biologically predestined to construct and inhabit a world with

others'.	 This would become for him the dominant and definite
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reality!	 The sociology of knowledge understands reality as

socially constructed reality. 	 For our purpose it is enough to

define 'reality' as a quality appertaining to phenomena that we

recognize	 as being	 independent of our volition and to define

'knowledge' as a certainty that phenomena are real with certain

characteristics (Berger and Luckmann, 1966, pp 204, 210, 213).

Socialization, which has been the ultimate objective for society,

has to be realized without neglecting the individual's (Berger,

1966, pp 160-170) mental growth as a member of society (Erikson,

1959, p 52).

The process of socialization :includes the following aspects:

psychological,	 anthropological, political soc:ialization and adult

socialization (Sills, 	 1968, pp 534-562).	 Each one of these

aspects of socialization would demand a special review. 	 Our

interest is aimed at 'the aspect that will focus on	 the

developmental aspects of individual behavior, which occur in or

directly involve interaction with one or more person, i.e. in the

social context'. 	 In the areas of research we are interested in

'the studies of the effects of institutions on children, that

indicate the quality of stimulation provided by the environment,

may have consequences on the learner' (Burton, 1968, pp 534-536).

The individual is not born a member of society. lie is born with a

disposition towards sociality and he becomes a member of society.

lie is inducted into pnrticipat:lng In a societal dialectic process
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for externalization, objectivntion and internalization (Berger and

Luckrnann, 1966, p 149).

Every society is faced with the task of socializing members in its

culture, and providing them with a sense of belonging and security

as they move into different statuses at different stages in their

life circle.	 By the means of socialization, the individual

acquires the culture of his group, or groups. 	 Society ensures

society's regeneration by its members (Liegle, 1983, p 119).

There exists a dichotomy between schools of thought concerning the

relationship of society and the individual, and consequently the

function of education. 	 Durkheim's idea is that society is an entity

by itself with its own traits, that the individuals lack. 	 He was

an ardent believer that 'the ends of education are social, the means

by which these ends can he attained must necessarily have the

same character'.	 He pointed out that the role of psychology in

education, even though it is a real science, is not to teach the

educator about the ends he should pursue (1971, p 93).

Durkheim based this opionion on research in the field 	 of

comparative study of cultures and claimed that society has to

mould the person to fit its autonomic conditions ([Durkheim, 1902-

3, 1973, p 48 Liegle, 1983, p 120).

Peter Berger contradicts Emil Durkheini's view of the role of

society in relation to individual socialization.	 Socialization,

according to Berger, means not only that the consciousness of the
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individual is constituted in a specific society form by society...

but also that 'psychological reality is an ongoing dialectic

relationship with social structure'. (1971, p 107). The relationship

between the individual and society is that the individual has

the ability to choose modes of apprehension and emotion to guide

him in choosing what is real and unreal. 	 The self exists by the

virtue of society, but society is only possible as many selves

continue to apprehend themselves and each other with reference to

it. The individual internalized what appears to him appropriate

outside himself. Having internalized what :is appropriate, he makes

it part of his own consciousness and is able to externalize it again

as he continues to live and act in society. What is internalized

by the individual, continues Berger, are the repertories of

identities that are part of the objective 'knowledge' of a society's

members.

The cognitive approach to socialization emphasizes the roles of

understanding in the development of interpersonal conduct and

morality (Gleitman, 1983, p 312)

Knowledge that constitutes the fabric of meanings without which no

society could exist.	 Knowledge about society is apprehending the

objectivated social reality and in the sense of continually producing

the reality. Thus knowledge serves as a channeling, controlling force

in itself, using the language to transmit it to the next generation.

The linguistic apparatus becomes a social tsciencel corresponding to

the objective reality of the specific mode of a certain segment in



34

society's life (The hunting example, Berger and Luckmann, 1966, pp

27, 89).

Language is defined as a system of vocal signs, is the most important

sign system of human society. The quality of the sign is that it

indicates both the subjective meaning as well as being objectively

available in the common reality to be shared among men. The objective

reality is translated into a subjective reality, and vice versa, 'by

the language which has to be internalized and is the principal vehicle

of this ongoing process of a symmetrical nature between the objective

and subjective reality' (Berger and Luckmann, 1966, pp 50, 155).

Thus, language marks the coordinates of life in society and fills life

with meaningful objects; objects which represent themselves to

consciousness as constituents of different spheres of reality. This

realit.y has the power to shizipe and produce a speciIi.c type of a person

whose identity has a meaning related to a particular body of knowledge

which has been socially produced (Berger and Luckman ) 1966 pp 35,

36, 85).

The process of socialization can he described as a dialectic one.

Simultaneously the individual has an ongoing response to the

experience of the world.	 Thus self and society are interwoven

entities that lead to the identity of the individual with society.

The successful process of socialization can be defined as a

never ending dialectic process that can be analysed in terms of
'movements' - externalization, objectivication and
internalization. The dialectic is lost when one of the moments
is lost. (Berger, 1971, p 112).
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Durkheim's study of the development of education is a good example

of his ideas about casual explanation, 	 lie writes that education

chances as society changes.	 In principle there exists close

relationships between society and education. Durkheim argues that

'society' is the subject matter of sociology and the social matter

is distinct from the 'individual' dimension'.

Such an approach is unacceptable by educators who consider freedom

and creativity of the individual as important elements in their

educational ideology. 	 As well as educators who consider the

importance of psychology that

is seen as a distinct subject from that of other areas ... and
the individual is constrained to conform to a set of values that
was made for him. (Blackledge, 1985, pp 7, 8, 11).

For Durkheim, society replaced God and is greater than man and tells

man through socialization, how he should act. Education's function

is to fit people into society according to what it wishes him to be.

Subsequently education must provide the norms and values the child

needs. It has to build up a consensus for society in order to exist.

Durkheim does not suggest any method to be used by education. Methods

have to be formed according to the way society is developing.

Durkheim's point of view is that the individual makes the rules of

society as part of his personality in the process of socialization

(Blackledge, 1985, pp 14, 15, 23).

Berger and Luckmann do not discard J)urkheim's idea about the influence

of the 'social d:[mensions' but they present a more balanced theory

of the relationships between the individual and society. They suggest
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that interaction among people produces the ingredients of society

such as values, norms, ideas, language and social institutions.

In order to help the individual, to mould his mental and social

attitudes, education should influence his affective domain, with the

control of conscience and wisdom, and not restrict itself only to the

cognitive domain.	 Education is a long process accompanying the

youngster to adulthood. The results depend on standards and methods

selected by a particular institutional setting that are socially

constructed processes of teacher-pupil interaction achieved by

conversation (Cosin, 1971, p 1).

Reality is not an absolute term, it varies from one society to

another, and in terms of time as well. From this aspect should be

viewed the vocation of the educator as one of the main factors

participating in the role of the socialization of the individual.

The educator is able to he]p construct the right model of

socialization, only when he becomes acquainted with the specific

social setting of the individual, understanding comprehensively him

and his specific conditions in order to help the individual to become

active in the objective reality of life.

3.2 Educational Objectives in Israel
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3.2.1 Curriculum - A Sociall y Organized System

In view of the socio-cultural situation in Israel, the educational

system was expected to be sensitive to the diverse needs of

individuals and to initiate adequate museum programmes. 	 The

educational authorities had to plan a curriculum applicable for the

various groups. The organizers of the curriculum were to follow a

trend of mind, 'that education cannot be treated as products like cake

and bread' (Young, 1971, p 24). They had to be creative in building

programmes.

Teaching and education, are not merely didactic and psychological,

but an educational problem. It is a matter of dealing with contents

and values that are appropriate to he taught, more than others which

are inferior under the same circumstances (Simon, 1964, pp 67-68).

What is the role of values in the curriculum? They serve as moral

criteria concerning the educator and his right to determine what

values it is obligatory to transmit to the youngster (Izhar, 1982).

The educator's prerogative in selecting certain values stems from the

nature of the values themselves (Berger, 1971, p 11). The educator

as an individual has to be alert in ensuring the equilibrium between

the individual's values and those. of his society.

But how do values relate to the curriculum for the benefit of

education? Nowadays, when technology takes over, there is a danger

of the humanistic studies becoming inferior to the technological
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ones. Moral values cannot be derived from learning only the sciences,

since by it nature moulds scientists as people with moral virtues,

as became evident in the behavior of scientists in the Nazi period,

who developed in the name of science the most inhumane inventions.

Therefore, there is no justification for placing science, though it

is essential to our civilization and progress, as a central subject

of the curriculum, and giving an inferior standing to humanities

(Kurzweil, 1964).

As aforementioned, the leaders talked in terms of expectations, of

equality in education. Translation of these ideals to the State Law

of Education in 1953, and the ctirriculum whrich was built accordingly,

did not meet the challenges of a pluralistic society in a stage of

transition.	 An analysis of the resulting educational programmes

(1971) revealed findings that show failure: such as the. f ocIt cas

of statistics indicating that: only a relatively low percentage of

youngsters of oriental descent succeeded in acquiring high school

diplomas, in comparison with youngsters of European descent, 6%

versus 35% (Doron and Chen, 1977, pp 24-27).

This means that those students who failed to receive the diploma were

barred from higher studies and the acquirement of academic status.

It proves that equal education in the spirit of social equality may

have been a progressive ideal, but it did not satisfy positively the

needs of every group in the heretogeneous society of Israel.

The failure of certain segments of the population to reach standards

of learning equal to those of the other segments called upon the
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attention of the educational authorities to look for new ways.

Consequently, a new line was accepted which called for reorganization

of the entire school system, integrating youngsters from different

socio-cultural stratas in the same school.

Despite the geographic proximity of children's neighbourhoods, there

existed a social and psychological gap that caused alienation. The

fact that no change took place indicated that the educational ssten

had not succeeded in keeping pace with the social changes that took

place in 1948 onwards. The new line of re-planning the schools was

aimed at three goals: Narrowing discrepancies, upgrading the status

of the children of oriental descent, thus distributing youngsters of

the same descent in various schools.

For the sake of comparison, it is interesting to examine another plan,

the reorganization of the educational system in New York (Editorial,

1962). The New York planners' goals were similar to those in Israel

of building schools of a high standard and abolishing ethnic

segregation.

Despite basic differences between the two cultures in Israel and in

New York, there exists a common feature, the belief that education

through the school system can serve as an effective factor in reaching

social ideals.

In view of the state of matters of the school system in the late l950s

and l960s, a new line was taken by the Ministry of Education. The

change came with the acceptance of the fact that there are groups who
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have to be taught through approaches and methods of education

applicable to their needs.

Zalman Aran, the Minister of Education and Culture at the time,

admitted in his speech to the Knesset (1964) that discrepancies exist

in the standards of learning and scholastic accomplishment among the

children of newcomers from Asia and Africa and those of European

descent. However, new methods of enrichment and training of learning

abilities had been sporadically launched earlier, before the

Minister's declaration. 	 The new methods followed the line of

differentiation in learning, combined with social integration.

Subsequently, Aran nominated a planning committee for new educational	 I

programmes. These programmes contained elements from the legacy of

the 'houses of education for workers' children', such as children's

society meetings and open discussions, as well as special days of

creativity in the visual arts and music subjects, which were not

included in the former programmes.

Old ideas which had been dormant for about fifteen years (1949-1964)

were revived.	 The famous painter and art lecturer, Ardon, was

appointed to head the department of art education, in order to

introduce the arts into the school curriculum.

During the years from 1953 when the State Education Law was enacted,

modifications in the system were made, but a substantial change took

place only after 1968, after the new programme of reform (1969) in
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education was enacted and approved by the Knesset, which states as

follows:

The reform program is the main instrument for reorganization and
improvement of elementary and post-elementary education in
Israel. The general outline was submitted to the Knesset by the
Parliamentary Commission for changes in the structure of
education, and approved by the Government on 7 July 1968.
(Editorial, 1969, pp 16-19)

The new structure of school was as follows:

1st stage
Elementary Education - 6 years : Grades I - VI inclusive

2nd stage
Post-Elementary Education - 6 years : Divided into two sections:

A. The intermediate section, consisting of Grades VII to IX

B. The higher section, consisting of Grades X - XII

3.2.2 Culture -As a Sociall y Strjtured Subject in the Museum

School, which is a soda-cuLtural InstItution with its own system,

accepted and approved by socIety, s an organIc part of the overall

system of society. School in Israel did not appear to adjust its

educational programmes and currcu1um to the changing circumstances

prevailing in the 1950s and 1960s, as revised in the previous pages.

Consequently the process	 of socialization through knowledge and

learning failed its objectives of the integration of the various

groups in the new society of Israel after 1948.

We find that I)urkheim's views about education are applicable to the

situation of museum development in Israel in the fifties and sixties,

that was directed by the concepts of equality in education. 	 He

believed there must be basic values shared by all members of society,

in order to preserve it from chaos (1971, p 92). The theory 'that

people have to think the same way to keep society from chaos' was in
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contrast to educators who regarded education as a free arena of ideas,

programmes and experiments, as had been applied in schools of workers'

children till 1953.

The institutions that appeared to be free to follow ideas in this

spirit, were the museums. The museums in Israel in the 1950s were

already legitimate socio-cultural institutions, but not accepted as

institutions of learning, such as the schools. The museums which are

rich in knowledge inherent in their collections, seemed to be the

appropriate setting for informal education and for selection of

subjects that could provide a diversified programme for learning and

new programmes were initiated in haifa museums (1957).

The first selected subject was culture . It was taught at the 1useum

of Ethnology and Folklore Archives, which provided both the original

material of its collections as well as its setting for learning.

In the museums knowledge is distributed through the objects: Objects

like words make us think of their meanings (Vygotsky, 1962, p 121).

The meaning of the object like of a word represents a close amalgamate

of thought, feeling, history and way of life which leave their

imprints in the style.

By style is meant the cons Lant form - and sometimes the constant

element, qualities and expression - in the art of the individual

and a group ... It i.s a manifestation of the culture as a whole,

the visible signs of its unity ... It reflects the 'inner form'

of collective thinking and feeling. (Schapiro, 1953, p 287).
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In this study our focus will be on the socialization through the

museum's context, the objects. The museum that aims to socialize the

youngster by a new mode of learning, of acquiring knowledge and values

that are generated by objects. Objects that constitute reality and

represent cultures in the past and present.

There was a dicl1otomy of approaches and attitudes in the community

towards one's own cultural heritage. On the one hand there was a

total rejection of by the younger generation of objects that might

be reminiscent of the cultural background. They strived to deny in

the process of their acculturation (or 'culture contact') which

should be viewed as a two-way process affecting both groups in contact

(Beals, 1952, pp 628, 629).	 While, in the older generation

especially, there was a desire to cling to objects as tangible proofs

of familiar patterns of life iii the new alienated surrounding

(Muller-Lancet, 1968, pp 1-2).

The Museum Education Centre has constructed a curriculum based on a

body of knowledge derived from the objects of the Museum of Ethnology

and Folklore archives or on loan. The objects represented a wide

range of cultures of Jewish communities and of other peoples'

cultures. The various exhibitions, though small in size, enabled the

representation of certain cultures which were familiar to those

youngsters, whose parents still retained them, as well as to

familiarise them with unknown cultures of their peers, with whom they

came into contact at the museum.
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A constant inter-ethnic tension between immigrant groups of antipodic

cultural backgrounds underlines the intricate demographic pattern of

Israel of the aforementioned reality. 	 The objectives of the

exhibitions in Haifa Museum on Bokharan (1968) as well as the

exhibitions of Morrocan communities in the Israel Museum (1974) were

to awaken latent consciousness fri one's own culture.	 Cultural

objective was to present material to the public of unknown cultures.

To acquaint audiences with unfamiliar cultural treasures of living

communities.

The concept of the subject was based on the definition of culture of

the British anthropologist B. Tylor. His comprehensive definition

that will serve the thesis reads as follows:

Culture in the ethnographic sense is that complex whole, which
includes knowledge, beliel, art, morals, law, customs and any
other capacities and habits acquired by man as a member of
society (1958, p 1).

We tend to understand culture better by recognizing its history and

its manifestations in the arts and crafts. This leads us to cultural

awareness, that can be achieved through learning the special traits

of each culture which is presented in the museum.

The various aspects of culture follow the most diverse patterns, and

do not lend themselves profitably to generalization despite their

common traits.	 By means of a comparative analysis of cultural

pluralism and cultural differences, specific traits of a culture for

the educational objective of cultural awareness become apprehended.
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In this work, art is sine qua non to culture:

Art can also be a means of coming to understanding and developing
respect for the variety of realities, values and expressions
which are different from those of one's culture. Art makes idea
and feeling visible, and hs a potential for enrichment and
aesthetic enjoyment (Allison, 1984, p 16).

The museum, being an institution embracing human heritage, has set a

challenge for educators, to combine by means of teaching, the two

areas, culture and art and through them transmitting social values.

Thus, the implication of the museums as a place of learning was

expected to make popular education its superior role, and enhancing

the museum with a new social function (Alexander, 1979, p 221).
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ChAPTER FOUR: POLICY, IDEAS OF EDUCATION IN PRACTTCE

The EvoL ,ri,v of the Museum Education Centre in Haifa
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4.1 The Cultural. Background of the Cit y of Rn

By examining the correlation between social and educational

objectives, we have built the rationale, the theoretical framework

for the need for a new branch of education and learning in the museum.

We shall not remain in the abstract realm of theory, but we shall

describe an actual project that aspired to realise social ideals and

translate them through a particular educational programme in the

museum education centre in Haifa.

In order to understand the background and the specific role of the

museum education centre in Haifa, let us become acquainted with the

cultural life of the Israeli city and the state of its museums.

The cultural life of this city of about 180,000 Inhabitants In the

early l950s was not rich. The lack of cultural, institutions provided

the public only limited possibilities of choice. The majority of

activities were initiated and organized by the Histadrut (the Trade

Unions' organization), which developed as an agency for cultural

activities.	 The public of these activities consisted mainly of

workers of Haifa that was in those days the main port of Israel and

the centre of heavy industry. Theatre troupes and orchestras came

from outside the city, performing in unsuitable buildings, such as

cinema halls.

Haifa museums, where the new programme of museum education began in

Israel, were in the fifties and sixties 'by and large in a state of

anticipation, rather than achievement' (Barnea, 1967, pp 52-54).
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Despite the variety and wealth of the collections, (some rich indeed

by any standards and worthy of better conditions), only one, a small

museum but a gem and truly unique, was suitably and appropriately

housed. That was the Grain Museum in Dagon Silos. This museum and

another small private collection of Jewish ceremonial objects, were

the only private ones in the city the other five were public

institutions.

A museum of much scientific importance for the study of ancient man

is the Museum of Prehistory, was situated in a part on a spur of Mount

Carmel. This museum was shaped out of the private collection of two

Haifa citizens, Mr. Vreshiier and Mr. Olami, who made a survey of

dozens of prehistoric sites on the Mount, and the result of

excavations carried out by the Hebrew University. Finds (which are

in the museum) included flint tools, bones and skulls of Carmel man,

and form a link between Neanderthal man and Homo sapiens.	 The

evolution of prehistoric man is represented in four dioramas

depicting hunting, life in the cave, the beginnings of primitive

agriculture and a reconstruction of the excavations at Nachal Oren.

All were built in the museums exhibition hall.

Little more than a brief survey can be made of the other more

important collections i.n Haifa.	 Two of ancient and modern art,

respectively are housed in the City Hall. The first, based on the

private collections of Dr. Alexander Rosh and concentrating mainly

on Hellenistic-Roman art in the Eastern Mediterranean, contains

interesting collections of burial portraits from Fayum of the 2nd and

4th centuries AD, Coptic woven mntrJals and Jewish coins minted in
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Caesarea and Acre. The museum has been enriched by mosaics excavated

at Shikmona and objects found elsewhere in the vicinity.

The Museum of Modern Art, was founded in 1951 and transferred to the

City Hall in 1955. It puts much stress on the art, sculpture and

crafts of Israel. Other treasures Include an outstanding cabinet of

graphics by contemporary artists and an important collection of

posters on the arts.	 The museum was first developed by the art

historian Dr. Fritz Schiff.

The Museum of Ethnography and Folklore Archives has set itself a task

peculiarly in consonance with the current phase in Jewish history.

Ancient Jewish communities were destroyed i.n the course of the Second

World War, others have been emptied of their inhabitants by migration

to Israel and to other countries. Thus the salvaging of whatever

survives of the rich cultural heritage of these Jewries has become a

categorial. imperative.	 Specifically, the collections include

religious and ceremonial objects, distinctive apparel, utensils of

daily life and jewellery,

A unique achievement of this museum is the collection of more than

7,000 Jewish folk-lore tales, recorded with the ai.d of teachers,

social welfare workers and others coming Into closer contact with the

new immigrants who have settled in this country over the past two

decades. The project, based upon a countrywide movement of recorders,

holds an annual gathering at which the latter are enabled to meet the

story-tellers. Nine volumes of these folk-stories have so far been

published - some in translation.
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We shall conclude this account of Haifa's museums with a description

of one of the very few museums outside the mother country devoted

entirely to Japanese art. The Museum of Japanese Art, most of whose

treasures were donated by Mr. Felix Tikotin, is situated in a

pavillion surrounded by an enclosure, both reminiscent of the

Japanese style.	 Narrow canals run along the outer edge of the

exhibition halls, reflecting the works hanging on the walls. Among

the collections are paintings representing various techniques,

woodblock prints of old masters, specimens of Japanese crafts

(kimonos, ceramics, lacquer nnd metalware).	 The museum actively

promotes the study of Japanese culture by holding demonstrations of

flower arrangement, the tea ceremony, lectures and film-shots

(Barnea, 1.967, p 54).

Public awareness of the museums was limited at that time to small

groups of people, particularly ol West European descent, who had

already been familiar with museum activities in their native

countries. The only museum that enjoyed a stable audience was the

Museum of Modern Art. A small group associated with 'The Friends of

the Museum of Modern Art' , formerly known as 'An Association for Art',

initiated lectures in cooperation with Dr. Schiff, the Museum's

Director.	 Unfortunately, this group gradually dissolved in the

course of time, with the passing away of the old members and lack of

new ones. Only in 1978 was a new association of 'The Friends of Haifa

Museums' established.

During this period the museums, as public institutions, were expected

to contribute their share to the cultural, life of the city and make



5I

new audiences acquainted with the treasures that served til 1 then a

limited circle of citizens. Being unexplored and yet not exposed to

educational activities, the museums presented a challenge to

educators to initiate in the museums cultural activities within a

framework of learning.

The potentialities of the museums for instruction had been recognized

by Dr. D. Moy, the Director of the Museum of Ethnology and Folklore

Archives, who allocated one of the three halls In the structure to

serve as a classroom.

Both the subject of the Museum of Ethnology and Folklore Archives and

the readiness to see learn lug as part of the museums, encouraged the

founding of 'the courses of peoples' cultures in the museum' (Barnea,

1971, pp 665-668).

4.2 Subjects in Informal Fra	 Museum_Educatioii

Surveying the evolution of the museum education activities at the

museums themselves, as well as outside the museums in other public

institutions, one can observe three phases during the gradual growth

of subjects and educational frameworks in the years 1957-1988: The

building of the educational approach 'in teaching cultures through art

and crafts, at the Museum of Ethnology and Folklore Archives

(1957-1965); Applying the same. approach in teaching the culture of

Japan at the Museum of Japanese Art (1960-1961); Teaching ancient

cultures in Israel (1962-1970). An expansion period of activities,

including outreach activities th neighbourhood cultural centres
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(1963-1968); Activities in a community centre on Mount Carmel, the

Rothschild Centre (1963-1968); Activities in a public library at Neve

Shaanan (1964-1968). The continuity of the educational approach that

was formed in the afternoon courses was in building a collaboration

with schools(l) in city museums of Prehistory, Ancient and Modern Art,

Ethnology and Folklore Archives ) the National Maritime, and from 1984

at the Haifa University Archaeological Museum. The latest stages

of The Centre's development were the interdisciplinary projects.(2)

The selection of the subject ciii tures to he taught at the museums

follows the theories of scholars such as Simon and Young, who stated

that the selection and organization of material must develop from the

available knowledge at a particular time. Scholars who were primarily

concerned with the 'content' of education rather than with the

'structure' or organization of the educational system (Blackledge,

1985, p 290). The knowledge that seemed appropriate was found in the

material of the Museum of Ethnology and Folklore Archives, which

served the mai.n core content of the education system. For example)

artefacts of material cultures, such as everyday tools, jewellery and

ceremonial objects were displayed in an exhibition entitled 'Arts and

Crafts of the Jewish Community in Yemen'.

The visual encounter of the youngsters with these artefacts was of

an experience of a primary nature. The exhibits evoked curiosity and

a desire to know more about the objects, their origins and usage.

1. This subject will be discussed in Chapter ten

2. The intersciplinary project will he described in Chapter twelve.
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Objects made of different materials motivated to learn about the

techniques by which the objects were made, thus adding the 'how' and

the 'what' to the 'where' questions that required learning. In order

to understand processes of making things, workshops of arts and crafts

were organized.

Through such combined courses of learning, both theoretically and

practically, the youngsters acquired information as well as such

values as respect for unknown peoples. Their curiosity formed a state

of openness, which enabled guidance and teaching in an alert and

relaxed ambiance.

Audio-visual aids such as reproductions, slides and movies were

introduced to supplement necessary material. For instance, films and

records about dance and music of a village in Ghana in West Africa

were brought during the study of 'Arts and Crafts of West Ghana', that

was conducted in relation to an exhibition of the same subject.

A young man defined his attitude in a conversation towards the course

on peoples' cultures in which he had participated for five years while

he was a child: 'what is left with me' he said, 'are primarily the

values I had acquired at the museum, and in addition the knowledge I

learned about cultures.'

In the 1960s a slides and a reading library were founded, in order

to serve teachers and memhers/parl;icipants of the museum activities.

The libraries, though small in size, formed the foundation for an
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educational unit in the museum that strove the function

independently, only according to its needs and requirements.

The role of the museum educator has been to find material, as well

as ways and means in building a comprehensive picture of a culture

through its artefacts and its various aspects; namely to bui].d a new

pattern of teaching in the new h'arru(ng e.icc'.t cf th wxsuv.

The method that suited to teach a culture comprehensively, was the

integrated method of teaching. This method of teaching had been

widely practised in Israel, especially in the first grades of

elementary schools. Projects such as the cycle of Lhe seasons, cycles

of holidays formed year-round subjects. Tn higher grades there was

a strict division of subjects, with no continuity of the integrative

method.

In the Kibbutz,(3) however, the enl;ire school curriculum was based

on the integrative method in teaching two main comprehensive subjects

in the project method, humanities and sciences. 	 Well-equipped

workshops enabled the children to experiment and create, in order to

enhance theoretical material. This is based on the fundamental point

that maintains a balance between the practical and the intellectual

phases of experience (Morrish, 1967, p 123).

3. The writer became acquainted with the Integrative approach while
teaching during the years 1946/47, 2nd and 6th grades at Kibbutz Ramat
David.
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A similar approach was followed in a different set-np, at a school

for retarded children in ITnifa (1947-1950). 	 Means were scarce,

workshops did not exist, but the classroom served as a

multi-functional workshop. flespite conditions inferior to those in

the Kibbutz, the same approach was applied and special attention was

given to expose the children to various materials and techniques.

The integrated method proved to he the only way to reach the children

and make them participate in the classroom, namely working and

experiencing with different materials stimulates the learner to

express his impressions accorditig t;o one's own ahMitles. It Is the

increasing sensory awareness whilst exposing the participant to

pertinent information (historical, geographical) at opportune

moments, that facilitates heightened perceptional response.	 The

approach that incorporaLes cogniLive study of the content of the

subjects, as well as creative work -in multi media, developed to become

the heart and core of the integrative method of the teaching of every

subject in the museums of lEai fa. The focus was on what 'has to be

educated' (Blackledge, 1985, p 290).

The subject of cultures constituted the curriculum that has been

established during the first years of the educational activities at

the museums.	 The subject was divided into two main cycles of

syllabuses, that had the same educational objectives: cultivating the

sense of belonging to one's own culture and the awareness of other

peoples' cultures.
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The cycles of syllabuses were: Jewish communities' cultures and the

ancient cultures in the land of Israel and peoples' cultures. The

arts and crafts courses were related either to the first or to the

second cycles, however they were always linked to exhibitions like

the theoretical courses.

4.2.1 Jewish communities' cultures

In Israel like in other newly-horn states, it is important to create

a natural awareness of each individual's responsibilities in the work

of development and hence an awareness of an identity with one's own

nation; a national awareness which is rooted In the socio-cultural

values that its wealth and its unique attributes' (Editorial, Unesco

Inter-Clubs, 1986-1987, pp 3-4).

'Life and Work of the Jewish Community in Yemen' (1963) was the name

of an exhibition at the Museum of Ethnology and Folklore Archives.

The exhibition made it possible to develop a comprehensive study of

the community in Israel nnd was based on an extensive research of the

community's life and work in Yemen, before immigrating to Israel

(Barnea, 1956).

The Yemeni	 community was one of the first to send its messengers

still at the end of the last ccnt:ury to Israel to rebuilt the Land

of their Forefathers.	 A community not as numerous as the other

Eastern communities, about 50,000 people, had immigrated with all its

members to Israel in 1948-1950, in the well-known project called 'The

Magic Carpet'. The Yemeni Jews being isolated in Yemen, with hardly
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any connection with other Jewish communities, preserved their own

special traits for centuries, not having been influenced by outer

factors. They excelled in their arts and crafts, being compelled to

deal with 'Arti' such as tailoring and shoemaking, as well as in the

'Arti maggiori' such as silversmithing, embroidery, etc.	 Their

music, art and crafts were a big asset to the new Tsraeli. culture.

After a long study of the geography of Yemen, the history of the Jews

in Yemen, the acquaintance with ways of life, beliefs and oral

traditions and constant visits to the exhibition hail, the children

worked for a few months in the workshop, which gave them ample time

to get acquainted with the different arts and crafts, such as

embroidery, basketry, jewellery and building a typical Jewish home,

which had its own traits. This was made possible by tracing a rare

description of a Jewish Yemeni	 home (Rathjens, 1957).

In addition to the creative work complementing the theoretical part

of a yearly course, yearly courses of arts and crafts were

established. A course of 'arts and crafts of Jewish communities'

was instructed in relation to the cycle of Jewish holidays. Special

small exhibitions with objects from the museum's collections, or

objects on loan, were on display, which assisted to enhance and

recreate forms, motifs and techniques.
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4.2.2 Ancient cultures of Israel

The Jewish people had always dreamed of coming to the Promised Land,

but the idea was purely religious and national. 	 Individuals, like

communities, already had cultural roots in their native countries,

such as language, arts, crafts, folkways, and mores that were part

of their ethnic memories (See Tylor, p 46).

The sense of a belonging 1 and of cultural identity to Israel had to

be acquired, a sense that hack in the past was shared before the

destruction as mentioned in the Bible, Old Testament, Mishna and

Talmud, sources of the Jewish lore. The culture of those remote times

has been excavated by archaeologists. The discoveries brought to

light a culture that had existed in the past. Thus archaeology became

one of the primary sources, vital for the study about material

culture, crafts and the arts of the past.

The acquaintance with the unveiled archaeological findings at the

museum creates a common denominator of feeling of belonging to people

of the same origin, who enjoyed in the far past the same spiritual,

as well as material culture. Learning about the arts and crafts, such

as ceramics, weaving and mosaics, as well as architecture, transforms

the intangible term ' the culture of the past' to a tangible and

concrete experience. 	 The written sources such as the Bible, the

Mishna and Talmud, serve to prove the authenticity of historical

events, as well as the descriptions and usage of objects that have

been discovered.
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The past finds its portrayal by the objects in the exh:ibition halls,

and the museum takes its role as a communicator and an interpreter

of the past, thus helping to form the sense of belonging to a common

Jewish heritage and forming a common cultural identity.

Guided study tours to archaeological sites followed series of

theoretical lectures on different subjects, within the framework of

the course of 'Cultures in the Land of Israel' . For instance, one

topic was: Massada, the site of the last battle of the Jews against

the Romans (72 Bc).

The tours, which included hoLli children and parents, provided an

opportunity to learn about a culture in situ and heritage became

closer and better apprehended. The tours became events of both an

educational and social nature, in addition to the monthly activities

at the museums that were devoted to lectures and films of various

cultures. These encounters of parents and children gave and children

provided an occasion for mutual cultural experiences to families of

different backgrounds.

The experience that has been gathered in the first years of teaching

cultures theoretically and practically had proved that the

theoretical aspects of the subject were better enhanced through

doing, through experiencing. By painting, modeling and constructing,

the youngsters expressed their impressions and created a picture of

a culture.
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A yearly workshop on pottery was intended to complement the

theoretical knowledge of archaeology in ancient Israel.	 The

participants (eleven to fourteen year olds) built various shapes of

jars and vessels, follow:tng the various styles and techniques of

ancient periods, such as the Neolithic (or Stone) Age, and the Bronze

and Iron Ages, thus learning about cultures of ancient Israel or

Biblical times, e.g. Philistines. This was a method of acquiring a

way of learning to respect the ingenuity and mastery of people of

far-away periods, by no means an exercise to recreate the original

artifacts (Gilman and McConnell, 1977, p 71).

4.2.3	 pples' cultures

Personal intellectual horizons are becoming wider every day. The man

of today has interests extending far beyond a purely national

framework.	 The curiosity goes hand in hand with an awareness of

international problems that arouse the need to solve them (Editorial,

Unesco1 1	 6/i7).

The museums are the relevant {nstitutions where young people can

satisfy their curiosity by trying to understand cultures, their past

in order to better understand their present.

The second cycle of subjects was centred on the topic of peoples'

cultures, and was taught for the purpose of attaining identity beyond

one's own (Barnea, 1971, pp 665-668). This concern offered useful

contrast to the attitude of the formal educational establishment,

which did not include international education as a subject in the
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curriculum.	 The pedagogical reality in Israel, is that our

educational institutions are bound to a heavy informative curriculum,

but they lack common ideas about international education, except for

the courses of peoples' cultures at the Museum Education Centre in

Haifa (Ben-Zvi, 1969).

To know other peoples' culture.s was a vital need, because of the

isolation of Israel by neighbouring Arab countries, while at the same

time the Jewish people lived side by side with an Arab minority in

the same land.

An additional Important reason for acquaintance with other cultures

was to know better the background of the Jewish communities in Israel,

which is the mix of Islamic and Christian cultures. The cultures of

the native lands of the newcomers from Islamic countries, as of the

European and American Christian background of the Western countries,

that became part of the Jewish ethnic and historic memory. Again we

witness the link between the two cycles of cultures of east and west,

which meet on the common ground of Tsrael.

'Actualia' was a concept employed in teaching people's cultures to

acquaint the children with actual historic events, such as learning

about African cultures in the 1960s. 	 It became quite a frequent

subject taught in museums in the decade when many African states

attained their independence. Newspapers of that period provided an

abundance of up-to-date material about African cultures, their

geography, history and social structure, as well as arts and crafts.

Children were ab].e to absorb a great deal of information, which they
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passed on by delivering brief lectures to group members, as well as

by submitting written materials. 	 The material collected by the

children laid the foundation of a sector in the library of current

data. Their alert response proved the relevance of the subject of

cultures to young people who live in a changing world.

Another example of applying the concept of Actualia was in teaching

the subject of Pre-Columbian cultures of South America, connected to

the exhibition of 'Ceremonial Masks of Ecuador' (1964).	 The

instruction began with study of the present actual economic state of

the Indians of the Andes, then traced their history hack to the times

of the conquest and the encounter of the Spanish conquerors with the

Indigenous peoples, the Incas, the Maya and the Aztecs in the 16th

century.

In addition to peoples' cultures in the Museum of Ethnology and

Folklore Archives, a wide range of topics about Japanese culture was

developed relating to the changing exhibitions in the Museum of

Japanese Art.	 A sixth grader's composition on 'Tranquility in

Japanese Painting' allows an insight of an Israeli youngster into an

encounter with a remote culture. The composition reads as follows:

We, the children of the Japanese course, have learned a great
deal about Japan and i.ts culture. At one of our meetings we
discussed the Japanese painting whilst looking at the painting.
We were mainly impressed by the tranquility in the paintings,
when each one of us was impressed by another painting. Japanese
painters do not emphasize each thing more than others, as seen
in a Sumi-e, or a colourful painting. They paint asymmetrically
and, above all, they tend to put the human being on a lower step
than nature, unlike European painters who place the human being
in the centre, above nature.. 	 In the museum we learn about a
culture, which is expressed through the art of the people and
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this is at the centre of our Activity In the Japanese Museum.

(Barnea, 1969, p 15)

A third museum of a new discipline opened its doors for education in

1963, the Museum of Prehistoric Man. The museum has a rich collection

of finds from the caves of the early man on Mount Carmel.(4)

As was previously pointed out, the exhibition was the core of the

courses, as well as the point of reference; either mounted by the

curator of the Museum of Ethnology and Folklore Archives, or by the

museum educators.

Didactic exhibitions that were built by museum educators (1966-1977)

were different from the exhibitions planned by museum personnel.

While the educators considered in choosing the subject of an

exhibition primarily from the youngster's aspect, his psychological

and social. needs, the museum curator was Interested primarily in the

museum collections to be researched nd displayed. The few examples

which are described here exemplify the basic idea of the communicative

potentialities that are Inherent in the exhibitions to awaken social

and cultural awareness and provide a source of enrichment to the

learner.

The didactic exhibitions intended to discuss social and educational

issues through exhibitions; for instance, a relevant social issue

such as becoming aware of Tslamic culture of the neighbouring

countries and of the Arabs living in Israel, through an exhibition

4. An interdisciplinary project of 'the early man in his natural
environment' (1987) is described in Chapters eleven and twelve.
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of 'forms, motifs and symbols in Islamic minor arts'.	 In the

exhibition were displayed artelacLs of clay, bronze and cast iron,

with geometric, floral and fauna motifs, images of animals and

imaginary creatures, as well as calligraphy in hebrew and Arabic.

The exhibition proved the mutual cultural influence of different

people living together, and their acceptance of each other's culture

by adopting each other's forms and motifs.

Another exhibition entitled 'Creatures That Never Were' displayed

artefacts such as painted vases of scenes from Creek mythology,

Egyptian/IIelleni.stic harpies from the Ancient Art Museum collections,

and masks and sculptures of West African tribes from the Museum of

Ethnology collections. This was aimed to enrich (he imagination, and

to make the youngster aware through the exhibition of beliefs, folk

tales and legends, as transmitted by the artefacts.

The exhibition that was the central theme for the afternoon course

of peoples' cultures became an occasion to schools' day study. The

six grades of primary school who learn about West Africa and Ancient

Greece in history were exposed to a new learning experience through

objects at the museum.

The elements of international education played an important role by

giving the youngsters the occasion to participate In the twentieth

anniversay of the UNESCO. 'The encounter of east and west' that was

organized by the UNESCO found Its echoes in an exhibition that had

the same title as the project. 	 In the exhibition were displayed

children's works depicting dwellings and landscapes of countries in
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the east, such as Japan, and in the West, such as in Norway and

Finland.

During the 1960s, the educational activities developed and grew in

variety of programs and In volume, namely in the number of

participants in the informal framework of the afternoon courses, and

in the mornings as part of the formal education system of the schools

in the city and in the district (1963).

4.3. Outreach Educational Activities 1963-1968

Outreach programmes began in newly founded public Institutions, in

two neighbourhoods of the city. The first was a community centre on

Mount Carmel and the second was a public library at Neve Shaanan.

The management of each institution applied to the museum to initiate

new kinds of cultural activities for their members.

By going out to the communities the. museum expanded its role as an

educator in the cultural life ol the commiini ty.	 In a smal ler town

people can visit the museum frequently, hut in the city of Haifa of

the fifties and sixties there was the need to arouse first the

interest in the museum itself, considering the fact that the first

museum was founded only in 1949.

The educators at the museum were the first to realize that one has

to reach the community and deliver the message of the museum in the

peoples' own cultural localities, a community centre and in a

neighbourhood library.
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Through these activities the museum could reach a wide range of new

audiences unfamiliar with the museum itself and the kind of activities

that developed in it. Thus, the same kind of activities with the same

pattern of organization was formed in these two new locations.

Children were organized into groups within a two to three years range

in age. Monthly meetings that included lectures with slides and films

were organized. The novelty of learning through visual means aroused

a special interest, especially considering the fact that television

broadcasting had begun in Israel only in 1967.

Museums, like every institution, thrive to the degree that they make

their resources available to a public (Seholt George, 1984, p 78).

We discuss here outreach programmes that have gone to a considerable

effort to reach people, children and families that had little

opportunity to choose their activities (Kenney, 1984, p 78).

The activities outside the museum walls required modifications that

were made in correlation with the people in charge of the institution

of the activity, such as social workers, who were better acquainted

with the needs of the community.	 Subsequently the educational

activities complemented existing community cultural services and

enriched the cultural scene with a new kind of subject that originated

in a museum.

The strategies such as lectures followed by visual devices developed

community interest in the museum itself as an educational-cultural

institution (Pitman-Gelles, 1981, p lii).	 The outreach activities

though modified using optional components in situ 1 added to make the
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basic programme, of Jewish and peoples' cultures, accessible to new

audiences.

However programmes at these external sites lacked an important

dimension, compared with the activit:-ies in the museums, which is the

encounter with the original exhibition in the museum environment.

Another missing aspect was the lack of opportunity to work at

workshops in immediate proximity to the exhibition itself. 	 The

implication of the comparison of the two modes of educational work

led to the realization that comprehensive teaching from the point of

view of the museum educational Integrated approach, reaches its

objectives only on the museums' premises when direct contact with

exhibitions and collections is provided.

But the outreach activities that have been initiated by The Centre

proved to be rewarding concerning the museums' image and public

attitudes have changed in regard to the museum; the museum ceased to

appear as an exclusive high-brow institution, that serves limited

groups. The museum has begun to he looked upon as an exciting place

of interest, where new vistas are waiting to be explored. The growing

interest in museum activities brought new contacts with schools who

expressed thef.r wish to collaborate with the centre in building

learning programmes for school classes in the mornings.

The idea of the new educational framework was to assess the

accumulated experience and use it br future planning of a Museum
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Modular Curriculum (5) that hegnri to be built in the mid-s ixties and

continued to develop till today.

5. The Museum Modular Curriculum will he discussed in Chapter ten.
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CONCLUSION - PART I

Education and society are inseparable (11ewy, 1938; Erikson, 1958;

Simon, 1961; Berger and Luckmann, 1966; Berger, 1971; Durkheim, 1971;

Young, 1971; Blackledge, 1985).	 The motivation for writing about

museum education through learning evolved from examining the

sociological point of view the correlation between society,

ideologies and patterns of education in Israel, and their part in

socialization of the individual youngster. Namely museum's relevance

to society In Israel in the late SOs and 60s (Llssak, 1970; Horowitz

and Lissak, 1977).

The museum was found to be a stimultating place in which to devise

educational programmes. It conta:ins all kinds of exhibits which tell

us a good deal about the past, the natural world or people of

different cultures near and far (Van Wengen, 1982).

Arguing the concept of 'what is to be educated' Is not a 'static

entity' but a social invention.	 One must explore how forms of

knowledge that build the curriculum are related to the vested

interests of particular groups (Blackiedge, 1985, pp 290-291).

The subject of other people's cultures, as well as the cultures of

various Jewish communites, were selected to the benefit of using and

incorporating knowledge beyond t;he immediate Information.	 In the

museum exist all the possibilities to explore a subject that can

influence social attitudes.
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Youngsters expressed the change in their attitude towards other

cultures at the opening of an exhibition 'Tribal Cultures and

Landscapes in West Afri.ca' (1967). A twelve year old pupil gave his

oppinion about this issue, saying:

When we shall visit Africa we shall be new kinds of ambassadors.
After learning about West Africa, we begin to realise that
African people, like us, possess cultures of their own,
consisting of social organization, or a tribe and clans, beliefs,
traditions, language, arts and crafts. They are a primary
society, being closer to nature than we are in our technological
societies.

Upon analysing this opinion, one could see that harriers of alienation

about a strange society were removed by acquiring knowledge, thus

paving the way for a better -international understanding and tolerance

among strangers.

In this way an additional goal seemed to have, been achieved, which

is the broadening of horizons beyond one's own country. The process

of identity with others extended from one's own social group of his

nation, to one's feeling of belonging to the human society, thus two

steps in the right direction have been achieved through learning in

the museums.

The museums were a new kind of institution, both within the network

of the cultural, institutions in the, city of Haifa and also within the

educational system. Therefore, the. introduction of museum activities

and their inclusion in the framework of all museums in Haifa was a

long process, but for the Museum oF Ethnology and Folklore Archives

that incorporated education in its initial plans.
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The intensive work in the museums and the expansion of the activities

out into the neighbourhoods made the museums familiar to a wider

public, who became aware of the museums' potentfalites and rewarded

the museum with new audiences.

The educational programmes that have developed in the museums have

laid the foundation of a city-wide activity in seven museums in the

city, organized by a museum education centre, part of the museum

system of the city financed by the mun:icipality. The acceptability

of museum education as part of the mainstream of education was an act

of granting a legitimate status to the museum as a setting for

learning. (1)

The educational approach through learning that has evolved in the

museums drew its theories and methods from general education and from

former experiments in the field of museum in Israel. The concepts

of 'a child centred' education that had been practised in the ' houses

of education for workers' children' , concepts that were democratic

and true to the youngsters' nature. They influenced the building of

a flexible learning framework at the. museum. The participants in the

museum activities were noL expected to demonstrate any command of

knowledge through examination, hut. enjoy learning through active

participation and recreation. Thus youngsters have been exposed to

a new way of acquiring knowledge outside and different from the

traditional framework of school.

1. The acceptance of the activity of museums educational b city
authorities would require a special study that cannot be included
because of the constraints of this research.
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The museum t s informal setting of education which is an open and

democratic framework gives equal chance to every individual to come

to learn, without any prerequisite demands. Social factors such as

peer influence has been shown to affect participation in the extra

curricular activities (Burton, 1968, p 542), when children used to

come in small groups of their peers to the activities in their free

time.	 The social system considers school as an institution that

transmits knowledge and prepares the youngsters to be active members

in society.	 In the special reality of Israel in the fifties and

sixties, the school system did not seem to cope with the

socio-cultural problems of a society in transition; a situation that

was an outcome of social and political factors.	 Consequently new

answers in content and structure were found in the framework of the

education through learning that has been built by the museum education

centre.	 an educational structure that proves its validity till

today. (2)

By way of conclusion it may he said that the museum educational

programme through learning Is based on two main concepts:

'social-centred' and 'child-centred' concepts.	 These concepts

influenced the choice of subject matter of cultures as a response to

Israel's socio-cultural problems. They inspired the formation of

pedagogical methods of involving the individual's cognitive and

affective domains, encouraging him to acquire new cultural habits

of visiting and learning in the museum.

2. The present state of the museum education centre is discussed in
chapter eleven.
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PART IT

TIlE MUSEUK ANI) EI)UCATTON
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INTRODUCTION - PART Ii

In the centre of the interest in Part Two of this research are two

constituents, museums and education, and their interrelationship

which has created the setting and the concepts for new learni.ng.(l)

The museum and education are two elements in the weave of the culture

of western society. While educational institutions have been found

from early times in different societies, museums appeared for the

first time in Ilellenistic times, third century BC. Both museums and

educational institutions were stahJished by soc3ety to fulfil its

aspirations and objectives. Tn order to understand the

interrelationship, we have to refer first to the museum and discuss

its nature, and modes of Iiinctioning and operation in its

socio-cultura] context.

Museums have long been considered cultural and intellectual symbols.

The museum is the treasur y of (lie creative spirit of a society,

embodied in objects of art and crafts. This legacy is to be

transmitted to future generations of members of society. Education

in museums is expected to fulfil this vocation. Societies which are

considered socially advanced have established storage systems to

better serve the need of collection; among them are museums and

schools (Finlay, 1977, p 1, Tnhorsky, 1982, p 339).

1. Theory of learning 1I the nniseiim is discussed in Chapters Eight
and Nine.
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The term "museum" has had diflerent connotations in the history of

culture. The meanings ci the term have changed in relation to changes

in society. It changed from its original term 'museum', coined in

the times of Ptolemy Pitiladelpinis, third century BC, to denote the

house of the muses in Alexandria, Lo the 'museum', the socio-cultural

institution of our times.

The new definition of 'museum' has been formulated by ICO1 in 1974

and reads as follows: 'The museum is a non profit making, permanent

institution in Lhe service of society and its development, and open

to the public.' Today's complex society, combined with a high public

expectation of services provided for them creates a demand that the

museums effecLively promoLe iLs services (Lewis, 1984, p 7; 1985, p

8).

The years after Llie Second World War saw I)asic: changes in society from

differenL aspecLs. Society in Europe became more opeli, thus

influencing long-established institutions, such as the education

system, which began revising attitudes and establishing new methods

in teaching. The individual leirner was a major concern, and

attention was given to searching for ways adequate to his abilities

and needs.

The management sensed the new wiiu(lS alter the war, when people began

anew to look for their cultural heritage. 1useums responded to

peoples' needs to rediscover a past. They fulfil this need by giving

us a picture of history.	 This rlescriptiouu seems to fit the small

local museum, bei uig v is i ted hy ii s small piubl i c, as wel 1 as the great



76

museum where attendance soars because of tourists who come to look

at European history as reflected in its monuments. . . and through its

monuments each state presents its own view of the past (Home, 1984,

pp 1-5).

The growth of educational activities in museums evolved out of the

initiative that appears to have come from some of the museums in

Britain, who opened their doors to the public, rather than from the

schools. However the commitment to education in the museum was not

unanimous, nor did the development depend on official encouragement

from the city authorities such as in the case of Haifa Museum

Education Centre,	 as far as financial funds are concerned. 	 It

evolved through growing interest, both on the part of the museums and

the educational institutions themselves, or of individual educators.

Thus we find systems of museum education, varied in structure, 'but

the content of the activities has always been inspired and tightly

linked with the museums, and needed the partnership of schools. This

collaboration on all levels, among museums and schools is frequently

recommended. (Bloom, 1984, p 31).(2)

Because of the lack of an overall, identical system of museum

education, each system serves as a unique example worthwhile to be

studied from two points of view: of the museum and of education, as

well as their interaction which forms museum educational plans and

programmes

2. Museum school partnership is discussed in Chapter Ten.
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There is still no comprehensive history written about the growth of

education, nor is there any comprehensive bibliography, but there is

an extensive literature, that allows following the development of

education in museums (Bassett, 1984, pp 448-459).

The state of education in museums was discussed in a UNESCO seminar

in Algiers 'on the training of curators and technicians for museums'

(Chatelain, 1968). Nuseums were called upon to realize the changes

that had taken place in satisfying the needs of the individual student

at school when students were allowed to extract knowledge more easily

and more freely according to their interests.

The museums were expected to make radical changes in practice and

grant facilities to the public at their premises. The objective of

restoring the museums to active soclo-cultural institutions could not

have been restricted only to setting new practical arrangements, and

calls were heard for new techniques to reach the public;

It was essential that the various categories of the museum's
staff. . . should be kept abreast of all the infinitely varied
techniques capable of rendering the museum alive and
interesting for different types of public (Gabus, 1968, p
6).

Namely, the change required had to emerge from within the museum.

The educative function, as mentioned before, has to be one of

the major factors in the transformation of the museum to an open

institution, by bringing in new audiences from educational

institutions, such as school children, high school youngsters

and university students.	 'The function of the museums'

collections were also to be redefined, not to serve only an elite
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of visitors and scientists, biiL Lo be the disseminators of

culture, otherwise they could noL constiLiite a museum at all'

(1arcouse, 1968, p 17). Years later 'This objective has still

to be achieved in 1985, because museum professionals are mainly

concerned with things and not with people' (Cossons, 1985, p 41).

Following the UNESCO seminar in Algiers in 1968, where the appeal

to museum management had been expressed, the National Nuseum in

Cracow, in cooperation with Liii' Polish National Committee of

ICOM, planned a symposium devoted to the 'new public' of museums,

in the same year. The message was that the museum must be meant

for the public, must become adapted to it, and has to be dedicated

to its service .	 I Or(	 , 1968, pp 2-4).

The same Issue 01 museum 1)111) 1 Ic rd a tiouish ip is (liscUsSed by

Cameron fourteen years later, lie suggests measures that the

museum is supposed to take (1982, p 181) such as: To supply

orientation facilities for Liii' visitor, in any subject the

visitor is interested in.	 To enable physical access to

collections for study purposes, as well as further information,

when required, and to present information in clear language.

After the Second World War, museums grew to become part of a whole

cultural apparatus, which includes schools, concert halls,

theatres and communication media such as radio and television.

The museums of today are expected to stride with the time, to

attend to the public auid respond to its needs.	 'The social
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upheaval of the l960s caused museums to take a fresh look at their

audiences' (Berry, 1985, p 40).

When the museums reached the state of becoming aware of the

importance of the public to the life of the museum, they realized

that the public consists of different audiences (Digby, 1974,

pp 29-31; Harvey, 1987, pp 6-9). Museums had to employ public

relations to respond to the expectations of the visitors of the

services provided for them (Lewis, 1985, p 8; Bellow, 1985, p

11). Thus the museum has begun to be prepared to follow the right

strategies concerning its exhibitions and ways of communication,

in order to respond to the challenges that stand before the

museum as a socio-cultural institution. These include a concern

for special categories including young children and school

parties (Heady, 1984, pp 97-98); Ethnic minorities and

handicapped audiences (Berry, 1985, pp 40-48).

Museum education can be defined as a planned attempt to increase

interpretation and communication between the exhibits and a

specific audience. Museums were now ready to offer education

not only to privileged groups, but to new audiences of people

from all ranks of society. They could come as individuals, or

in groups to find special programmes for learning and enjoyment.

The museum of today is no more a separate and aloof institution

to serve the masses, but rather an institution ready to interpret

the collections through communication to its audiences,

confronting problems of today. 	 'The museum has been regarded



as a means of educating and nr-iching the lives of people and

as the most obvious expression of cultural identity' (tl'Bow,

1982, p 71).	 In fifty years	 the museum has moved from the

Victorian concept of a museum; the emphasis Is more and more

on activity in relating the collections in Lhe museums to the

world outside (hudson, 1980, p 8).
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CHAPTER FIVE: TIlE HLJSEUM AS AN INSTITUTION
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5.1 The Nature of the Museum

Museums as one of the cultural and intellectual expressions of

society are considered like other public systems which developed

from the 'social nurturance' actions of humans.	 The museums'

functions are similar to other institutions dealing with

conservation and storage of learning collections such as

libraries and schools.	 'The increase of such institutions is

understood as a progressive development of a society which

understands mankind' (Taborsky, 1982, p 339). In this capacity

the museum has research and educative roles.

However, societies differ in the methods of preservation of

general heritage of both social images and social knowledge, and

they have to be analyzed in the context of their own societies

(Taborsky, 1982, p 340). Therefore specific research will be

required in order to probe the relationships between specific

societies and the phenomena of methods of preservation and

heritage.

We may state that societies operate by different social patterns

and use practical methods to deal with social images. 	 Each

pattern is termed as syntax, a structure (Taborsky, 1982, p 241;

1983, p 364). The syntax is only one of other descriptions that

have in common 'an attempt to analyze an aspect of social

existence which seems beyond everyday reality and yet is

necessary to it' (Taborsky, 1983, p 364).
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The nature of a museum is revealed by its collections, each with

its own traits and with the particular historical circumstances

of its formation, namely the collecting of its objects, the

development of its own rationale and its accessibility by its

public.

There are museums in the present that developed out of past

private collections of people of various ranks of society. There

are collections that are still in their original state, others

are dispersed in various institutions, without bearing the status

of a museum. Because of the constraints of this research, the

path of following the chronological development of museums was

avoided.

5.2 Sources and Formation of Collections

The urge of collecting is already known from early times. It

seems to be 'a reflection of an inclination innate in the nature

of man, towards inquisitiveness and acquisitiveness, combined

with the wish to communicate to others and it intends to respond

to social needs' (Wittlin, 1970, p 7). The urge to collect and

the act of collecting is given the cj5al factor for the

existence of museums (Taborsky, 1982, p 339).

Two main kinds of collections can be distinguished: (1)

Individual's collections, which were amassed by powerful and rich

ones, people who were able because of their status to acquire

and keep expensive objects. 	 As in the Illiad, where Homer
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describes Liie coil ecL ion ol Pr I ani, the King of 'Fray, who gnLhered

beautiful objects in hLs treasure chambers (Wittlin, 1970, p 7);

(2) Communal collections, found iii public places such as temples

which served at times as houses of treasure, or banks. here the

sources are votive offerings.

A source of both individual (111(1 communal collections was booty,

caught in wars, or brought La Lhcs couirL. For example, a present

of a fine gold vessel offered to tiuti ruler by tribute bearers,

in a procession of tributaries from Phrygia, can be seen on a

bas relief on the eastern stairway of the Apadana, of the

Achmanedian palace in Persepolis Lime of Xerxes I beginning of

the fifth century BC (Codard, 1965, p 112, plate no. 48).

Objects that were in collections were evaluated according to the

rarity of the material they were made of, or the durability of

metal, qualities that grant to Ilu' metal object a superior value.

The possession of precious meLals in ancient times represented

condensed wealJlu, as nothing else could, and it decided the fate

of nations. A list of categories of collections cut across the

orderly patterns of life, such as: Economic Hoard Collections,

Social Prestige Collections, Magic Collections, CollecLions as

Expressions of Group Loyalty, Collections as Means of Stimulating

Curiosity and Inquiry, and Collections as Means of Emotional

Experience (Wittlin, 1970, p 4).

'All societies seem concerned with the preservation and

production of social images and Lhe generation of knowledge about
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these social images; however, they use different methods for

dealing with these social needs and the museums are one specific

method' (Taborsky, 1982, pp 340, 341).

There is a clear relationship between the ideas and the ideals

of a period and the building of the collections. Writing the

history of the collections and giving an account of their

relevant period will explain from what background a certain

collection evolved. Therefore, history as well as sociology are

not only fundamental for the understanding of the collections,

they are prerequisite to the understanding of societies'

attitudes towards the object in general (Taborsky, 1982, p 340).

Seen in the historical	 context,	 most	 societies	 are

'concept-centred' and the individual object has a very limited

significance, such as fetishes and totems that have a functional

role.	 In these societies transmission of cultural traditions

is mainly oral. 'Oral traditions comprise all the various types

of witnesses of a people's past which have been handed down by

word of mouth' (Konare, 1986, p 6). Another vehicle of oral

traditions are traditional crafts connected with the ritual

chants:	 rhythmic words and gestures of the artisan that are

linked with making things and create a kind of language.

Objects connected with traditional occupations and technologies

as well as oral traditions should be recorded and preserved.

Through collections of various material elements, provision of

facilities can be made for education, and for perpetuation of

the oral heritage (Konare, 1986, pp 5-8).



The minority of societies are 'ohjct centred' . 	 The object in

these societies is instrumentni in the transmission of cultural

traditions. This approach to object is more relevant to western

societies than to maiiy other societies (Cannon-Brookes, 1984, p

115).

This distinction between the two kinds of attitudes to 'the

object' elucidates important characteristics in the nature of

collecting and treating objects In different societies. It draws

our attention to the cultural characteristics as well as to the

understanding of how the appearance and growth of museums are

related to them in certain societies more than in others.



CHAPTER STX: THE CONTEMPORARY MUSEUM
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Museums have been compared to the Roman God Janus, always facing

two directions attempting to focus on initial museological

functions and faced with responsibilities towards the public

(Able, 1988, p 112).

Common characteristics have been discerned in museum development.

In each period the museum was moulded differently by its founders

and by the contemporary spirit of the relevant period. 	 The

process of change of museums has not lost its momentum till

today.

Public museums were formed towards the end of the eighteenth and

nineteenth centuries. 	 They had two aspects to them: Public

authority to control them and a gradual public availability which

was influenced by prevailing social 	 and philosophical

considerations (Lewis, 1984, p 11). In Europe the famous ones

are: The British Museum (1759), that was the first secular public

museum in the world writes Wilson, (1985, p l; Miller, (l97

Caygill, (l985 Reeve, (1988); The Louvre (1793) that was the

National Museum of France (Gauthier, 1962; Bazin, 1967, 1969).

There began an ever growing number of museums organized in the

public interest (Bazin, 1967, p 194). Questions were raised such

as how does the authority decide what is in the interest of the

public and how the public's right of entering and visiting the

museum freely is respected in Britain.	 Parliament acts

concerning museums' roles were enacted in 1845.
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Museums are an international growth industry, in Britain, France,

West Germany and Spain (Lumley l98; Singleton, 1981, p 111).

In the United States in spite of energy and cost problems in the

1970s, museums received more visitors, had more students in their

education programs and a constant rising demand for the use of

other cultural activities, such as concerts and meetings (Able,

1988, p 12; Ambach, 1980, p 13; Fradier, 1978, pp 78-87).

In order to offer relevant programmes musess sst caty oit

research programmes, to find out what are the needs of the

multifaceted society (Hooper-Greenhill, 1988, pp 228-230).

It is difficult to discuss here all the implications of the

phenomenon of the growth in numbers and in forms of museums,

instead we shall concentrate on some of the characteristics of

the museum. We shall mention just a few museums and discuss one

form, the ecomuseum which appears to be one of 'the museums of

influence which are quickest to identify the new social

institution' (Hudson, 1987, p 10).

Among the forms of new museums of the l970s, which encompass

exhibitions as well as study and research centres are the Yale

Center for British Art, New Haven (1977); a new museum and study

centre. Its structure is the most valuable asset apart from the

collection. The structure integrates the dual function of a

study centre and gallery (Pillsbury, 1987, pp 88-93); Kila

Monastery in Bulgaria which serves as a museum, organizes

different exhibitions in addition to being a centre for the
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research and study of sociology and inuseology (Tonev, 1978, pp

109-115).

The other museums to be mentioned is the integrated

Vladimir-Suzdal museum cities in the Vladimir region, which is

the centre of the former Russia.	 The heritage of the

pre-revolution times is protected by the government. 	 It is

important to notice that since the earliest days of the October

Revolution, the Government of the Soviet Union has concerned

itself with the preservation of the historical monuments and with

their transformation into national property and as a means of

educating the people (Aksenova, 1978, pp 116-121; Ivanov, 1989,

pp 34-40).

6.1 The Contemporary Museum: The Museum as Part of a Cultural

Apparatus

A distinct characteristic of the contemporary museum is its being

part of the cultural apparatus, and it being active with the role

in increasing the visibility of cultural resources (Bloom, 1984,

p 93).

What is the cultural apparatus that the museum is part of?

Cultural apparatus is the means which society has established

'that every man is increasingly dependent upon, such as

observation posts, interpretation centres, and presentation

depots' (Mills, 1963, p 406). The apparatus is composed of all

organizations, institutions and agencies in which artistic,
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intellectual and scientific work goes on, and by which such work

is made available, and is distributed to circles, publics and

the masses. Cultural institutions are more alike than different,

they all share similar concerns (Ambach, 1980, p 13).

Among all these elaborate sets of organizations such as schools,

theatres, studios, newspapers, and radio networks, there are the

museums, to interpret and report the world to man. The apparatus

is the lens of mankind through which men see the world. This

is the medium by which they interpret and report what they see.

Nowadays, in modern society, the individual has lost his

independent judgment of what he sees. Because of the abundance

of means of communication and information, museums must explore

new avenues of cooperation with cultural institutions in their

communities, for the individual who becomes more dependent on

the agencies of communication (Bugard, 1983, p 20).

Any establishment of culture. means the establishment of reality,

value, taste. All these are subjected to official management,

either political or commercial.

The combination of culture and politics is seen in

under-developed countries where the leading group of

'intellectuals' takes active part in the creation of a national

state. Consequently that state's cultural apparatus is filled

with political vision and demand (Mills, 1963, pp 413-414).
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What is characteristic of the cultural establishment of west

European countries is the historic duration of patterns of

culture, somewhat independent from national authorities, but

still retaining traces of patronage. Their cultural apparatus

is established out of a pre-capitalist stage, where the authority

of tradition and the prestige of culture were intricately joined.

In European countries, different groups of intellectuals serve

as speakers for the 'public conscience', such as men of letters

in France, or the professoriate in Germany. 	 Both groups are

close to, or in the governmental apparatus, hut act rather

autonomously within it.

In England, as viewed historically, there developed a triangle

of the old universities in the centre, flanked by the higher

civil service, the monarchy and the social class of county

families and landed gentry (Hills, 1963, p 415).

The four major blocks of culture, the U.S.S.R., the United

States, Europe and the under-developed countries, although

different from each other, are all experiencing big changes.

All are subject to both inside and outside factors: inner

socio-economic and political factors and outside influences

resulting from the constant flow of media and mass communication

that forms public opinion, and renders our world, in McLuhan's

phrase, to one 'global village'.
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Gilman, in his article 'The Museum as an Instrument of Cultural

Innovation', (1978) suggests far-reaching concepts of the

museum's role in the cultural life of modern society. 	 His

attitude and outlook is inclusive, embracing different cultural

institutions: museums as well as other cultural centres such as

houses of culture in Europe, or community centres in the U.S.A.,

institutions that have developed especially in the last few

decades.	 While the houses of culture are a new kind of

socio-cultural institution and look to correspond to contemporary

society's needs, traditional cultural facilities, such as museums

have been neglected and regarded as symbols of 'musty past', as

a 'cultural necropolis', as 'salon for the bourgeois elite',

states Gilman (1978, (p 1).

The museum which is part of the whole cultural apparatus, is

urged to remodel its traditional functions, which were conceived

centuries ago and were built around the collection which has been

preserved, enriched and exhibited. Priority should be given to

the public of a given region. The public has to become an active

factor to be considered and referred to in the planning of the

museum's cultural enterprises (Gilman, 1978, p iii).

6.2 The Museum and Education: Interdiscip linarity and Interaction

Two of the most conspicuous features of the contemporary museum

are its interdisciplinarity and its interaction with the outside

world	 of	 international	 bodies,	 governmental	 and

non-governmental, and in the inner life of the museum.
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The	 leading	 spokesman	 for	 interdisciplinarity	 and	 its

dissemination in museum work was 0.11. Riviere, the French

museologist. In his foreword to Hudson' s book 'Museums of the

80s', which he ranks as the 'definiLivtreatise on modern

museology',	 Riviere	 accentuates	 and	 reminds	 us	 that

interdisiplinary and collective work are called for and must

inevitably be undertaken as a basic concept in museology, for

the sake of	 the	 museums'	 advancement	 (Hudson,	 1977).

Interdisciplinarity	 designat's	 cooperat{oc	 ccog

disciplines.	 It leads to actual interaction and exchanges

resulting in mutual enrichment. Tnterdisiplinary work may be

favoured for the sake of education in the museum setting. (1)

6.2.1 The International Scene

ICOM, the International Coiiiicfl ol Museums, was formed in 1946,

as a professional non-governmental organization, that provides

professional aid to UNESCO.	 ICON in its triennial conferences

brings together museums' personiiel of different disciplines.

The quarterly journal 'museum' published by Unesco serves as a

channel for exchange of ideas and information among museum

personnel.	 ICON, an affiliated l)ody of UNESCO, UNESCO itself

and the Council of Europe, were created for the sake of

accelerat.Lng that contact between countries, an objective that

1. Two projects that have originated from the concept of

interdisciplinarity were developed at: the Hai ía Museum Education

Centre. See Chapter Twelve.
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proved its validity seeing cultural action on the scale now among

museums.

Interdisciplinarity and interaction bring exchange of ideas and

knowledge to be shared by those who have the information with

those who lack it, by the developed countries with the countries

of the Third World.

Internal committees operated by ICON provide an arena for

exchange of professional ideas &nong experts concerning aspects

of their special work in the museum. The discussion in such

forums 'assist in formulating international policies' (Lewis,

1984, p 18), and advance the integration of museums as active

institutions in society.

The changing philosophy towards museums in the second half of

the twentieth century has been by no means exclusively of

European origin. The trend in programming museum policy, for

instance in South America, is to integrate the museum with the

community, for the benefit of society. The museum was called

upon to function as part of a society's cultural apparatus,

namely to respond to the educational needs of each country, as

was declared in a meeting of curators and specialists from South

American countries in Santiago in 1972. Our attention is called

to the fact that 'the cultural policies in these countries, where

the museums were supposed to take an active part' are as diverse

as the cultures themselves, and the political as well as their

socio-economic systems (Arjona et al, 1982, pp 72-82).
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The round table that met in Santiago was entitled 'The Role of

Museums in Today's Latin America'. It marked a turning point

for the museology of the region.

The encounter at Santiago was a guided interdisciplinary

approach, which appears to be the only adequate approach to

museum in the contemporary reality of South America. Namely,

bringing together specialists of social and applied science

disciplines to discuss these problems.	 In the last decade it

seems that	 museums have taken on the challenge of making

heritage relevant to contemporary developments in the region

(Arjona, et al, 1982, p 74).

Definitions such as 'integral museum' emerged in the discussions

at the conference and became valid to require for the

transformation of the museum's role jn society from a detac'heà

institution to an active one (r,ona et al, 1'JZ,	 1-T4,.

First it was pronounced in 1983 in the general conference that

had been held in London, and later in Quebec in 1984, at the first

international workshop on 'Ecomuseums and the New Museology'.

The idea which was voiced in ICON's International Committee for

Museology (ICOFOrI) developed rapidly into a movement.

The ICOFOM decided to devote its annual conference in Finland

(1984) to the study of the	 museum from the new, broader

theoretical perspective, not only for the sake of the development

of museology as a scientific discipline, but also as a

contribution to the further development of the museum field.
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The philosophy that began to develop is expressed in the

'Declaration of Quebec' and achieved a general concensus on its

basic principles (Mayrand, 1985, p 201).	 In this declaration

were brought up once more the ideas of the Santiago round table

that had been neglected for more than a decade. The declaration

re-affirms the social mission of the museums as a new point of

departure, as well as its primacy over the museum's traditional

functions: conservation, building and preservation of objects.

From the Santiago meeting in 1972 to the Lisbon conference in

1985, there has been a transition from Conservative museology

to a dynamic museology, with growing social and political

awareness (Mayrand, 1985, p 202).

ICOM has stressed from its beginning the educational role of

museums and it formed the CECA, a Committee of Education and

Cultural Action. 'Education' in the museum context relates to

people of all ages. It includes the broad meaning of education

as well as instruction (Harrison, 1956, p 5).

ICON's policy on education was first expressed in publications

such as 'Museums and Young People' in 1952, and in 'Museums and

Teachers' in 1956. In these two publications experiments were

described in museum education with young people from several

European countries, as well as museums in America.	 A third

publication, which appeared more than a decade later in 1968,

dealt with adult education. Further publications on the subject
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included bibliographies for national working parties (Bassett,

1984, pp 448-459).

ICOtI dealt with the subject of museum education in international

conventions, on the role of museums in educational and cultural

ction in Bath in 1959 and in Moscow and Leningrad in 1968.

The CECA committee that meets annually, 	 allocated one of its

working	 groups	 to	 discuss	 Interdisciplinarily	 and

complemantarity since 1984:	 These concepts are central for

developing new kinds of projects, of a comprehensive nature.

(Vestergnard, 1984; Aru1zoulaLoui-Reila, 1989).

The choice of the subject by international bodies signifies the

Importance	 of	 the	 subject	 of	 interdiscipliiunrity	 as	 a

counterpoise to the fragmentation of knowledge and in the

structure of the work of (lie museum, including education. (2)

6.2.2 The inner and outer museum scene

The other facet of interdisciplinarily is part of the museum's

concepts of modes of its fuuuc( inning arid operating.	 The two

modes and their interplay create the weave of the dynamic museum

of our times, a complex organization with a wide range of

responsibilities to its collect lotus and to the public.

2. Interdisciplinarity and knowledge are discussed in chapter

ten.
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'Every museum programme and every museum project have their own

norms, worked out in relation to the institution's own specific

disciplines: to the organization of its public (Riviere, 1980,

p 2; Stokstad and Humphrey, 1982, pp 7-9).

Each institution's discipline is based on the nature of the

collection and its ways of interpretation, that dictates the

character of the programmes it projects and develops. 	 In

addition, objective conditions such as a structure suitable for

presentation of the specific collections and funds are needed

in order to convey the museum's message to its public.

The first mode of the museum's work 1 is of functioning in the

inner museum work. It is connected with the work of experts,

because 'museums are still in the business of 'keeping and

sorting the products of Man and Nature'. The second mode is of

operation...' in promoting understanding of their significance'

(Impey, 1985, p 1). While the mode of functioning relates to

the inner life of the museum, the outer museum activities include

all the transitional devices that make the knowledge created in

the inner museum available to the public (.Stokstad and Humphrey,

1982, p 9).

Thus interdisciplinary work in the museum is of bringing

different factors together.	 We shall turn to the intricate

inter-professional and interdiscplinary work inside the museum

and elaborate on two factors: (1)the conservation and restoration
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that secure the object's properties, and (2) the standing of

the educator in the museum's network.

Conservation is important beyond caring for the physical state

of the object.	 Conservation guards works of art and crafts,

while preservation keeps the treasure not only for the people

of the present time, but for future generations. The function

of preservation perpetuates the idealistic nature of art, since

it claims that art could be eternal. This idea dominated the

nineteenth century,	 when public museums were created

approximately as they are still known today (Buren, 1973, p 216).

There can be traced two aspects of conservation that refers to

the whole subject of care and treatment of valuable artefacts:

The control of the environment to minimize the decay of artefacts

and their treatment to arrest decay against 	 further

deterioration.

Restoration is the continuation of the latter process, when

conservation treatment is thought to be insufficient. Namely,

that the treatment should normally be such that the artefact can

be returned to its pre-treatment condition.

'During the past thirty years there has been a noticeable shift

in priorities, as a consequence of a growing realization that

mere acquisition. . .when collections are falling apart and are

not usable and not available to those who are expected to use

it, such as students and the general public. Heritage has to
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be helped to survive to 'stimulate the imagination and shape the

thinking of future generations.' It has to be preserved to build

bridges between past and present members of national and

internaLional communities.	 'Viewed in this way conservatism is

both a prime duty and a highly creative activity. Within recent

years a wide range of technical discoveries has placed it on a

far more solid and scientific basis (Thompson, 1978, pp 88-93).

Research relating to all aspecLs of objects will generate new

knowledge and will enable the educators to provide the students

with access and insight of the objects an(1 Lheir physical state

(Stokstad and Humphrey, 1982, p 14). 	 ConservaLion can be

integrated in projects devised by the museum as part of subjects

in archaeology, by giving students shreds of ceramics for

restoration.

Our attention is drawn to Riviere' s words on the subject: 	 'The

world is becoming increasingly aware of the scientific nature

of museums' .	 There must he much more cooperation and

coordination beLween specialists and countries, 'noble subjects

are worthy of veneration and sacrifice.' Riviere hoped that ICOH,

being firmly dedicated to museums' advancement, would further

the interdisciplinary aspect in the experts' work (Hudson, 1977,

pp 37, 57).

The traditional method of exhibition development proceed linearly

from department to department. 	 The process beg Lns with the

curator, who conceptual izes the cxli ihi t ion, proceeds to the
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designer, who creates the physical plan, and ends with the

educator, who builds activi t I es a round the. resul t I ng exhibition.

The traditional mode of preparing an exhibition involves in each

stage a di fferen L expert, arid o lieu friis t ra L loris and occas bun] ly

contradictory opinions are about to take place. 	 This linear

process can prove unsuccessful for the museum's public as well,

for museum audiences are too frequently left with the overly

esoteric, inappropriately designed, or poorly interpreted result

(Graiber, 1904, p 20). Event at museums cannot be 'imposed' by

the curator on the public (Gilman, 1978, iii).

The team approach is based on the assumption that the

contribution of each one of Lhe team complements the others share

of Ideas, a long the dl ffereirt phases of the construction of the

exhibition.	 From the phase of conceptualization, information

that is gathered by the educator in everyday work, about the

aud fences, can help the ciiral.or to know for whom the exhihi tion

is intended, to the designer to understand better the different

objects and their importance, to convey the message of the

exhibition, and make the layout plan accordingly. By becoming

aware of the educator's target for a specific audience, in

relation to age and cultural background, the curator and designer

are able to build a more relevant exhibition for the different

publics and their experience of the world (Schoitten, 1987, p

242).
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As a result there is a commit ment. of the participants to the

common enterprise, as well as a system of checks arid balances

which is developed along the evolut Ion of the exhibition so that

'few' surprises cart occur (Graiber, 1984, p 21).

With the development of specialization in the sciences and

technology, the museums recognise the potentialities inherent

in them, such as sophisticated technical ways for documentation

and audio-visual aids for interpretation; the need is now for

new kinds of coordinated approaches of interdisciplinary work

that is different from the traditional ones (Deneke, 1987, p 35).

6.3 The Standing of 	 catorjjhe Professional

Aspect

The growth and the increasing sophistication of the museum has

required the development of specialized skills; such as

administration and education, which are suspected to erode the

comprehensiveness of the curators' function. 	 Where educative

staff have been introduced, the educational role of the curator

is likely to diminish. Therefore, only a mode of mutual work

at the museum is required to provide the resources for the proper

museum educational work (Locke, 1984, pp 482-483).(2)

2. For control and financing of museum education services refer

to Bateman, 1984. , pp 51-55.
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The standing of museum education and educator was defined in a

charter in Paris (1964).	 It was stated that the educational

staff should be included in the scientific staff with

qualifications and responsibilities being equalled (Boylan,

1987, p 226).

A later resolution concerns the heads of the museums who

orchestrate the museum work. 'It was felt that future needs of

museums must receive a complete training, museological as well

as museographical'. In order to resolve the dichotomy between

the curator or museologist, and all the other categories of

employees which serve as a source of difficulties at the museum

work (Boylan, 1987, pp 226-227). Though the equal status of the

educator among colleagues in the museum was defined already in

1964, a different situation in the U.S.A. museums was reported

by two scholars.	 Eisner and Dobbs submitted a comprehensive

report in 1984 on the current state of the arts of museum

education in U.S.A. that can teach us about the situation of

museum education in other developed countries(3) (Wailer, 1985).

The report included a description of the situation in art museum

education as perceived by directors and educators.

3. There was not found by the writer any other source as elaborate

as Eisner's and Dobb's study concerning the standing of the

educators and education in museums.
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It was found that there is a lack of consensus among

professionals regarding the basic aims of museum education and

education in general (Eisner and Dobbs, 1986, p 10).

This incoherence about the museum education stems from the lack

of understanding of education as a positive process which has

consequences to people.

The idea held by curators that works of art speak for themselves

is both unfortunate and naive.	 The objects displayed at the

exhibition hail do not necessarily make the visit an educational

event. It depends on the educator who has the skill to enhance

the visitor's experience with the works of art, the knowledge

of which is prerequisite to the act of interpretation. 	 If

someone goes to the museum and is not affected, no education has

occurred (Eisner and Dobbs, 1986, p 11).

The misunderstanding concerning the role of education stems from

the lack of a system of accrediting museum educators, though

there is a consensus about the centrality of art history in the

museum education training in U.S.A. But, it is relatively rare

that psychology, or sociology are mentioned as relevant to the

educational functions of the museum (Eisner and Dobbs, 1986, pp

11-12). The preferences of art history over the social studies

which are needed for museum education can be explained by the

museums' directors basic concern with the knowledge relating to

the object and not with the knowledge related to the public.
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The educators work at the museum Is of an Interdisciplinary

nature, of combining the knowledge of the museum's collection

as well as the knowledge in Lhe other fields of psychology and

sociology concerning the niidIeiice. Without the knowledge of

these complementary Sciences, museum education will lack

proficiency arid will noL gain an equal status among the museum

experts. Though Eisner and I)ohh's analysed only one group of

museums in the U.S.A., it carl stand as an eloquent call for reform

in other museums. Because in many museums the standing of museum

educator as an equal expert in his own right among the other

experts has not yet been achieved (Boylan, 1987, p 226).

An equally important aspect Lo Llie problem of the standing of

education and of the educator in the museum, is who are museum

educators themselves?

The literature tells us very hiLLie about the characteristics

of the people who plan the programmes and employ the educational

techniques. But a certain amount of data was gathered in 1981

and 1983, in 40 American art museums, arid later the data expanded

to 87 randomly selected art museums in the U.S.A. (Zeller, 1985,

p 54), namely material that refers to only one group of artmuseum

educators.

The questionnaire that was used in this survey is designed to

provide data on (I) demographics, (2) education including the

content of the education, (3) professional experience, (4) the

scope and naLure in	 education, (r5) professional attitudes, (6)
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development of circulation and curriculum materials for use of

teachers and students (Zeller, 1985, p 55).

Some results of the survey tell about how museum educators

perceive themselves and their involvement in the profession.

It was found that the majority of forty percent hold membership

in art history or museum	 associations.	 Forty-four percent

report attending one or two professional meetings within the last

five years.

Reading literature which is another indicator of professional

involvement shows that thirty-two percent cite museum

literature,	 twenty-six percent a combination of museum, art

historical and education journals.	 Many of the art museum

educators were not familiar with scholars in the area of art

education.	 Concerning knowledge, the evaluation of the

profession education as a discipline, was conducted by a survey

at Leicester University among museum educational personnel in

Britain. The results show 'that only 15 percent of those saying

that are involved with educational work in museums (which does

therefore include curators) had a teaching qualification'

(Hooper-Greenhill, 1985, p 2).

The goal of finding the ten most important factors in hiring a

person to fill a position for art education, was to obtain some

data on how art museum educators perceive themselves and the role

they play in the museum. 	 The figures show that previous

education experience was ranked as the most important by over
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forty-five percent of the respondents. 	 An equal figure of

forty-six percent put strength on academic course in art history

and humanities in either first or second place.

The result of this study shows the need for art educators to

define their professional status more clearly (Zeller, 1985, p

59) in order to establish themselves in the merit of their own

art that has its specific characteristics of education and the

discipline of the museum they work in.

6.4 Museums and Audiences

Museums must be for people, this is perhaps the only yardstick

we have to measure what we do and propose to do in the midst of

so much uncertainty (Finlay, 1977, p 174). The contemporary is

urged to become aware of the responsibility towards the public

as a socio-cultural institution.

The word 'museum' automatically conjures up the ideas of antique,

rare curios, etc. In order to attract visitors, especially in

the U.S.A., museums are engaged in an extremely costly rivalry

to acquire unique items at 'any price'. This stems from the

concept that objects are regarded as ends in themselves, while

the public was authorized to contemplate the objects without

understanding them. This order is offered to be reversed and

the starting point will be the public and the individual; because

museums should be for people (de Varine-Bohan, 1976, p 131).
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The new order the museum is expected to shed, is the image of a

shrine,	 a temple of an 'artefact friendly' environment and

replace it with the 'people friendly' environment (MacDonald and

Cardinal, 1986, p 12).	 Museums as places of wonder of

inspiration as they were in the past will remain this way if

people and the museum-visiting movement will be recognized as a

fundamental form of human activity.

This claims revised approaches and requires new attitudes on the

part of the museum's personnel towards the public. The day of

the ivory tower curator is over, well and truly over, as

attention turns to marketing initiatives, 	 to business,

sponsorships and to pleasing the public (Hooper-Greenhill, 1988,

p 175).

With the growth of museums' industry, demands from different

directions are sent to museums, such as to develop marketing

research which is needed in order to fulfil their functions

relevantly, to the aspirations of different audiences, among them

a rapidly multiplying audiences of tourists (Clarke, 1988, p 15).

In order to be more specific in defining the objective of

fulfilling the public's expectations, research is needed in order

to analyze audiences' interests and even potential needs; as well

as in measuring the effective power of exhibitions or their

success in conveying information. Museums have to find effective

ways to evaluate their ability to bring about attitudinal

changes. Changes relating aesthetic as well as social values.
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In general terms the museum is expected to function as a

communicator and educator (M'Bow, 1982, p 71).

There are critical opinions about certain museums such as art

museums that still frequently fail to reach various audiences.

The great majority of Americans feel deprived in this sphere,

locked out from the world in which beauty is intelligible despite

the efforts to find the way to the world of art. The reason for

it lies in the fact that those who write about art explain the

objects and are not attentive, to the difficulty of the audience

(including college students), in dealing with unfamiliar

technical vocabulary and the subject (Chambers, 1984, p 47).

In England figures show that 'art galleries seem to attract the

most privileged people' (Hooper-Creenhill, 1988, p 218).	 A

similar result is received in analyzing a study conducted in the

Dutch museums by the Ministry of Welfare, Health and Culture.

The study examines the relationship between the nature of what

a museum offers and the social background of the public. It shows

that art museums, especially those exhibiting modern art, enjoy

the support of an extremely well-educated people (Gazenboom and

}Iaanstra, 1989, Chapter six).

The danger exists therefore that art, that stepped out of the

cathedral and out of the palace may step out of the museum, if

its relevance to society is ignored (Smith, 1975, p 85).

A number of studies have been undertaken in order to explore the

visiting patterns of the public and to gather information for
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further planning of programmes and policies of the museum in

England. 'Though few sociologists or cultural theorists have

directed their attention to the museum as a site to study'

(Ilooper-Greenhill, 1988, p 216).

Three studies are mentioned here, hut not 	 Od because of

the constraints of this research.

Digby and his team studied Lhtree of the most popular London

museums: the British Museum, the Science Museum and Lhe National

Maritime Museum in Greenwich (1974). Tn the survey, different

reasons are given for motivations for visiting thin museums such

as: reputation of a museum, passing the time or visiting by

mistake (Digby, 1974, p 48);	 people come to see a particular

exhibit or gallery, for special interest to the	 Science and

Maritime museums, and for genera I interest visitors come to the

British Museum.

Heady's survey (1984) was carried out in three museums: the

Victoria and Albert Museum, the Science Museum and the National

Railway Museum. The research was commissioned by the office of

arts and librar [es on behalf of the managements of the three

museums to be studied.

'Visiting the National Portrait Gallery' was a report of a survey

of visitors, prepared by Harvey (1987).
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In relation to studying the cultural background, there is no

indication given of social background and educational level of

any of the interviewees, however, it is noticeable that the

majority of museum visitors are from the profes1onnl classes

(Browne, 1984, p 14). A similar observation is reported saying

that 'In overall terms it is very clear that mneums at national

and local level draw the bulk of customers from more affluent

sectors of the British population' (Middleton , 1985, p 19).

Though there is research relating to the visitor as a consumer,

still there is a shortage of qualitative studies which analyse

the	 visitor	 experience	 using	 interpretative	 or

ethnomethodological approaches (}looper-Greenhill, 1988, p 219).

Such approaches have to be formed in order to relate to the

demands of multicultural educational work in Britain, due to the

demographic changes in the British society of today, that becomes

a multi-cultural society.

The work with ethnic community groups and their leaders have

developed new relevarices for the museum. Thus, if changes are

included as sources, new policies can bring a regeneration to

the museum's functions as an active factor in the socio-cultural

phenomena of a multicultural community. 	 Leicester Museum was

one of the first museums to undertake a work in collaboration

with the city communities (Hopper-Greenhill, 1988, p 228).

Another aspect of museums and audience is how much the visitor

knows about the museum. In the U.S.A. the public is the ultimate
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key to a new image of museums, but few know the inner work that

is invested in an object and in an exhibition. In comparison to

people's perception of libraries, it is not nearly so limited

as their awareness of the museum. Thus it is recommended that

the process of museum work can be shared with the general public

(Bloom, 1984, p 105).

Conservation, restoration can be introduced to visitors in

orientation rooms which is a popular mode of acquainting the

visitor with the subject, the history and the process of an

exhibition. In addition is required a deeper probe and a more

elaborate process of interpretation and education. The two modes

will enliven the public's awareness and will involve him in the

active process of acquiring knowledge and pleasure through the

provisions made by the museum; consequently it will cultivate

public commitment to museums as institutions (Bloom, 1984, p

106).

The main objective of the contemporary museum in relation to the

public, is to ensure effective communication to a variegated

audience, to different categories of users, each with its

specific needs, with its own cultural level and ways of life.

Thus, in order to achieve a keener involvement of people in the

permanent, spontaneous and free cultural creation at the museum.

Consequently museum's function will move from collecting objects

for research purposes to utilizing the objects, as it is the way

the library is utilized by borrowing books. Only in such a place

which is an object bank, knowledge will be dispensed through the
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objects, and the museum will grow into a place of interaction

where new social relations will become an element in human

environment (de Varin-Bohan, 1976, p 143).

6.5 The Ecomuseum

After dealing with the elements that constitute or aspire to

constitute a contemporary museum, such as interdisciplinarity

in its functioning and operation and its response to audiences,

we move to a specific kind of museum, the ecomuseum, that

represents a museum	 of a community, its environment and the

interaction between the two.

Dealing with the subject of man, 	 nature and their

interrelationships there are former examples to the ecomuseums

such as the natural history museum is the Arizona Sonora Desert

Museum. A living natural history museum which is encompassing

a vast area west to Tuscon (opened in 1952). The museum has

provided an opportunity for man to encounter plants, animals and

geology of the desert in a natural setting.

In all matters regarding the natural environment, the Goulandris

Museum of Natit4al History at Kifissa (completed in 1983) is

unique in its position in the world of museums. It serves as a

national conscience, as a powerhouse for generating an interest

in natural history throughout the country, and it also serves

to safeguard nature against the forces that threaten the

environment in Greece (Hudson, 1987, p 85).
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Though these two museums deal with man and nature, the ecomuseum

places stress on ecology (Riviere, 1973, p 28) and on a specific

community which is involved in the creation of work in the inner

and outer museum in its modes of functioning and operating.

The idea of an ecomuseum is rooted in the state of man in his

environment.	 The environment which is 'the sum total of

prevailing energy, physical and biological conditions and the

concrete milieu constructed by man.	 'As the science of

environment, ecology exhibits this duality' (Riviere, 1973, p

26).

The ecomuseum is an evolutive definition, a growing entity that

brings together the optimum number of aspects, th, expression

of man and nature, and the relationship between the two. 	 It

portrays nature in its wildness, but it is also adapted and is

created by society in its own image. Society which is the public

authorities and the population operate jointly in building the

ecomuseum. Public authority's involvement is through experts,

and in facilities resources it provides; the local population's

involvement depends on its aspirations, knowledge and individual

approach (Riviera, 1985, p 182).

The ecomuseum is an expression of time; it portrays time from

before the appearance of man along his history from prehistoic

times till today. Museums of this kind do not pretend to decide,

but to inform and critically analyse and interpret.
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The ecomuseum is described as a laboratory that contributes to

the study of man and environment of the past, in cooperation with

outside research bodies. 'It is a conservation centre, insofar

as it helps to preserve and develop the natural and cultural

heritage of the population.' It is a school because 'it involved

the population in its work of study and protection, and

encourages it to have a clearer grasp of the future.' (Riviere,

1985, p 183).

All these three, the laboratory, the conservation centre and the

school enjoy the same degree of importance for their

knowledgeable contribution to the creation of the ecomuseum.

A variety of considerations such as the importance of historical

and aesthetic factors, the potential interest for the tourist

industry and education, have brought a plan for the protection

of the habitat and rural architecture in the Landes, where the

ecomuseum of tlarqueze, Sabres was built as part of the regional

natural part of the Landes de Gascogne, France.

The predecessor of the ecomuseum in the matter of nature and

community is the Scandinavian open-air museums of the last half

a century. They have provided an example to be adapted, of an

interdisciplinary work among the developers who brought to the

creation of a project: demonstrating man's relationship with the

natural environment in a defined region (Honiot, 1973, p 79).
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The Camargue ecomuseum, Mas du Pont de Rousty, Aries, France

(1978) displays the problems of man and environment. Though the

Camarge local population is small, about 8500 inhabitants as

compared with approximately one million visitors who come to the

museum (Duclos, 1980, p 23), the museum's facilities are able

to make people aware of resources of the fragile nature.

Displaying the human environment with the help of objects, models

as well as audio-visual aids help to teach in more details the

wildlife and the cultural life of Camarague.

The ecomuseums exemplify a new form of museum, suggesting the

involvement of people in a new experience, an opportunity for

city dwellers to open towards the problems which create the

threat of disappearance of a balanced environment. In its way

the museums serve in micro society the problem of the macro

world, the world of today.

The participation of the population is an inàispensrTle

dynamizing element is a principle which is at the heart of the

ecomuseum. This can be seen also in the second generation of

museums such as the Museum of Man and Industry, Le Creusot, in

Central France (Gilman, 1978, pp 12-17).

The 'urban community' which administered the museum is an entity

of a group of sixteen municipalities with convergent interests.

In the heavily industrialized region the ecomuseurn is set out

mainly to carry out research of the specific nature of the

region, in order to preserve its heritage to the best advantage;
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and to incite the population to rediscover itself and the

environment which is created, through the historical and

geographical gathered material on the community's territory.

Research and training are centered on the history of industrial

development, but understood in all its economic, social,

cultural, ecological, political and human aspects (Gilman, 1978,

pp 12-13; Hudson, 1987, pp 163, 166).

The local population took an active part in its creation.

Varine-Bohan describes the experiment in its initial stage, but

adds that various opinions about it have already appeared then.

He assumes that risks of a political, scientific and

psychological nature are involved; and it will be difficult to

form a homogeneous and lasting team managing the museum to work.

However, he believes that the risk is justified for two reasons:

firstly, that the newly devised museum is the best opportunity

for unification of the cultural development of the urban

community, and the environment; secondly, it is the museum

institution itself which may emerge in a new and modernized form

(de Varine-Bohan, 1973, pp 242, 249).

The difficulties inherent in the creation of the kind of the

ecomuseum or ecological museum were mentioned again a few years

later by the same museologist. One of the reasons is that in

France the art museum's curator is still accredited as that of

the collector. This concept contradicts the work of various

experts representing the various disciplines that are to be

called permanently in the ecomuseum. 	 The other difficulty
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concerns an intellectual problem: how is the selection of the

material to be made? The curator, irrespective of his qualities

is incapable of solving this problem alone. What is needed is

a systematic cooperation organized at all levels (de

Varine-Bohan, 1976, p 137), to solve the problems of curatorship

at the ecomuseumS.

During the decade from the late 1970s to the late 1980s, a

proliferation of new forms of ecomuseums have appeared. The

ecomuseum which was supposed to be concerned with collective

memory of the community, displays an amazing ability to forget

its own history. Every museum has built a theory of its own,

trying to make it fit to the 'evolutive definition of ecomuseum'

of Riviere (Hubert, 1985, p 186). But when we read Riviere's

definition (1985, pp 182-183), we realize that he restricted its

length as in earlier publications in order to leave great scope

for experiments (1985, 1987, p 186, footnote no. 2).

A great number of little ecomuseums that have opened since 1977

are found to neglect one of the basic concepts of the ecomuseum

which is building the museum on the base of groups of district

councils as their forerunners did. 	 For this reason it is

difficult for them to expand and subsequently to build programmes

because they lack of secure and permanent resources (Hubert,

1985, pp 187, 189-190).

The question is do ecomuseums have a future? The originality

of the ecomuseums is the astonishing capacity it has shown for
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catching up with its own time; for confronting the present in

order to offer it a new humanism. It presents an alternative

by which each micro society displays its heritage objectively;

it means with a community, with a specific public, with its

cultural-historical ways of life and memory (Gilman, 1978, p 28).

The case of ecomuseum of (C3MfQ4Ua that attracts about a million

visitors a year proves that despite its small community, it

serves goals of a museum communicating vital message of man in

his environment, beyond its region. It is educating people by

interpretation through objects and visual aids to become

sensitive to the threatened balance of ecology and culture which

is apt to be interrupted. Thus to focus our attention to see

the dangers that are inherent in a state of rapid change caused

by development of industry and technology.

The other important quality of the ecomuseum is its openness and

its inclination to change as opposed to the notion of the

universal museum fixed in time and in space (Hubert, 1985, p

190). These two characteristics reflect the pace of time.

It seems that the ecomuseums' constant state of interaction with

the various factors will introduce a dynamic series of new

solutions, new programmes and a new form of social cultural

institution of their own time and place. In certain countries

such as France, Canada (Rivard, 1985, pp 202-203), and Portugal

(Narbais, 1985, pp 221-216), they are already in a state of

existence. However, in certain regions such as the Sahel of West
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Africa where the ecomuseum is pirniried but is still in a state

of vision awaiting for its materialization. An ecomuseum which

can serve as a breakthrough in the field of culture and for that

matter for life in general (T<onare, 1985, pp 230-236).

The ecomuseum is an instrument of cultural innovaLion. This kind

of museum portrays the idea ol a museum that is an integral part

of a comprehensive cultural policy of town or region (Gilman,

19/8),	 nud part of Llie cii II uira I apparatus.	 I L I)r ings into the

modern cultural apparatus a multi-sided institution, an entity

which is 1)0th cultural in its content and social in its

rationale.

With the invention of ecomuseurn.s, the French began their first

experimenL in the 1960s in very rural area, and further examples

were added in the 1970s. 	 The pattern varied according to the

district.

All twenty-seven ecomuseums have broken new ground, and taken
together represent one of the most important developments
of the past fifty years (Hudson, 298?, p Th3).

The ecomuseum was selected out of other innovative institutions to

exemplify a unique contemporary museum in its attitudes towards the

community. A museum that its qua1 it i es and i ts social philosophy of

interdisciplinarity and interaction coincide with the soclo-cultural

nud educational ideologies that. were pursued along this research.

'IL is a school, In so far as it involves the population in its work

of study and protection and encourages it to have a clearer grasp of

its own future' (Riviere., 1985, P 183).
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CIIAPTER SEVEN: MUSEUM'S ACTIVE ROLE IN EDUCATION
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7.1. The Nuseum as a Setting for Learning - A Survey

From the early days in ancient Alexandria the museum was a place of

learning, its libraries and collections served as sources from which

people derived their knowledge. The museums, like the academies (the

first was the old Academy in Athens established by Plato in about 485

BC) (Flew, 1979, p 2), served as proclaimed institutions for

knowledge, from then till our times. They are institutions that

society formed for knowledge to be stored and transmitted. Francis

Bacon (1594) praises the virtues of collections	 as sources

for wisdom:

The collecting of a most perfect and general literary. . .may

be made contributory to your wisdom. Next a wonderful

garden. . . rooms with rare birds. . . and so you may have in small

compass a model of the universal nature made private. The

third huge cabinet, wherein whatsoever the hand of man by

exquisite art of engine has made rare in form, in stuff, form

or motion...	 shall be sorted and included. . . as may be a

palace fit for a philosopher's store.

In the late sixteenth century Bacon characterized the nature of the

museum, to encapsulate tthe universal nature' (Impey and MacGregor,

1985, p 1). A collection is not a museum any more than a library is

a university. The museum can be legitimized only by its function as

an institution for teaching and learning (Porter, 1983, p 82).

Therefore museums are expected to offer and prepare their resourses

for the task of education which is a cardinal work of the museum's

central feature as a communicator.
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In the last fifty years we have moved from the Victorian concept of

a museum. The emphasis is now more on activity and on relating the

collection of the museum to the world outside (Hudson, 1980, p X).

7.2 Categories of Museum Education

The organization of museum education varies from one country to

another and one can discern different patterns of education in each

of them. It varies according to the special state in a given reality

of education as part of socio-cultural conditions. New frames of

museum education have developed in countries with a long tradition

of educational systems, as well as in countries of the third world

with new educational ones.

It is important to remember that as a result of efforts on behalf of

international agencies such as UNESCO, ICON and CECA, a dialogue has

developed among the members of these organizations. The aim of the

dialogue has been to consolidate mutual understanding among members

about the standing of museums in the general policies of education

and culture in their countries, as well as the development of

educational programmes.

Museum educational activities for young children and adolescents can

be divided into two main categories: Educational activities in the

general museum framework for the young adults; and in autonomous

separate frameworks.
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Each category bears characteristics of its own, concerning the role

of the museum educator and the child. The educator in the general

museum is restricted, in most cases, to a given scheduled plans of

the museum and accordingly he has to build the educational programme.

A collaboration with the educational system has helped to define the

self identification by establishing the educator s sole interpretors

for the museum (Wilkinson, 1978, p 186). In the children's museum

the curator, who is the educator, is the initiator and is free to

build educational programmes, according to the needs of the child.

From this basic difference of the curator's status have evolved two

divergent streams of museum education. In the category of childrens'

and school museums, the criterion is the young person, his interests

and his needs and museum reality is created round his needs. In the

second category, where the educational services are part of a larger

institution, the youngster's Interests and needs are fulfilled in

accordance to an already given programmes. In this case the museum

reality has to be manipulated for the sake of educational objectives.

Consequently the status of the museum educator is more restricted as

well as the occasions to plan educational programmes in the musuem

network.

The place of education in the museum's framework is a complicated one.

In each museum the role of the educator depends on the management and

their policies, concerning allocation of space, where to conduct the

educational activities, as well as for funds and time suitable for

the various	 audiences	 of	 youngsters.	 Difficulties	 and

misunderstandings are bound to happen especially in museums that are
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located in unsuitable buildings that lack areas for educational

services, where space is scarce and in due time it limits the

expansion of educational activities. Consequently museum education

staff will find its objectives take second place to those basic

functions of museums.

Despite	 the	 objective	 constraints	 of	 museum	 framework,

educationists are freer than school teachers to create new

programmes; either in relation to school curriculum or other

programmes for the youngster's leisure time.

Museum educational activities for the young, from pre-school to high

school students, offer a variety of programmes. The syllabuses of

the programmes depend on the museum's resources of collections.

Museum education departments such as at the Haifa Museum Education

Centre offer Museum Learning Modules (M.L.N.) which include study

tours, guides, and workshops.(l) Museum Learning Modules are

structured units, integrated with the school currIculum in t1ne

humanities. Therefore they are conducted in the mornings, when the

class is accompanied by the teacher, and the teaching in museums is

conducted by the museum educators.

Loan exhibitions and materials related to school subjects are

supplied to schools, as well as to other institutions. This kind of

loan exhibition can be considered as an outreach educational

1. The subject of M.L.M. will be elaborated in Chapter Eleven.
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programme. They serve as an inschool programme enhancing the material

that was taught as an enrichment to the school curriculum

(Pitman-Gelles, 1981, pp 179-186).

In this short survey of museums as places of learning, we shall attend

only to several significant examples in the field of museum education:

Museum educational services as part of the museum's general framework

in Britain; Community school museums in the U.S.S.R. and long life

learning in Latin American museums. The three examples in different

continents indicate the limitless possibilities for education that

are inherent in the museum.

7.2.1 Museum education services in Britain

In the last hundred years, museum educational work in England was

sporadic and often undocumented (Adams, 1984, pp 57-61; Millar, 1987,

p 6). The conspicuous development of education of today was started

in Britain about thirty years ago (Strong, 1983, p 80).

The role of education in Britain as one of the aspects of museums is

shown earlier by the invitation of Dr. Allan, the Director of the

Royal Scottish Museum in Edinburgh, to give a lecture, one of a series

of lectures about museums. There he declared that 'museums are

education'.	 (Allan, 1949, pp 960-980).	 The act of including a

lecture about education as one of the different aspects of the museum

was significant for the assurance of the status of education in the

framework of museums in Britain. This meant that measures have been
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taken towards establishing a general policy of building educational

services after the end of the second world war.

But we have evidence of cases before 1949 of museum education that

made sure that educational work was performed by special teachers.

Between 1901 and 1940 Leeds Museum introduced a schools service, and

in 1902 Manchester employed a special teacher for children. The

Horniman Museum appointed a guide/lecturer in 1904 for part-time

work, and introduced two new ideas to museum education: the first

was to preserve lectures for teachers and the second was to introduce

worksheets for the students.

A further development took place in Leicester Museum when Ruth Weston

was appointed Schools Museum Officer in 1931. This was the first full

time education appointment, to be followed later by other museums,

such as in Derbyshire and in museums of the City of London

(Winstanley, 1967; Carter, 1984, p 435).

A systematic use of museums for learning began with the Glasgow

experiment and exemplified a pattern of museum education. It was

during the early years of the war, when schools were closed and. the

non evacuated children accepted the museum to be their school. The

art gallery and education committees decided to begin teaching as an

experiment.	 This experiment, though, reported only seven years

later, is meaningful if analysed from the socio-cultural aspect,

proving that the community's evaluation of the museum as an

institution that can substitute for school. This case, although a

singular one in those times, proves the vitality as well as the
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possibilities inherent in the museum as a dynamic institution, that

adjusts itself to new situations. In Glasgow, an education department

was established within the museum, equipped with classrooms and

programmes based on the museums collections (Thompson, 1948, pp 1-4).

The growth of educational services continued steadily in the post-war

years, simultaneously with the growth of the awareness of museums'

important role in society as communicators to the various audiences.

We shall mention here several dates that signify some special steps

that were taken to further and to enrich museum education in Britain

from early experiments in the war time, 1941 to the GCSE (General

Certificate of Secondary Education) in 1986 and in the ERA (Education

Reform Act (1989).

1948-1963 - Museum Education and its Developments (Winstanley,

1980, pp 6 - 9.

1963	 - The Group for Educational Services (GESH)

in Museums was formed and acted as the National

Committee (later to become Gem).

1963	 - Recommendations were endorsed by the Standing Commissions

on Museums and Galleries, Sixth Report called the Rosse

Report which proposed that school museum services should

be established throughout the country with loan services,

supplied especially in the rural areas (Bateman, 1984,

p 50).

The report stimulated museum education services, such as

in Nottinghamshire, Essex and Yorkshire.

- The RosReport was: 'An approval of importance to

future generations of teaching children the use and
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significance of museum objects.. to encourage a loan service.

1967	 - A survey by GESH showing a growth in the number of services

from 34 in 1963 to 48 in 1967.

- Museum Association Museum School Services

At the end of the 1960's and the beginning of the 1970's

there was a period of growth in educational support

services, such as teachers' centres, and in the number

of publications, papers and reports related to museum

as well as in special courses and conferences.

1970	 - Museum Association Report: Museums in Education No. 1

(Hooper-Greenhill, 1980, p 2(1)

1973	 - The Wright Report claimed that there is no doubt that

education services should be run by the museums, although

local education authorities ought to play a great part in

the planning process.

1974	 - Local government reorganization which brought changes tD

museums' conditions. Whereas formerly they had been

in a depaitent of librarte.s, or part of the education

department they found themselves in leisure departments.

Thus education was removed from the local education

authorities' control (Bateman, 1984, p 51).

1975	 - GESM organized an international conference in London on the

the theme of 'Museums as an Influence on the Quality of Life'.

- Regional discussion groups were formed in the U.K. and panels

were established by some Area Councils 'to discuss policy, run

1. For detailed chronology see History of Museum Education In England

(Hooper-Greenhill, 1989, pp 1-2).
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courses, provide advice and carry out development projects'

(Carter, 1984, p 437).

1980	 - Group for Education in Museums (Gem).

1986	 - The GCSE (General Certificate Secondary Examination).

1989	 - The ERA (Education Reform Act) completed its passage

through Parliament in July 1988 (Editorial, The Independent,

5.9. 1989).

The GCSE is used for external examinations. The syllabuses and

examinations will have greater emphasis on the understanding and

application of knowledge and fewer marks allocated by straight

recall.

The GCSE offers a unique change in the services to redress the

imbalance in concentration on museum visits by younger people and

challenges the museums to make adequate education provisions (Millar,

1987, p 26), for new audiences, especially of the higher classes, of

secondary education.

The CSE (a former certificate of secondary education) and GCSE have

combined together to provide four examining groups in England, one

in Wales and one in Northern Ireland. The GCSE examination started

in 1988 and replaced GCE 0 level in the United Kingdom.

Museum education is going through a considerable change as a result

of the change in criteria in the English GCSE. Though the GCSE is

being introduced to make interpretation of grades easier for

employers and others as all candidates will be graded on a single
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scale, the main benefits are educational rather than administrative

(Anon, What is GCSE?, 1987).

The change is in the emphasis on the process of knowing rather than

the accumulation of knowledge (Hooper-Greenhill, 1987, p 43).	 It

indicates that there is a re-assessment process of resources of

learning, and museums as well as historic parks are included in the

planning of the syllabuses of the new examinations. This meant a jump

in schools' demands on museums and galleries.

In the museum, the learner is exposed to new ways of learning that

demand development of skills in handling the museums' main resource

of knowledge that is embodied in their collections.(2) An adequate

way of learning when teachers should no longer use 'chalk and talk'

methods, but become more pupil-centered, encouraging the children to

learn for themselves (Hooper-Greenhill, 1986, pp 161-162).

Some museums are already accustomed to visits by secondary school

pupils, perhaps from involvement formerly with the Schools Council

history project, participating in CSE museum studies. 'However many

museums have been used mostly by primary school children rather than

any other group Thus the expected upsurge of visits by secondary

schools creates both a challenge and an opportunity to museum curators

and education staff'. (Fassnidge, 1987, p 7). The challenge of the

GCSE involves museum education departments, local education

2. 'Learning through objects' will be discussed in Chapter Nine. The
range of programmes offered by museums Is great and varies from one
institution to another, and it is difficult to give a comprehensive
coverage, within the constraints of this work,
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authorities and encourages collaboration in building new programmes

for the different subjects of school curricula based on museums'

collections. This can be seen in the wide range of museum-school

projects that are described by teachers in museums and the curriculum

(Moffat, 1988, p 2).

The education service department, British Museum, was involved in the

CSE era in producing museum-based examination papers on Greek and

Roman life.	 For background material a museum gallery took on a

character of a set book and students could be expected to know about

theater masks, gladiators, etc. Resources packs related to permanent

exhibitions in the British museum such as: Roman crafts, inscriptions

and Roman religion were prepared. Other resources for other areas

of the museum include, Vikings and Anglo-Saxons, a trail for 'Ceramic

of the Italian Renaissance and Suleyman the Magnificent'. The same

education service is open to new ways of communications such as having

produced a video on 'Archaelogy in Britain'.

Roman Britain is a topic for which there is most demand. Teachers

have successfully incorporated museums resources of the subject in

the curricula of primary and secondary schools (Reeve, 1987, p 18).

Learning outside the museum, examining the subject of a Roman city

in situ is offered also by other museums. The Grosvenor Museum,

Chester, prepared a unit on the Romans aimed to pupils to see the need

for conclusions to be drawn from evidence (Synge, 1988, p 9); working

in close cooperation with archaeologists, with Letchworth Museum,

Verulamium Museum, Chtltern Open Museum, organi2ed together with a

school in Baldock, a special program for school children who took part
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in a 'dig' with the participation of their parents (Elliott, 1988, p

3).(3)

With the new opportunity for museum education for the new exam system,

courses and study will be expanded, and more structured programmes

will be developed. The GCSE brings into the museum demands from

outside the museum and the GCSE education will involve the different

collections, and will demand more collaboration on how they are

presented, as well as better publicity and publication from museums.

There are dilemmas in museums of having to cope with research and

general needs, and to respond to the new needs of GCSE audiences.

New demands will be made in the future when the Era Education Reform

Act (1989) will in a few years affect museums as well as the whole

education scene (Divall, 1989, p 21).

However, the challenge on behalf of museum's personnel is to make the

museum relevant to more young people of today, the future conums

of museums' culture. There is a good perspective that museum and

school will represent one entity of service rendered by museums and

addressed to young people (Wittlin, 1970, p 235). The integration

of the museum in the schools examinations show both the acceptance

of the museum' as a place in education and that museums are moving

towards a sense of social responsibility. A responsibility that has

been found in literature at the beginning of the century, but was

buried since then (Millar, 1987, p 23). While discussing the

3. For GCSE 1988 approved syllabuses, see publication of London and

East Anglia group for GCSE, London Region Examining Board, London.
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perspectives of museum education in the future we may stress the fact

that there is a reservoir of experience in museum education that could

now be of great use to the education world in general

(Hooper-Greenhill, 1987, p 44).

7.2.2. Community School Museums in the U.S.S.R.

In the Soviet Union a single system of museums has developed that

includes 2000 state and 12,000 public museums (Ivanov, 1989, p 37).

School museums, approximately 8,500 in number, form the bulk of

community museums in U.S.S.R. This group of museums forms only one

group out of the three groups of community museums (Khokhlow, 1965,

p 47). The activity of many school museums is associated with crucial

historical events in the history of the U.S.S.R., such as the

revolution and the second world war.

Subjects to be studied at school museums are related to history such

as: 'But the Muses Were Not Silent' which is aimed at understanding

the spirit of Leningrad fighters under the long siege of their city

under the Germans in the second world war. It shows how art helped

the population to withstand and win the war. The description of this

project reads as follows:

Lists of names of about 2,000 of the dead and 15,000
surviving workers in culture and art are accompanied by a
detailed account of the cultural life of Leningrad under
siege, day by day and even hour by hour (Khokhlow, 1985, p

47).

The exhibition 'But the Muses Were Not Silent' was prepared by school

No. 235 in Leningrad.	 The youngsters succeeded in building a



136

comprehensive and complete exhibition that was highly praised for its

academic authenticity and serves, thanks to its merits, as a reference

source for art historians, writers and journalists (Khokhlow, 1985,

p 48). The subject of the exhibition of the school in Leningrad is

only one of many exhibitions that exemplify a trend of interesting

museums of a different kind supervised by teachers.

The highly active process in which the youngsters were involved,

motivated them to enquire, to learn and to expose their findings in

a new way, by an exhibition. This way they share with the community

what they have accomplished, with the assistance they received from

the members of the community. This kind of learning experience seems

to contribute to the socialization of the youngsters and to the

establishment of their identity as members of society.

Museums in schools became part of a movement of museums in factories

and in collectives. They involve laymen, citizens, both young people

in schools, as well as adults in factories and communes, and symbolize

a special group of museums. They are museums in progress, because

of their close contacts with the community, which have broken the

convention of museums and indicate that there are new ways for museums

to develop: museums that are shaped by people, for people, in their

own society. This kind of museum is a similar conceptually based

museum like the ecomuseums because of the aspect of close contact

between museum and community.
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7.2.3 Life Long Learninz in Latin American Museums(4)

Latin America makes up a vast cultural mosaic of autochonous cultures.

The cultural identity is still evolving and the people of the region

are aware of the specific values and creative potential of their

various heritages (Arjona, 1982, p 72).

While in the developed countries basic museum education is organized

and functions as part of the education system, in newly-developed

countries life long education means helping man to adapt to new

worlds. Museums in developing countries look for ways and methods

to serve as a catalyst for general education, in extinguishing

illiteracy.

The phenomenon of illiteracy is a result of a socio-cultural situation

which grew on a special political background of colonization of

countries in Africa, South America and Asia. Since socio-economic

changes seemed unlikely to come to an end, the only way to arrive at

a balance between work and education for work was to introduce a

lifelong system of education (Millas, 1973, pp 161-162).

Education appeared as one of the most promising political strategies.

An idea that began to gain ground that education was not confined to

the school, and in the front of the new educational institutions were

museums. During the 1960s and 1970s cultural sensitive people and

4. Life long education in relation to the museum in industrialized
countries such as in U.S.A. has specific characteristics of its own
(Ambach, 1980, p 13; Collins, 1981, pp 95-143).
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museum professionals had the firm conviction that museums could play

a considerable role in the cultural renaissance of their countries

(Makagiansar, 1984, p 3), and museums have begun to serve 'education

which is not conveyed solely by written word, but by other media of

education, such as direct contact with things, ...' The museum, by

selecting and displaying objects, provides a clear example of

inventiveness and creativity (Millas, 1973, p 163).

Systematic education is not to be ignored but it is required to bear

with new ideas and techniques suitable for teaching large numbers of

people; ideas that stem from a keen concern about the education and

learning of youngsters, consider the socio-economic and cultural

changes that have taken place in countries of the Third World.

Primary and secondary schools provide future workers with little

opportunity of learning to acquire the elements of judgment to

anticipate the challenges they will meet when they enter the world

of labour (Jelinek, 1975). Millas believes that new education for

social participation in work cannot be attained in systematic schools

of lifelong education, unless the whole society becomes an

educational society. He calls not only for a different system to

reinforce the present formal system of education, but for an overall

collaboration among educational institutions, and trade unions.' His

plan is to give rise to continual longterm experiments in learning

managed by museums in effective ways in the tasks of adult education

(Millas, 1973, pp 163-167).
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The new approaches to culture and education concerning the role of

museums in Latin America stemmed from the round table meeting (1972).

The round table entitled 'the role of museums in today's Latin

America' was organized at Santiago de Chile, and marked a turning

point for the museology of the region. Out of the meeting between

museum people and specialists of different disciplines, emerged a new

concept of an interdisciplinary nature of the social mission for

museums of Latin America.

The call was for museums to become centres of education and diversion,

equipped to supplement the education and cultural training of the

people (Arjona, 1982, pp 72, 73, 76).

The few examples of museum's active role in education in three

different parts of the world have drawn our attention to significant

trends and development of museum educational work. 	 'Without

appropriate education, peopla will not know how to use the discoveries

and technical achievements which the modern science is putting at

their disposal.	 As a consequence the methods and techniques of

education must keep up with the requirements of this day and age'

(Jelinek, 1975, p 52).

7.3. The Museum as Communicator and Educator

The contemporary museum takes an active role in education through

communication. If the museum is to communicate it must be a master

of media within the terms of the twentieth century (Porter, 1983, p

82).
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'When all the pressure all the time is on mass communication, it

requires great imagination and skill to meet this demand and at the

same time not erode excellence' (Strong, 1983, p 81).

Press and information services are of cardinal importance to a museum

and they are an integral part of the whole institution. So are the

museum and gallery shops which are features of the last few years.

All these venues communicate museum collections by means of

publications, posters, booklets, reproductions as well as video,

cinemafilms, and television.

'A museum display is an exercise in one branch of mass communication

namely the nature of mass media, requiring a special kind of

understanding the process of communication' (Hodge and D'Sfl4,za, 1979,

p 252).

'A museum is above all a collection and conservation of objects. How

it presents those objects to the public is its single most important

communication' (Strong, 1983, pp 78-79). And the public is supposed

to be reached to as living individuals and not as an abstract audience

which may take or leave what is offered to it (Hudson, 1977, p 97).

Exhibitions in this day, above all epitomize the museum as

communicator. Their role is to combine learning at its best with the

ability to communicate its results broadly to the mass of the people,

they are the museums tongues . They can change attitudes of people

by opening the eyes of the viewers. They make people sensitive to

problems such as ecological ones, as they were represented in the
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ecomuseums, exhibition which are metaphors to the relationship of man

and environment. 'There is nothing wrong in exhibitions which glorify

the past but there is everything wrong with it if that is the only

sort of exhibition which a museum does' (strong, 1983, p 78).

One thing unites the designer and curator, both are interdependent

aspects of the museum as communicator (Strong, 1983, p 79). Every

curatorial decision has interpretive consequences. 	 Every design

concept has an interpretive message (Ambach, 1986), and museum

educators are responsible for finalizing this entire museum effort

(Sola, 1987, p 6). They must use their specific academic disciplines

as a basis for multidisciplinary research leading to the final aim

of communicating its messages.

'Museums exist primarily for learning, a claim boistered by the Oxford

English Dictionary. The earliest, although now admittedly obscure

meaning of ' museum' was 'scholars' library' or 'study for learning'

writes Schiereth. He assumes that museum visitors ought to have the

opportunity to learn more about objects, and that the museums ought

to help foster an object knowledge. He suggests, after observing

museums such as the American History Museum, that the average visitor

should be provided with the stimulus to become his own interpreter.

It is achieved in the museum, he observed, because the whole museum

and its services have been planned to suit the visitor-interpreter.

This dynamic approach requires that the museum staff be constantly

alert to the needs of the visitor. The objects on exhibition have

to be displayed in a meaningful way. However, the curator's research
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does not end with the design and display of the objects in the

exhibition. He is required to provide material beyond the standard

audio-visual programme, which he may have already prepared, to

accompany the exhibition.	 Additional material such as labels,

audio-visual resources, and self-guiding brochures are legitimate

aids for the enhancement of the visitor's understanding of the

exhibition. The auxiliary aids must not, of course, overshadow the

object itself, which is the central source that transmits the museum's

messages.	 Schlereth's objective is that museums should develop a

multi-interpretive scheme, applicable to many objects, to show how a

single object can be a source of knowledge. lie also advocates a way

which might label the museum-as-object, the entire museum site as an

intriguing assemblage of material culture evidence, worthy of

interpretation (Schlereth, 1984, p 108).

7.3.1 The Process of Communication

The primary formula of communication includes a transmitter, medium

and receiver that serve any channel of communication including the

mode of operation of the museum of communicating with its public.

Before examining museum communication, we will sketch a short

description of the two main schools in the field of communication:

the process and semiotics schools. The origins of these two schools

are in Shannon and Weaver's 'Nathematical Theory of Communication'

(1949). (5)

5. For the term 'communications' see G. Niller in A. Kuper and J.
Kuper (eds.), (1985), The Social Science Encyclopedia, pp 132-133.
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The process is even more complex, when we think about communication

as one of those human activities that everyone recognizes and is of

an endless number. Can we properly apply the term 'a subject of

study' to something as diverse and multifaceted as human

communication actually is? (Fiske, 1982, p 1). This question needs

a wider discussion and can be addressed more.

The definition which is common to the different schools is that

communication is a social interaction through messages. However, each

school interprets the definition in its own way. The difference

between the two schools exists in the understanding of what

constitutes a message.

The process school defines the social interaction as the process by

which one person relates himself to the others, while the semiotic

school defines social interaction as that which constitutes the

individual as a member of his culture and society. Consequently, the

individual expresses his commonality with other members of his

culture (Fiske, 1982, p 3).

The process school sees the message as a content which is transmitted

by the communication media, and what constitutes it is a crucial

factor. The message is what the sender puts into it, by whatever he

means.

For the semiotic school, the message is a construction of signs which,

through interacting with the receivers, produce meanings. 	 The

transmitter declines in importance, and the emphasis shifts to the
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text and how it is 'read'. Readers of different social experience,

or from different cultures, may find different meanings in the same

text. The message is then an element in a structured relationship,

whose other elements include external reality and the producer/reader

(Fiske, 1982, pp 3-4).

When objects become exhibits by being taken out of their natural

context, reclassified and exhibited, they necessarily take on new

meanings. They are transformed.

In presenting the objects, museums assure visitors that the objects

are valid and illustrative of larger frames of meaning. The selected

object gains legitimacy of a symbol, defined by the Concise Oxford

Dictionary:	 'as a thing regarded by general consent as naturally

typifying, or representing or recalling something by possession of

analogous qualities, or by association in fact and thought' (Arinis,

1986, p 168).

The exhibit, having a symbolic meaning, is not always an object of

beauty, or a valuable one, it can have have a symbolizing meaning.

For example, signifying a status, such as the yellow star of David

that Jews had to carry on their sleeves to differentiate them from

others imposed by the Germans in the Second World War, the star of

David was made of simple material; while in other examples of symbols

signifying status such as of the nobility, emblems are embroidered

or cast in fine materials or metal.
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To carry on the same idea of the objective value of exhibits, we may

say that objects are selected for their suitability, as illustrations

of what the curators wanted to communicate.

In Beth Ilatefutsoth in Tel Aviv, Israel, the two and three dimensional

objects are not originals, they are replicas that were prepared

specially for the exhibition in the museum halls. They were created

for the sake of communicating the spirit of the Jewish communities

in the Diaspora throughout history till the foundation of the state

of Israel in 1948. Despite this fact, that contradicts the axiomatic

assumption of real and original objects in museums, Hudson has

included Beth Hatefutsoth in the list of museums of influence, which

have broken new ground in such an original or striking way that other

museums have felt disposed, or compelled, to follow this example'

(1987, pp vii, 140).

Cameron in his article, examines the system of communication that the

museum provides, a system which is dependent on the artefact.	 He

accepts, in principle, the primary communications system in terms of

a simple flow diagram.

transmitter (or source)	 medium	 - receiver

the exhibitor	 - the real things ..-...the museum visitor

He considers museum communication sytems, often with a variety of

transmitters, many media and many widely differing types of receivers

(1968, pp 33-40).	 'Unlike all others, the museum depends on "real

things" as the media of communication. The images of things that are

the language of the media... These images must be considered as
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adjectives that qualify and make more meaningful the nouns of the

museum language... the real things themselves' (Cameron, 1968, p 34).

However, Knez takes issue with Cameron, about leaving the visitor to

understand 'the non-verbal language of the real things', writing that

'Cameron seems to imply that language is inherent in museum objects

themselves' (1970, p 205). According to Knez, the distinction must

be made between the priority museums lay on verbal symbols as primary

or secondary to the exhibits themselves (1970, p 205).

Brawne discusses this problem thus: 'To say that museums are primarily

devoted to non-verbal communication is to state a truism' (1982, p

127). We come to museums to see and not to read, therefore words are

subservient to the image on display. However, visual innocence is

impossible, even if it is desirh1e. Information is necessary in order

to place the object in the right context of time, in the case of an

archaeological specimen; and in the right school, in the case of a

work of art of an artist who is not as famous as Picasso. Therefore

communication technologies must become an integral part of planning

exhibitions.

7.3.2 Audio-Visual Aids in the Museum

Allocated places for audio-visual auxiliary aids and audio-visual

means of communication (Alt, 1981, p 25) have to be found at the

museum for the individual visitor, a group of people, or a class, to

concentrate on the relevant material presented to them. For example,

in Baltimore Art Museum a room has been allocated for an orientation
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room, where an introduction, accompanied by a short film, is

conducted, to prepare the visitor. (6)

Television can assist the interpretive function in many ways: solving

language difficulties, creating an atmosphere, providing historical

background, introducing a subject, demonstrating a process. Ideally

fixed shows should run fully automatically at the touch of a button

of the individual visitor thus responding to his own process of

communicating with an exhibition (Simpson, 1987, pp 72, 74).

In the last decade there has been an upsurge of interest in the use

of museum collections in conjunction with educational broadcasts.

Equally, there is a growing number of art programmes documentaries

using museums and collections, which is an evidence of museum's

potentiabilities as communicators in the field of general education

(Coulter, 1987, p 2).

There is a growing interest in television operation in museums. In

1988 a European conference 'Te1e-4ijseum' convened in Lille, France.

The stated aim of the conference was 'to create a permanent link

between professionals of audiovisual creation of museums'. The prime

goal of the symposium was to make contact between museum and

television people. As the working sessions progressed, the need to

define aims became of primary importance.	 Issues such as whether

museums' own audio-visual productions should or should not be treated

separately from television creations; because though they are planned

6. Personal impressions of a visit to the museum in 1982
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in collaboration with the museum they are intended for television.

Despite having common objectives of transmitting information and

knowledge, each medium has its own special structure, modes of

operation and modes of reaching and evaluating their publics.

To summarize the effectiveness of the conference we may say that it

became clear that the subject is of the utmost importance for museum

communication (Blazy, 1988, pp 4-5; Perot, 1988, p 5). Therefore,

museums are challenged to remember that despite controversies in

programming they should be places of discovery and debate for many

people of varied interests and television can help to reach this goal

(Leclair, 1988, p 6).
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CONCLUSION - PART II

Soclo-cultural development in the world after the second world war

in different parts of the world, including countries who gained

independence in the 1960s arid 1970s, have made new demands on museums

sciences (Makagiansar, 1984, p 4).	 Museums are inevitably

conditioned by the country in which they find themselves (Hudson,

1987, p 83), and are also conditioned by changes in the accelerated

pace of our technological society.

New ideas have emerged about museums roles. 	 New approaches have

emerged from either a specific relation of mankind to reality (the

human-object relationship) or from the preservation and the heritage

as social activities (the functional orientation) (Van Nensch, 1988,

p 5) that found their embodiment in new forms of contemporary museums,

such as the ecomuseum.

In the ecomuseums there are three constituents that form it; which

are the laboratory, conservatIon and school. The three are based on

common principles. This triad is not self enclosed, it receives and

it gives (Riviere, 1985, pp 182-183). Thus the ecomuseum established

a new direction in the philosophy of museum, an evolutive definition

of a socio-cultural institution that is not only responsive to

society's needs, but involves the specific community itself. The

inclusion of school as an equal factor in the making of the museum,

points to the important role of education in one of the most

conspicuous forms of a contemporary museum.
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This concept may effect a transformation of the policy of the museum.

It considers a given population first, to find out what it wants and

finally it makes selections of the artefacts to be displayed. It does

not see 'on one side the works of art and a heritage and one side the

public', but sees the two factors and their relationship for the sake

of creating a new museum (Gilman, 1978, p 28).

Along with other institutions,	 museums acknowledged their

relationship to society and accepted a fuller sense of accountability

for their actions (Bloom, 1984, p 19). One of the biggest audiences

in museums consists of young people from early age of primary schools

to university students, as well as adults on life long learning

programmes. For th€sdefined audience5with learning objectives the

museum is a setting for new learning. Mention had been made of the

latest educational projects, the GCSE exams (1986); the National

Curriculum, 1989 in England and the 'Culture Basket' programme in

Israel, 1989.	 In order to satisfy learning audience's needs, the

different museums begin to change their priorities and adjust

conditions to accommodate learners physically in allocating suitable

learning environments and skilled workers for th art of transforming

the message to the receiver (Johnstone, 1980, p 74). It requires a

proficient mediator-educator who can create the relationship between

the audience and the objects which are the raison d'etre of the

museums. In this way the museum educator participates in transferring

the museum	 from	 an	 'object-oriented' 	 environment	 to	 a

'learner-oriented' venue.
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Communication processes by museum educators and through auxIliary

aids can be enhanced only when the institution's management and staff

come to realize that communication is the only mode of conveying the

message of the museum.

With the realization of the importance of the transmission of the

museums' heritage, not only to elite groups of scientists but to the

versatile public	 the active role of museums in the cultural life

of the society will be secured. Museums of today will depend on their

relevance to the late twentieth century. The museum will depend on

the interaction of its personnel with those to whom museum can be of

use and of educational value (Hooper-Greenhill, 1988, p 219).

The concepts of museums of our times are in a process of change from

their long traditional notion of a museum as a place of knowledge into

an institution with the objectives of creating a state of sensitivity,

of consciousness of our whole heritage. 	 Museums have the

potentialities not only as information data based institutions; they

can play a role of one of the most important mechanisms of

environmental harmony (Sola, 1987, p 49).
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PART 11:1:

THEORY OF NEW LEARNING IN THE MUSEUM
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INTRODUCTION - PART III

Scanning the different structures of knowledge nnd education, the

museum appears as a setting that bears potentiaL	 for effective

new learning. This work is intended to validate an hypothesis of the

Museum as a setting for new learning.

Museum education has been developed in industrially developed

countries and in the third world after the second world war, and

especially in the last two-three decades though it has existed

beforehand in Europe and U.S.A. Museums serve as centers of learning

in many different ways, Lhe museum offers permanent and temporary

exhibitions; written materials including documents; essays on

specific display props; visuals including posters reproduction, films

and television programs; classes and public lectures given by museum

staff and visiting specialists; explainers and school and community

outreach programs. (Oppenheimer, l93)

In examining this hypothesis the following elements will be analyzed:

the learner, the object, the muum as a constructed environment and

the interaction among them through the mediation of the museum

educator.

This work attempts to construct a theory that will lead to an

effective practice in museum education; a practice that will engage

and sustain the interests ol students of school age (Chapters ten and

eleven).	 To transmit knowledge processes through learning and

teaching frameworks, it is for ' the. learner to take advantage of past
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learning in attempting to deal with a master new problems before them

now'. (Bruner, 1977, p 558).

The work adopts the theoretical stance that was suggested by Bruner,

to underpin museum education theory, 'who more than any other

developmental psychologist of our time - has been interested in

education'. (Gardner, 1983, p 328).

The theory is eclectic In Its nature 'appreciative of the variety that

makes the practice of education something more than a scripted

exercise in cultural rigidity'. (Bruner, 1985, p 8).

In view of the dynamic system of changes in life of contemporary

society, a special role is played by the educator. Ire is supposed

to be well oriented with developments that take place outside the

borders of the profession. (Ilodge, 1986; home, 1984, 1986).

Social contexts are essential for understanding the youngster as well

as psychological ones. They are important to understand the processes

of learning. The teacher has to be familiar with these contexts to

be able to cope with the challenge of an effective museum learning.

It was pointed out that

'the mark of the educated mind lies in being able to disentangle
complex problems, and being able to recognize different kinds
of questions for what they are. The uneducated mind
oversimplified and confuses logically distinct issues 4 . (Barrow,
1976, p 35).

Museum education programmes have to be formulated with properties of

the audience in mind. This is a basic theoretical stance that is true
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in any kind of communication, a process which involves the sender,

the message arid the receiver. The receiver influences the form of

the message created for him.

Therefore we have examined the museum learner (the receiver) who

portrays the special traits of the youngster of today, a consumer of

an industrial age. There are socio-cultural properties that shape

the youngster habits and aitftudes (Ilodge, 1986). The other

properties are related to learning itself, namely the process of the

museum messages which is based on psychological and instructional

theories.

The knowledge of models of e learner (Bruner, 1985), his modality

of learning in relation to a structured environment (Getzels, 1977;

Kaplan and Kaplan, 1982) and processes of learning (Norman, 1969;

Gleitman, 1983; lEolt, 1983; Briiner, 1985) are prerequisites to

planning and constructing an effective museum education programme

(Caston, 1979; Ilooper-Greenhil], 1983, 1987).

A research in Anthropology explores the object's history, provenance

and usage. It unfolds the obecL's significance and brings out its

relevance to its time and culture. (Wittlin, 1970; Adams, 1984;

Pearce, 1986-87; llooper-Greenhill, 1987).

The question that is asked about arL if it is ornamental in education

(Eisner, 1987, p 10), can be asked about museum education. The answer

will be the same thai, we cannot believe 'access to the wealth of our

culture of the cultivation ol sensibilities: human imagination and
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judgement as peripheral educational aims' . 	 In this respect the

museum, by offering a first hand learning experience of cultures

through objects introduces a new venue of education, that cannot be

replaced by any other educationa] institution.

The students' encounter with a new teacher, the museum educator, and

with a new source of learning, the objects, arouse his curiosity, as

things of novelty always do. 	 his learning 'the exploitation of

objects, events and ideas and feelings do not occur in an environment

that does not encourage or provide opportunities for exploration'

(Chase, 1975, 37).

The environment of the museum and its space, layout and organization

suggest a new framework for communication with the object; a territory

to be explored not a list of facts to be learned (Itolt, 1983, p 214;

Goldberg, 1987, p 43).	 The museum programme which is free of

examination pressure, focuses its interest on the learner.

The exhibits as learning resources are within L'ne reac.l\ o

learner.	 He is free to move from one object to another, skip an

object, and compare objects .: lie can relate to whichever objects

attract his eye and attention, according to his choice and pace,

because spans of time are manipulated differently at the museum than

at school.

Museum educators face the responsibility of not only defining the

educational goal, but maintaining the unique qualities of the museums

where the educational programmes occur. 	 The model of any museum
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programme is based on the museum object. The object and not the word

is the reason for the museum's existence (Caston, 1979, p 51).

The object that is made by man, the artefact, is the expression and

manifestation of a culture (Benedict, 1934). Objects supply a picture

of life of the past and elevate the awareness of their people (Pott,

1963, p 166). Objects are reminders of the visual world to be enjoyed

for its own sale (Eisner, 1988, p 10). They are the major educational

tools in the museum experience which provide valuable sources for

learning	 (Cameron,	 1968;	 Wittlin,	 1970;	 Fines,	 1984;

Ilooper-Greenhill, 1983, 1986; Pearce, 1987).

Just seeing an object is not sufficient for the understanding of the

message that the object communicates. The utilization of the object

for learning purposes has to he r1evant to the individual and to the

qualities of Lhe museum collc'cLIons in the arts, anthropology or

sciences.

The object lends itself to an abundance of ways and techniques to be

enhanced by the learner; by being conceptualized by perception

through the senses.	 A process that evokes curiosity, attains

attention and furnishes the memory with forms, colours, signs.

(Arenheim, 1969; Wittkower, 1977; Gombrich, 1982; llooper-Greenhill,

1987).

In order to interpret the object	 ediator is required to guide a

fruitful dialogue between the viewer and the object for its pictorial

encoding. This role rests on the shoulders of the museum educators
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who are responsible for finalizing the museum's effort for

communicating the exhibition's messages (Sola, 1987; Ambach, 1986).

The dialogue is the powerful tool of language to bear on the stream

of thought. 'It presupposes that each person can see his partner,

their facial expressions and gestures, and hear the tone of their

voices' (Vygotsky, 1962, pp 142-143).

The whole process of learning at the museum through objects integrates

the cognitive (perception memory, thought and judgement) and the

affective emotional domains of the learner (Lavy, 1984, p 419).

The object is first perceived by the eye (Berger, 1972; Seymour, 1979)

than by the other senses. For instance the tactile sense that is

participating in handling the object for recreating later on. The

recreative process exercises the mind and the eye (hlolt, 1983, p 211).

This process is essential to the mental growth of the youngster

(Lowenfeld and Britain, 1964; Eisner, 1972). 	 Creative products

indicate visual imagery and ability to observe (Arenheim, 1969, p 67).

They reflect impressions of the objects at the museums and can at the

same time depict images that have been retrieved being triggered by

the museum objects.

The programmes that occur in the museum have a special quality of a

constant renewaL they change with every group t:hnt comes to learn

at the museum. It is up to the museum educators' qualities to create

on every occasion a new, a unique experience of learning for each

group of learners (Fines, 1984, p 54) by focusing on techniques or
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expressive concerns, similar to the ways art teachers work (Hagaman,

1988, p 18).

The education purpose is spelled out in the form of unambiguous

objective.	 The objective provides the basis of museum learning

through the objects that communicate the museum message. 	 Each

collection will suggest different messages according to its

discipline of knowledge (Chapter Len). 	 Such as: identifying the

learner, his social background, his abilities and realizing special

problems of levels of learning and of behaviour; arranging the

material in a structured process of learning at the museum, the museum

modular curriculum (chapter eleven); 	 making provisions	 for

participation, leaving freedom to choose the way of response.

The interaction of the elements sur.li as the 1n_gr. the object. the
exhibition, the museum as an organized environment, and the mediation

of the museum educator forms a new learning model of an

interdisciplinary	 nature	 of	 the	 inner	 museum	 work.

Interdisciplinarity as a concept stems from the correlation of social

and humanities studies that are reflected in the following

educational programmes in this work.

A museum modular curriculum of teaching cultures consists of museum

learning modules (f.L.11.); an interdisciplinary project of the 'Early

Man in his natural environment', in collaboration with the biological

institute and nature preservation society (1984-1989) and a programme

of the New Museum for Art and Science will be discussed. The three
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1988, p 18).
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educational programmes in thi.s work.

A museum modular curriculum of teaching cultures consists of museum

learning modules (U.L.M.); an interdisciplinary project of the 'Early

Man in his natural environment', in collaboration with the biological

institute and nature preservation society (1984-1989) and a programme

of the New Museum for Art and Science will be discussed. The three
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projects signify the vast field of potentialities of the museum as

an initiator of educational and cultural activities.(l)

The projects that finalize the work come to validate the main

hypothesis of this research which is the 'museum as a setting for new

learning' and as a generator for new concepts and ideas.	 An

hypothesis which was examined theoretically and was realized in

practice at the Museum Education Centre in Haifa (chapter eleven).

igure No. 2: The interacting elements of the process of learning at

the museum

PERCEPTJON MEMORY A1TENTION

JECT 4	 I EXPLORING I	 I LEARNER

INTERPRETING
	

BY DIALOGUE

MUSEUM
EDUCATOR

LEARNING PROGRAMMES

MUSEUM ENVIRONMENT

1. The three projects will be discussed in chapters eleven and twelve.
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ChAPTER EIGHT: A WALK IN TIlE RIGHT DIRECTION - MUSEUM LEARNING THEORY
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8.1 Identifying the Museum's Young LearniigAudiences

From the time that the museum became a public institution, the public

and each group in the community has the right to enjoy the museum's

resources. With the growing number of visitors flocking to museum,

there is a revolution of rising expectations that create challenges

to museums.

Who is the museum's learning audiences? The audiences tend to change

because of difference factors, such as: demographic changes, due to

immigration of large numbers of people, a phenomenon that took place

after the second world war. Consequently there is a growth in the

multi-cultural public that visit museums.	 Economic changes that

compel people to move from one district to another, thus changing the

nature of local communities and their cultural trends. Consequently

communities lose their homogeneity; Frequent coverage by the media

enhances the museums' potentialities as places for enjoyment and

learning. Consequently, people with clear goals expect the museum

to satisfy their expectations (Pott, 1963); The growth in tourism.

Consequently a wider range of people coming to museums with their

youngsters (Pott, 1963; Home, 1986, Clarke, 1988).

Museum audiences obviously differ on the basis of class, age,

ethnicity, educational level and degree of travel, as well as in

respect to more subtle measures, such as taste, hobbies, interests

and significant friendships (Graburn, 1984, p 177).
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The museum for its part is interested in exploring new ways of

reaching a wide range of audiences, who are not familiar with the

museum as a socio-cultural institution, and in including them amongst

the regular visitors. In order to establish communication with an

audience, it is necessary to identify the types of audience and their

special needs.

Considering the diversity of learning groups visiting the museum, the

museum has to develop strategies and 'effective procedures for the

delivery of cultural services' (Sebolt George, 1984, p 77), because

'a striking correlation was revealed between childhood exposure to

the arts and frequent aLtendance at cultural events in adult life'.

It was found out in a New York study (1972) that 62% of the art museum

visitors attribute their interest to having visited the museum when

they were young not necessarily as pupils coming with their classes

(Browne, 1984, p 16).

In this work the focus is on learners' audiences. 	 The largest

coherent audience in the many museums are school children at all

levels.(l) They are estimated to exceed 40% of the total amount of

group visitors, which also include other publics in a group situation,

such as senior citizens, tourists and unemployed (ICOM/CECA

Conference, Paris, 1987). Another research shows that in the USA only

10% or less of all students visiting museums are high school students

(O'Connell, 1984, p 96).

1. School museum partnership is discussed in chapter ten.
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The handicapped audiences at Haifa museums are part of the general

learners' public.	 School classes of handicapped children are

included as an integral part of the schools' visits. 	 Handicapped

adults join weekly museum workshops individually, and work in

separate groups in order to he attended to their special needs. (2)

School pupils and students come to the museum either accompanied by

the school teachers in the morning, or alone In their leisure time.

In order to meet the needs of this vast and diversified groups of

youngsters the museum in haifa initiated a partnership with the

schools, which finds its expression in a growth of mutually planned

educational programmes. 	 One of the most structured is a museum

modular curriculum. The curriculum includes the subject matter of

cultures which is taught at several museums. The subject follows the

humanities approach which includes teaching art and history. The

learning theory, which is specific to the museum, Is based on the

museum's objects and the personal experience of the learners. Similar

programmes, such as integrat:ed humanities and multi-cultural

education,(3) are developed in British schools and museums, and are

mentioned in this research. In order to provide relevant programmes,

the museum has to move from the general to the more specific which

is arerequisite for building adequate programmes.

In order to plan a relevant museum education programme, basic

questions have to be asked concerning the individual learner: What

2. The haifa Education Centre is discussed in chapter eleven.

3. Multi-cultural education is discussed in chapter eleven.
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are the characteristics of the youngsters who come to learn at the

museum?	 How does a child learn? What and how do we teach at the

museum, as compared to former experiences of learning.

In order to answer these questions we have to understand the youngster

to whom we are speaking. 	 'I'he youngster of today lives in a fast

changing world,	 lie comes to the museum already equipped with

information of the world, because he is exposed to an aggressive

media, especially the television. He travels more because tourism

is an activity of leisure time of the family, especially in developed

countries; consequently lie is richer in personal experience than his

peer of a few decades ago.

Museum education is expected to be aware of the psychological,

biological as well as the socologicnl factors that are interrelated

in the process of the youngster's development (Moorish, 1970; Lavy,

1984).	 Accordingly, the museum educator is expected to construct

learning programmes and build an diicational1y appropriate situation

relevant for the young visitor of the different target groups.

Identifying the modality of learning of the student requires an

analysis based on research, to meet the challenges that stand before

the museum educator in order not to fail the individual learner in

all levels of learning (Wepmnn, l)77, p 163). Such as: idenitifying

the learning level; identifying the learner's preparedness to study

outside his class, in a new way through the object as opposed to the

book; realizing the amount of knowledge of the subject that can be

taught in the museum and the method to mediate it; realizing that
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certain problems can be expected fri the museum, a new learning

environment (O'Connell, 1984, pp 96-100).

Learning will be examined in this work from the point at which the

student arrives to begin his career as a learner at the museum

(Bruner, 1977, p ix), hut we will consider also former learning

experiences from different channels of communication.

In order to understand the process of learning, attention, memory and

perception in museum contexts will he examined, such as in relation

to objects, which constitute the core of the museum and its special

language (Norman, 1969; Gleitman, 1983; Ilooper-Greenhill, 1987).

8.2. The Learner of Today-a Consumer of an In.tja1 Age

The young person, the learner who is the centre of this research is

the customer of an industrial commodity. lie watches television as

part of his social existence and he travels much more than his fellow

man of a few decades ago. Those two activities form social habits

of spending leisure time, as well as social attitudes. Coming to the

museum, already the learner is equipped with rich visual information

and impressions of what he has seen and experienced.
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8.2.1 The youngster and teJeazIji

The topic of children and television poses a dilemma for many people

in western society. Children are dedicated consumers of television,

and spend about twenty to twenty-five hours, and the heavy viewer

manages forty hours, per week in front of the television set (Ilodge,

1986, p 1).

Though the state of the arts of the media is not the same in all

countries, even in underdeveloped countries children are exposed to

communication media, such as radio and television.	 In the suburbs

of large cities of developing countries 	 and in rundown

neighbourhoods, the forest of television antennae protrude to the

skies. This phenomenon is almost universal and indicates the magic

power that the television rndlntes and the role it: plays in people's

lives rendering the world to a global village. The visual experience

is not restricted to the television sets. Huge posters and leaflets

that are sent to people's homes are graphically dosigned to arrest

the eye and evoke interest in the information they provide.

Parents and teachers alike are concerned about the influence of

television watching by children spending about twenty per cent of

their waking hours is a fact which cannot be ignored.

Research work in the field of television and children shows that we

actually know little about this problem, namely how does television

affect children's emotions and aLtitudes.
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A television show is not a single stimulus, it is a meaning -

potential complex, an interrelated set of verbal and visual meanings

(lodge, 1986, p 7). It affects behaviour via meanings, beliefs and

values. Children-television relationship needs further investigation

to provide us with an insight into how the youngsters process the

visual signals that the television communicates. The complexity of

the operations that take place out of view, inside the mind partly

out of consciousness, have not been addressed. When it will occur,

then the understanding of the correlation between the viewer and the

television will begin. For the complex structure of the meaning in

television especially for children, what Is needed is a suitably

complex account of the structure and processes of the mind that can

create meaning of what one sees (llodge 1986, pp 4-5). Flodge offers

a theory that Is based heavily on the need for an interdisciplinary

approach to children and television. A theory that seems appropriate

for museum education in relation Lo communication through objects

which are signs, and their manning, that: are transmitted to the

viewer.	 (Vygotsky, 1962, Bnrtlies, 1977, Seymour, 1979).

The subject of television in the culture of young people of today is

too wide a field to include all its aspects in this research. 	 We

shall describe only a few research projects that will give us some

information in order to orient ourselves as museum educators.
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Television violence and childrru There is a long running debate on

the nature of the relationship heiween violence in television in its

effects on society. Sociologists have been trying to determine the

degree of violent media effect within society.	 Television

programming with its heavy emphasis on Impersonal violence has been

assigned a role both in inciting aggression and teaching viewers

specific techniques of aggressive behaviour. Psychologists possess

much information concerning the determinants of aggression but little

stemming from naturalistic sources.

Among the results of a large scale study of aggressive behaviour in

third grades and thirteen school children, it was found that children

at an early age, who preferred violent television programmes were more

aggressive In school than their peers who preferred less violent

programmes.	 But it is not claimed that the television violence is

the only cause of aggressive behaviour, and that there are other

factors such as social status, r.q., mobility aspirations, family

disharmony which could conceivably have had an influence over the ten

years covered by the research. 	 however, it was found that the

television effect is relatively independent of other factors (Eron,

1977, pp 370-389).

Results of another study which was enquiring about desensitizating

children to television violence through measures of physical

automatic response. These suggest that some children who are heavy

television watchers (and see more violence) may he habituated or

desensitized to violence generally (Cline, 1q77, pp 390-399).
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Figures and grounds on television consuming habits by Ames' survey

attempts to bring recent trends in medin consumption. 	 The sample

included 400 boys and 485 girls in five Scottish secondary schools,

of 12-15 year olds. The study was carried out in the spring of 1985.

Other media surveyed were radio, hooks, magazines or comics,

newspapers, favored musicians, radio, t.v. , video and cinema. Habits

of listening to radio and to records as well as rending habits were

examined to he compared with television viewing habits.

The hope of Ames was that the survey would contribute to the needs

of contemporary and future society. The survey is concerned with the

f[st years of secondary school, which are. the years of late childhood

and early adolescence, a period when family life is displaced by

growing involvement with peers, with the world outside, with some

realisation of the significance of events in the larger community -

local, national and International

Two features appeared clear: the dominant appeal across the age groups

as a whole of television and video. Once literacy has been achieved,

it is not valued highly and is not a significant contribution to the

quality of the personal life of the average young person. Television

is esteemed by boLh sexes and there is a cross-over of appeal between

records and videos: boys begin by preferring videos and share also

an interest with girls in records.
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Imp lications of the survey: School fails to notice the culture of

the important years of adolescence. 	 It is clear that thousands of

pupils are failing to make the best of school. Four out of ten fifth

formers reported that no work was set for them (Exeter University

report to 'New Society', The Sunday Times, 4.12.1988).

It is essential that education appreciates that media of all kinds

are largely controlled purveyors of covert information about life

styles, ways of thinking and t.hings to think about. 	 They are

organizers of experience, promoters of Ideas whose most important

ideologies are expressed through their structures and their Implicit

content. The failure of the educational process t.o deal with them

systematically is potentially dangerous, of a disjunction between

school and the new culture.

In an age of spectatorship, motives for learning must be kept from

going passive, they must he bnsed upon arousal of interest in what

is to be learned and he kept as broad and diverse in expression

(Bruner, 1977, p 72).

The museum as communicator of iniman cultural hen Lage is 'the media'

and as well a repository of the greatest aids for scholarship

(Densley, 1981, p 218).	 It can supply curiosity in culture to the

youngster who lives In an hyper-sophisticated society who is seeking

more media. The young visitor expects to find at the museum a kind

of an experience, an experience that is in accordance with his

spectatorship habits.
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Thus museums are expected to be innovative in their educational

programmes, and make them relevant to their audiences.

8.2.2 The youngster as a travfler

In a society where time spent, at work is decreasing and leisure time

is increasing, people look for ways to balance between 'survival'

activities and the pleasure of entertainment. The result is a growing

trend of new habits, ways, norms and expectations that can he called

the leisure culture. By now the Idea of leisure had been created with

sports, television, special clubs and places of entertainment (Home,

1986, p 29).

Despite the general growth In affluence highlighted by the growth in

consumer spending in the mid 1980s, there is an ever increasing

discrepancy between the 'haves' and the 'have nots' (Tyrrell, 1988,

p 207). What Is apparent, when examining social economic trends is

that those with low incomes may have free time at their disposal more

than those with high incomes. 	 Thus modern life is breaking the

demarcation lines of old distinction between leisure class and

working class of ways of spending leisure time (Grahurn, 1984, p 178).

Within the framework of leisure time, there is an abundance of

possibilities for tourism. Tours inland and abroad are offered at

cut prices, and in long term payments, like any other consumer

commodity.	 There are occasions when famllie.s can afford to visit

places and make dreams come true.	 Thus the young members, the

children, become travellers at a young age, joining the family
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travelling experience. They nr' attracted by advertisements such as

by a company of 'Art in Europe', that promises to fill the gap between

study tours of academic study and expensive tours guided by famous

names (The Sunday Times, 4.12.1988). Because of the multiplication

of needs of entertainment, tourism builds its own objectives and the

museums become an integral part of the cultural apparatus.

Touring new places does not mean always going to other countries,

touring can mean visiting museums ti one's own district. In the 1970s

two thousand museums have been built and only twenty four percent of

the tourists were outsiders, which means that the local population

Is visiting museums (Clarke, 1988, p 12).

The question is: do people really realize their dreams In these tours

or are they running after sights they do not attain? Touring seems

to fulfill some spiritua1 need and knowledge is required in order to

attain this need. How does the museum assist to get an an insight

of what one sees? In order to open a deeper dialogue between the

viewer and the manifestations of cultures one sees in his travels,

the museum has to provide the key to that culture. The, keys are the

collections, artefacts that are to he enhanced intellectually and

emotionally. Sightseeing is one of the ways in which we can speculate

on these theories of 'reality making', that without it we cannot

live.	 (Clarke, 1988, p 12).

'In speaking of the intellectual work of tourism, I assume that all

humans are intellectuals'. 	 To what degree can one relate to an

object, depends on his ahiflty to contemplate, to give his own meaning
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to what he sees and the other meaning is the way to sharpen

intellectual sharpness (home, 1986, pp 250, 251).

People can use all the centres of arts and culture, because they are

open to the wide public and museums which were once accepted as 'high

art', a commodity of the aristocracy, are now a commodity which can

be achieved by every man.

Considerable educational resources are now deployed to overcome

alienation from high culture, such as in the German Democratic

Republic (home, 1986, p 251).

Museum education	 offers a wide range of activities in which the

museum seeks to respond to the variety of audiences. It becomes an

influential factor in demystification of the cultural assets of

society. Through lectures and workshops one can acquire the tools

to understand the meaning of the collection and thus they gain access

to cultures, already as a young person and enjoy them later as a

literate adult, a prerogative of a citizen in a democratic society.

The other kind of a child-traveller is the one who joins a family in

constant mobility (Cotterill, 1988, p 21) In contrast to most children

who spend short periods in travelling and who then return to live a

steady life in one place.

The new adult traveller takes to the roads for many reasons. Some

positively choose to make a new community for themselves away from a

materialistic society, some move out alientated and depressed, some
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are attracted to leave 1:he ordinary life for a period and return to

a more settled existence and some fall within the traditions of

entertainers, moving from one center to another (King, 1987, pp 1-7).

Numerous individuals and groups who are triggered by many reasons to

a constantly changeable way of life, often involve their children in

an unsettled frame of life and this brings lip the problem of

education, a problem that cannot he easily solod (KiddIe., 1988, p

22).

The reasons for moving are numerous and will require a special study

which will enrich our knowledge with patterns of life of our versatile

society, hut it is outside Lhe scope of this work.

In 1975 the Traveller Education Journal was published to claim for

the need in education that pnront.s want to secure for their children

while travelling. The school bus project that was put into action

only in 1987 signifies a dream of a collective vision of a mobile

space for the children, to 'iso especially during the cold winter

months. Museum educational facilities such as travelling exhibitions

which include kits with museum replicas can ioin the children on their

trail and contribute to their education.

Psychologists point at the significance of not only art, science but

of adventure. Of more common activities such as travelling to strange

places, reading mysterious books or exploring the unfamiliar, all of

which provide pleasure not by reducing some drive, hut by raising the

level of excitement.	 The. learner, like the normal person needs
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sensory stimulation for his well being (fle.tzels, 1977, p 14).

Therefore the youngsters' former experience t:hat hnve been gained by

television watching and through (.ravelling, are not to he discarded,

because they are first hand experiences, assets which can he used in

museum educational works (Grnhurn, 1984, p 177; Ambach, 1986). Museum

education when introduced at an early age as another visual channel

of communication which Is favoured by the young, can he of a benefit

to his mental growth. It can supplement a different set of habits,

of a more active spectatorship that involves both mind and emotions.

The museum learning modules have the potentialities to develop

critical attitudes by giving the youngster working techniques to

build the contact with the museum's signs, the objects and the

exhibition.

8.3 On the Learner and on. Learning

8.3.1 The learner

While in the former pages certain characteristics of the youngster

of today as a consumer of the industrial age were described, he will

be referred to in these pages as an Individual learner, his nature

and his involvement in a process of learning. A process that demands

attention, memory, perception and social Inclination for interaction

with others (Bruner, 1985, p 6).

Learners who come to the museum are from a variety of social and

cultural backgrounds, different from each other as far as their own

capacities, former learning experiences and social nttl.tudes are
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concerned. Through the course of their mental growth the learners

have many opportunities to acquire both Information and habits, and

are experienced in social Interaction. 	 The few stations in the

process of growth are the home, where children learn to talk, to

listen to stories and at times to learn to rend, as well as to relate

socially to the closer circle of t.he family memhers. Other stations,

such as the park or playground, give the child opportunities to expand

the ci.rcle of relationships with peers and older children. In these

social settings, which are free from any organized instruction, the

children develop their language, which Is an early form of

socialization and is required for communication (Eisner, 1987, p 6).

In the preschool years, the learning environment, grows steadily by

momentum, without the aid of scholastic instruction (Dewey, 1938,

p 74; Holt, 1983).

It is a social process which requires communication and again

interaction for an exchange of ideas, feelings and skills (Wittrock,

1977, p 1).	 Tn formal educational frameworks the central matter is

a value judgemerit about how th mind should be cultivated and to what

end.	 This question is posed in order to settle institutional

questions of education, without making political decisions on the

nature of learning and learner (Bruner, 1985, p 5).

What interests us in the discussion of models of the learner is how

to get a value judgement for the sake of being better equipped as

educators with theories related to the pupil. 	 The generation of

hypothesis concerning the learner and learning lakes us beyond
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information, and always with risk which requires courage in applying

a theory of a certain model to a certain mode of education. It is

necessary for the museum ediicaL ion system especially that lacks a long

history of educational philosophies to apply to those educational

philosophies and to draw from them knowledge and inspiration.

Different schools of thought dealt with these. questions. The first

and the most ancient theory is based on the Aristotelian notion of

mimesis, proposing Imagery as the basis of memory, order and

association of the basis of recollection (Wittrock, 1977, p 1), this

is the Tabula Rasa model. John Locke (1632-1704) a major proponent

of the empiricist position, wrote. that all knowledge comes through

the senses. There are no innate ideas at birth, t.he. human mind is a

blank tablet, tahula rasa, upon which experience leaves it marks.

Nothing gets into the mind save through the senses (Gleitman, 1983,

pp 109-110). The empiricists claim that much of perception is built

upon associations. Their formula for success in empiricism is to have

experience (Bruner, 1985, p 6L

The second model is of the 	 _pf Natiyism. This view has been

challenged by the philosopher Tmmaniinl Kant (1724-1804). His school

often called Nativism, argued that sensory input is organized

according to a number of built-in categories, pre-e.xistlng and built

as priori, into our mind: the nativists claimed that various aspects

of our perception are natively given, in contrast to the empiricist

who argued for an enormous role of learning (Gleitman, 1983, p 112).
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The third model is of the learner as hypothesis operator. 	 It

represents a reaction against the passive view of the empiricist,

tabula rasa concepts. The theorists backing this notion argue that

the learner selects the experience that he enters, rather than being

a creature of experience. 'What exactly generates hypotheses or

programmes is the filter, which selects and organizes what gets

through the senses into the mind, varied widely and was always

seriously underdefined' (Bruner, 1985, p 6).

John Dewey, for instance, assumed that experience is shaped by

hypotheses, rather than by the world, hut he did not specify how

hypotheses came into being, though he gave special emphasis to the

role of language as hypothesis generator. The school was regarded

as the ideal home, serving as a model for an ideal school. Each one

in this living community was Involved In a variety of pursuits,

according to his own Interests, but he had to contribute something

to the success of the whole.

The limitations of such a method were that only a small part of the

macrocosm can be imported to t:he microcosm, the school. The other

limitation that was admitted by Dewey himself was that not every

experience is necessarily educative. 	 It depends upon the sort or

experience and ability of the experiencer to apprehend his experience

(Morrish, 1967, p 118).

The fourth model is the constructive model of the learner based on

the theory that learning is hound within the limits of rules of a

system. Piaget's theory was based on the notion that development
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consists of stages In succession.	 'The learning dynamics of the

system at any stage Is provided by an unstable equilibrium or

dialectic between assimilating experiences to the rules and

accommodating the rules to experience' (Bruner, 198S, p 6; Wadsworth,

1979)

The fifth model is the new view of the learner d.s novice to exper

It has recently emerged and is hard yet to characterize.	 It is in

some respects anti-theoretical, Lhouigh it is practical. It looks for

the direct contact between finding about learning that stems from what

is to be learned. Finding the right expert and looking for the ways

the new learner can get there. This approach is built on the contact

between the expert, the computer programmers and the learner.

Learning through a computer system, 	 can he called a programmed

learning. The formula is to he specific and explicit, in order to

make the learner an expert, even to subordinate the learner to the

steps he must take to attain expertise (Bruner, 1985, p 6).

The short presentation of the different models of learners does not

mean that a new model of a learner is needed for every task, or

environment. The learner who enters a setting of learning has to be

approached as a whole human being, and as a member of a given society.

his sensory system allows him to experience the qualities of the world

into which he is horn. As he. grows up he uses the senses to develop

and learns to compare and to distinguish the subtleties of the world

(Piaget, 1.970, p 45; Fried, 1 q 84, pp 39-43; Bruiner, 1985, p 6).
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What it amounts to is treating all models of the learners as

stipulative and then inquiring the conditions under which they might

be effective, or useful or comforting (Briiner, 1985, p 8).

The museum educational ohject.-tve Is to establish its attitude toward

the learner first, as a whole human being and then mediate between

him what the specific provisions of the museum hecause the museum

can catch the mind as well as engage emotions (Caston, 1979, p 50).

8.3.2 The process of learning

In the process of learning, cognitive perception, memory and thinking

merge into each other and there are no exact boundaries between them.

When we describe perception,(4) that Is connected with thinking, we

cross the border of memory.	 The process of learning involves

memory and attention; human beings, given their peculiar

human competence, are capable of adapting their approach to the

demands of different conditions (llriiner, 1985, p 6).

We cannot remember without LliIriking, we can hardly proceed without

referring to the storehouse of generic, general memory. Memory plays

an active role in the process of processing the incoming signals and

interpreting them on the basis of our past; experiences. It provides

information about the past necessary for proper understanding of the

present.	 The capacity to deal with all information is built on

4. The process of learning at the museum including perception will

be expanded in chapter nine.
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signals that are selected for further processing, what we call

attention.

Attention 'is the taking possession by the mind, in n clear and vivid

form, of one out of what seems several simultaneously possible objects

or trains of thought. Focalization, concentration and consciousness

are of its essence. It implies withdrawal from some things in order

to deal effectively with others' (James, in Norman, 1969, p 6).

The question is how many ideas or things can we attend at once in case

they are disconnected. We can attend at once to a limited number of

things, as each one will occupy our perception. We. literally choose

by ways of attending to things. The immedlaLe effects of attending

to things make us perceive, cr)nceiv, distinguish and remember.

Attention is a central concept. in human behaviour, an aspect of human

cognition that it intimately connected with self awareness and

consciousness.	 Thus conscious attention to activities is a

critically important aspect of the human mind (Norman, 1976, p 71).

Museum educators have long recognized that attention is a critical

factor in visitor learning from niiiseiim exhibits. Therefore the N.L.M.

is constructed in such a way as to allow each Individual to attend

to things according to his own pace, both cognitively and

affectionally, by balancing learning and experimenting with

materials.	 In order for an exhibit to he educationally effective,

it must attract the viewer's attention, maintain that attention and

provide useful information (Kornn, 1984, p 205).
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In museum exhibitions a certain number of exhibits are displayed.

The visitor will pay attention to some aspects, while ignoring others.

The decision to pay attention to a certain object is a complex one,

and is a combination of different elements. It can he an unconscious

decision, or a conscious one, that is motivated by some recollection,

a retrieval from an abundance of former experiences stored in the

memory.

The choice means to decide upon what to concentrate, and what are the

preferred objects that interest the visitor and Ignoring the others.

It seems that people can cope more easily with competing messages when

they are visual rather than auditory, which distract the visitor's

attention (Alt and Griggs, 1984, p 391).

Another factor in enhancing attention Is organized information at the

exhibition.	 It will be appreciated by the visitor especially the

layman and the non-frequent visitor who are, not familiar with the

museums' exhibitions.

The elements that enhance attention are the object, organized

information and the conditions wh'fcli are instrumental to the theory

of learning of the museum. The museum is expected to provide them to

the visitor for the process of learning.

The words 'memory' and 'retrieval' describe their functions. They

explain the distinction between storage and retrieval from long term

memory. They aim to say what is now brought up and was not available

before. The recollection is assisted by cues that suddenly bring back
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what we forgot, a cue that may trigger memories we thought were

utterly forgotten. 	 We use various retrieval strategies that may

affect the completeness and accuracy of memory.

MemorL is not just a storing, but rather a reconstructing process.

A metaphor to the distinction between the memory and retrieval has

already been recognized in the writings of St. Augustine, around 400

AD. In the roomy chambers of the memory, he wrote, there are things

that immediately appear, and others that require to be longer sought

after (St. Augustine, 397 AD, p 174 in Gleitman, 1983, p 183).

We often organize items we intend to remember by pigeonholding them

under several appropriate rubrics. 	 Sometimes the categories are

essentially readymade, like in a store, which facilitates our

remembering. The organization of what we store is subjective, and

it has a powerful effecL on recnl I lug or retrieval from our memory.

Tests of memory and memorial organization in the scope of language

in relation to learning, show superiority of the intentional learner

over the incidental one. Tue intentional learner is the one who is

asked to memorize and is expected to he tested, while the incidential

learner is the one who is not expected to be tested. The superiority

of the intentional over the incidental learner indicates that the

intention to remember leads to a helter organization of memory, namely

that subjective attitudes influence the results.

Psychologists have lately begun to reconsider a very practical

endeavour whose roots go back to flreece and Rome, the development of
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devices for improving one's memories, often called mnemonics, a

theory that is built on the active organization of the material by

the learner. The ancients were aware that it is easier to remember

verbal material if it is organized by a phonological organization of

successive words, a verse or a rhyme.	 Without such devices

preliterate societies might never have transmitted their traditions

(Gleitman, 1983, pp 182, 187-188).

A second technique is the method of loci, which requires from the

learner to visualize items to hi' remembered in a different spatial

location (locus).	 In the process of recalling, each location is

mentally inspected and the items placed there Is retrieved. If the

item is an abstract concept, it. can be translated or embodied in a

form or object that can be visualized instead. 	 'What we do' says

Cicero 'is to use places as wax and images as letters' (quoted from

Institution Oratoria by Quiritillian, in Yates, 1966, p 23, Gleitman,

1983, p 188; Yates, 'The Art of Fiernory', Norman, 1969, pp 136-143).

'The art of memory is like an inner writing, with the arrangement and

disposition of the images like Lhe script' (Ilooper-Greenhill, 1987,

p 3 taken from Yates).

A third way of remembering became known as the peg method. The first

step is the creation of mental pegs to which the items to be memorized

could be attached. 	 In order to learn serial lists of items the

student has to form different compound images that connect each item

with a cue word. When asked Lo name the item he has to retrieve the

appropriate cue word.
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Both methods of the loci and of the peg are similar In providing a

scheme which allows an orderly retrieval. Why does imagery help?

Subjects that are shown related are more likely to associate the word,

than when they are next to each other nnd do not Interact. The role

of imagery in aiding to recall is a manifestation of the general

phenomenon of memorial organization. 'By creating a mental image that

unified a set of intentionally unrelated Items, the subject imposes

organization of a chunk. When part of the chunk and (the imagined

locus or peg word) is presented, the entire chunk is retrieved'

(Gleitman, 1983, p 189). The recalling by means of a memory of an

image of an object that is not present is represented by mental

imagery, inasmuch as it was known in the past (Piaget, 1970, p 40).

Any learner has strategies at his command. The question is how to

go about learning at the museum. The art of memory can be used in a

way in the museum to interpret objects and real places

(Hooper-Greenhill, 1987, p 2).	 Tn the museum the objects that are

contextually displayed in a situational condition, the exhibition

hall, are the relevant elements that underpin the process of learning,

occupying the human skills of attention, memory retrieval. Because

there is a contextual dependency of the memory that refers to better

memory performance when there are situational conditions (Adams,

1985, p 284).	 With sufficient structure to the contexts to the

objects, knowledge is likely not to be forgotten (Seymour, 1979, p

217).	 It means to equip the l'arner with the opportunity and

experience - to understand and to enjoy the Important cultural

resources that we inherit as human beings and as members of a culture

(Eisner, , 1988, p 7); and to provirle him with the procedure that would
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make it possibile to use sensibilities that wouhi make it possible

to use these resources intelligently (Brunr, 1985, p 8).
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CHAPTER NINE: ON LEARNING AT THE MUSEUM
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9.1 The hiseum Environment

When we come to discuss the museum' s environment we have to refer to

0.11. Riviere in whose philosophy concerning museum the term was made

articulated and distinct.	 'An environment is the concrete milieu

constructed by man' (George, Dictionnaire de in Geographies, PUF,

1970, p 155, Paris).	 'Environment Is the sum total of prevailing

energy, physical and biological conditions obtaining in the immediate

vicinity of living organisms' (Riviere, 1973, p 26).

Environment is both an idea and a concrete place. it is apparent that

the 'museum is not only a building', but still the physical factors

of its structure are decisive lii the creation of its environment and

in its influence on the visitor.

What are the constroiiiLs of nutsurn dc'sigii? (1) Lhc collections, their

preservation and presentation, iii a certain locale, environment; (2)

they are related to the visiLors' environment. It is not sufficient

for the people who design, hiil (1 and run public museums to be

scholarly in architectural liist.ory of fine arts; they have to be aware

of the public, or human properties, and to build accordingly.

The phrase 'a museum is not a build ing' is a provocative formulation

for a museum, for a well estnbHshed term associated from early age

witl1 a sanctuary of works of art with the cultural heritage.

Buildings of museums that were erected to raise awe and reverence to

the sanctuary storing the publicly-owned rehics (Finlay, 1977, p 38).

But does the bull ding symbol i ze the museum? 	 Tlu' museum is not a
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building, but an idea, or it may be a complex of Ideas. The exhibits,

even the building, are part of the process of materialization of the

idea (Finlay, p 42). Finlay treats the traditional museum building

criticially. lie blames the awesome impression that the museum lays

on its visitors. Museum's bu 11(11 ngs may deter those who don' L know

classical art; most of the buildings are designed for the object they

imprison rather Luau for LIun public that visits them

(Ilooper-Greenhill, 1988, p 226).

Finlay calls for creating a spirit of anticipation, other than

penetration to a solemn iieo-classlc barrier set between the museum

and the workaday world, In an age of funcL-ionalism. However, lie warns

about the dangers that are inherent in such a tendency, since Le

Corbusier, who defined a house was a machine for living.

The concept of museum arch ite(;LIlre Is cluing lug only i.f new aspects

of the needs of modern society are to be included i.n designing the

contemporary museum.

Society's right to include the rniisum in its cultural apparatus has

challenged museum builders. Nw audiences, in addition to

conservative museum goers, anticipate space allocated for their

cultural activities and recreation in the growing leisure time.

Lectures and films are growing in importance for animation and

interpretation of museum exhil,itiotis. Amenities like lighting and

heating influence the ability to concentrate and relax in the museum.

The GeorgesPompidou Cerit.re (inaugurated i.n January 1977) is a unique

and original attempt Lo combine Lhi aspect of modern architecture and
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the socio-cul turn I iteeds of soc c't.y. Thus mnklng them access Lbl e in

one and the same time (bnssnlhi, 1987, p 60).

The educational function of the museum has added new demands on museum

builders in addi Lion to those of [lie general public, for provisions

of specifLc conditions for learning purposes, such as: classrooms,

demonstration halls, libraries, laboratories and workshops and study

rooms for advanced lev s tiidy niul r('searcll. Thus in add [Lion to the

space nr'n Lhn L Is ii'c'do ' l for Llic' pub I Ic such as an or i eiitn Lion room

for a preparaLory iii LroducL lou to Llic' vi s I I at the museums exhibition

halls, as well as services such as a cafeteria, cloakroom, books and

gift shops.

The client-architect relationship worked well in the eighteenth

century, when financial resouircs were abundant and the rich

proprietor of the col locL ions shared Lite same concept of what a

building should look like (Finlay, 1977, pp 44-45).

The construcL[on of new musuims rlo's not always

consider the public. Now m(isnuuis fail to create the right ambiance

for the visitor (Hudson, 1987, p 2); one has to register with sadness

that the eyes only approach to gallery design lrnrinonies with an

absurdly over intellecturulised at.Litude to arL.

The lesson I draw from the Turner exhihi Lion, is
that it is not sufficiont for the people who design,
build and run public museums to be scholarly in
architectural history or line art (or whatever their
academic discipline ). They uieed also to be
scholarly, and well - in formed shout museums as public
institutions (Miles, 1987, p 85).
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While train stations or airport terminals nrc an oiitgrowtl'i of modern

technological development, serving functional, needs, the architecture

of the modern museum lies to ref ect its iintiire as a socio-cultural

institution, but not losing Its own chnrncteristics, making a

cultural statement that goes beyond its own place iii history (Levin,

1983, p 13).

Museums are associaLed usually with buildings, rarely with a

particular space organization, hut with objects that exist in various

kinds of buildings, partly pre-designed to house them, others are

houses in already built structures that were originally built for

other purposes.

As meiitioiied be fore, a uiuseuim Is tioL a bu I Idi ug , I t is an idea or a

conq)lex of ideas and the exti ihi Ls even more than Liuc hii tiding itself,

are part of Lhe process of me I er In I I zaL I on of these ideas (Minis,

1986, p 168). Objects after being collected and sorted and exhibited

take a new meaning of being transformed from objects to exhibits.

Once they are exhibits and are essoci ated with museums, they create

a special relationship with Lhuci r setting LhaL accentuates their own

traits. Thus their setting is parL of the organized space in the

museum.

The notion that through the set H tug and pl cci rig within a parti cular

context, the oI)jecL geLs a seci.ai meaning, was recognized in

different cultures. It is seeui in the selecting of objects of

everyday life to be put in bunch places to accompany the deceased,

thus coming unde.r the spell of death the same. objects 1)ecome revered



194

ones. Therefore, the place and singular setting of an object is a

source of information and knowledge for anthropologists to learn

about cultures' characteristics, through objects.

Not only the selecting and placing of an object Implies reverence,

but also the framing of a work of art meant a basic device to redefine

an object.	 The role of the frame, as well as its ommission are

sigiiificnnL. The ouiini ss ion of the frame in contemporary museums, can

be taken as an act of de-snnctificntion of the objects on display

(Brawne, 1.982, p 19).

Thus, the technical device of framing, or its ommisslon, gets a new

meaning, which takes into account social reasons beyond those related

only to the objecL, Namely, makes the ohjecL approachable and

acceptable. The methods of prescnt.fltlon of exhlbi Ls Is part of the

message, envisaged and comimin icat oil meaningful iy by Lhie curator and

encoded by Lhe spectator.

The process of enhancing an cxli ft i t ion Is nit operation carried out

by the visitor iii an attempt Lo take in Ii is surroundings. Rather than

passive perception, it is a dynamic process in which the elements are

compared both to each other and to oLhers wh ichi are not present except

in the memory of Lhe observer. We may say that this experience takes

place in particular ways. In observing the behaviour of visitors at

the exhibition halt of Lhe National Museum of Modern Art in Paris,

we find that the factors of vision and movement are determining the

cognitive apprehension of spaces of the museum's environment (hlammad,

1987, pp 56-57) .	 The organ I zod space accord lug Lo the scienLi I [c
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rules and to aesthetics, w Li on one hand preserve the objects and

at the same Lime create the r iglit nmbiance for Lhe visitor to

encounter the object' (llrawiie, 1982 p 9).

9.1.2 Museum learning enyironruc

Learning is inclined to take place In an environment that stimulates

curiosity and enquiry into somoLhlng of rca I interest to the learner.

Nuseutn learning environment is Lightly connected with the policy of

museums towards the pul) ii c in general. We may assume that I f the

museum is mainly 'people oriented' IL will provide exhibition space

organization, access ib iii ty t.o objects, also Lo those in the storage

room, and usage of audio-visual moans. 	 Tt will supply what is

necessary for teaching, appropr a Lc' to the audi ences' needs. 'The

designer of an of fr'cL I y e I en ru i ug cliv I rolinucui L must therefore know a

good deal about the past 'history of 'oc 'ib iUl be. ush the. ie.'i

environment' (Chase, 1975, p 38).

The role of tiLe exhibits and Llic'. cxli ibi Lions coricorni ng the learner

is incorporate diversity of ciioi cc w i Lii opportiini Ly for concentrating

attention (Chase, 1975, p 39). They are the resource for learning,

therefore it is required that they are displayed in a way to be

managed (in science centres) or he approachable (in art and ethnology

museums). If Lhe element of accessibility is ignored the wonder and

the emotional energy that the exhibit evokes is replaced by a feeling

of frustration; of not 1)0 ing nh] e Lo cope wi Lii physi cat obs tacles of

the object presented.
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some element of glass-case display: 	 Glass cases and contextual

displays cart complement each otiler success fully (e.g. the Museum of

London) only when they are not overloaded with explanations. At its

worst glass cases seek to encapsulate knowledge as a body of

undeniable truth and titus it makes closed statements rather than

asking questions.	 This way of presentation does not create the

appropriate ambiance for learn lug.

In museums where glass-cases are virtually a concept of display,

museum trustees and curators 5110w that they have not yet accepted

education as an essential factor to be considered while planning

exhibitions (hale, 1968).	 'TIle glass-case museum is still not just

a phenomenon, it also is a series of attitudes, public and curatorialt

(Reeve, 1981, p 6).

Users of learning environment are seeking Information.	 Today's

technology provides first (:1ns 	 means for reaching first hand

information.	 Learn ing ('livi ronments have to be designed to

accommodate the new teclinologi es tJiat eiiable Lhe use of video,

computer-stored inforninLion by tue. individual learner, such as in Bet

ilatfutsoth Museum, Tel Aviv. In the museum there are booths equipped

with computer-terminals, iii which one could ask for detailed

information about particular SUbJeCtS, the information being

available as print-out, in the language of one's choice' (Hudson,

1987, pp 11,2-143).
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Considering the elements that constitute the learning two sets of

[actors construct the appropriate learning environment, the first is

the museum' s spaces, objects and display and the other the needs of

the learner. Only when Lhey will be Integrated In the design of the

museum, the museum's position will he defined as: an interaction

between sociological self representation and self realization

(Lehrnbruck, 1974, p 157).

9.2 The Exhibition as Communicator

It has long been recognized that 'a major role of the museum to

facilitate an encounter betwpii objects and observers is when this

experience occurs for the majority of visitors, mainly through the

exhibition' (Beicher, 1984, p 403). 'An exhibition, however, is not

a museum, a 1 though a iiiiiseiim may well con ta in cxli ibi Lions. The

difference is one of diiraLioii: a riillseum goes on year after year, but

an exliibiLioii is usually a Leuporn ry affair' (Hudson, 1980, p 17)

'Television, radio, paperbacks mid magazines bombard us with

miscellaneous information, Lo an exLent that makes the ancient Kunst

and Wunder Kammern look like a specialize course. It seems, he

continues, that the exhildtion, holds so much more attraction to the

public than the museum' (Gombicli, 1979, p 107).

Each museum has to have an exhibition policy, to be considered on

three levels: first. the practical level of orgEiniZ(itioli of staff and

the financial resources; second (lie formulation of the design; third
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the formulation of the communication strategy, const(lering visitor's

expectations (Chambers, 1904, p 56; Beichar, 1904, p 407).

The exhibition is the product of Lhe. interdisciplinary nature of the

scientists' and experts' work of the museum, the curator, the designer

and scholar.	 In designing and planning the. exhibition, they embody

an idea which is to be trniismittc'd to the pill)] ic, iinmely communicating

its message.

The exhibition influences the vis itor by stimulating him to form

ideas, opinions and aLti tudes related to the exhibits, which serve

as the resources for knowledge and aesthetic values and of enjoyment.

The public sees museums as institutions of authority and social

responsibility.	 'Thus the museum' s role as a conveyor of messages

is worLh careful atLentioii' (Bloom, 1984, p 55).

Exhibitions, without excepL ion, are. composed of Litree structural

eleineuLs:	 the objecLs displayed, Ilie space used and artistic layout

or 'design' of the exhibiLs (l)rak, 1985, p 163).

This comprehensive view is composed of various individual, objects and

their inter-relationship is cruateci by t1e. way they are presented.

The impression that one gets aL Lhie museum's halls is of the same

nature of appearances as of landscapes or cityscapes all are entities

perceived by the viewer.
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Gombrich refers Lo this coruprelieiis iveness as relationships matter in

art not oniy within a given painting, but between palnti.ngs as they

hang, or as they are seen (Brnwne, 1982, p 10).

Exhibitions involve a great (lea 1 inure than Llie. mere display of objects

(Bloom, 1984, p 55).	 Therefore a method has to be followed which

properly will serve the objectives of the museum, the exhibition's

message and wha L it commun i ca Les lu the pubi i c, the receiver.

In addition an extended comnuuiicntion media outside the museum, is

recommended such as telev is Ion programmes on the subject of

exhibitions. They have an important function in supplying the

understanding of the ideas and contents, and preparing the visitor

for the act of seeing the exhi i bit ion. 'What we seem to demand is that

our understanding of the intel lectiial aspects precede our sensory

percepti on ' (Brnwjie, 1982, p 130)

In the museum context, the two functions of communication and

education are interrelated. The scope and quality of educational

processes depend on success liii conmuiii ication. As we appeal to people

to use museums as learning soiii-ces, the force of the exhibition must

be acknowledged, and its power Lu COflVC a rne.ssage is worth careful

attention (Bloom, 1984, p 63).

The effective communication of the exhibi tion, iLs formulation and

its implementation, requ i.res pro Ii c tency and expertise of education

people 'They are to ))tovide advice on aspects of educational

technology and psychology, and ii iii cdi Lor is absent they will assist
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in writing, editing the exhU)ILIOU text' (Bleclier, 1984, p407). They

are the ones Who finalize Llio process of commiiiitcat Ion (Strong, 1983;

Sola, 1987, p 178).

9.3 Learning at the Iluseuni: Thpugh.. Objes_by the Senses

9.3.1 The object and perception

The object originally was LIie oh-jectum - L)iaL s a thing thrown

before the mind, the thing one encounters. . . anything presented to the

eye, the senses, the mind - anything which is objective, and not

merely subjective (Schachtel, 1959, p 266).

The core of the museum is the ohj ects.	 The museum preserves its

collecLioiis , I Ls con Leiti , hi order LhnL when showii Lo Llie eye Lhey

may be grasped by the mind, tin' Idea that was pronounced at the tutn

of the century by Ben Gilman (1984, pp. 142-162).

The primary concern of the imiscuim education is the object, its

relationship to other objects and Lhe experience Lliat the combination

creates for the human being (P i Linan-Gel les, 1981, p. 44) .	 The

relationshi.p among the objects is crenLc'd when they become exhibits.

'The exhibits are eloquent and incontestable visual data for their

period and civilization. The aseLbetic interest is what strikes the

hung tun Lion, work I tig LI rough wlin I. is Lang I hi e and known Lo produce

new enjoyment and fresh creative impulses.' (fiarcouse, 1961, p 31).
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The object is a thing having I Ls own cnti Ly, IL has a concrete

material existence, and an in(lepon(lence one of the human individual.

However, when it Is In Its own settIng out of reach of our senses it

is immaterial and its tallgil)leness s intangible and stays in the

nature of abstraction. An obecL assumes Its reality oniy as it comes

in the reach of one of our senses. An object becomes an object if

on or towards which on oction is taken, when the human being takes

notice of it, perceives it. Only then it becomes an objective of our

interest, attention and perception and the object is as real as we

make it (Sahosrabudlie, 1968, p '51). IL is difficult to separate the

objecL from the senses, Literefore from now on Lhe object and the

senses will be discussed in relation to each other.

The eye sees,(1) but does the person understand what he is looking

at? Looking at things does hot naturally lead to understanding the

object. Tue object wIt i cli Is 1 ike a vessel conta i ning information

offered in a different way than the written information the perceiver

is used to. We explain Lite wor 1(1 w tli words, but 'words never quite

fit the sight' (Iherger, 1972, p 7).

The eye is au ncL ive instrument, which serves the
mind.	 It is in constant search for something,
discerning,	 comparing	 and	 interpreting.
Consequently we cannot learn to see the abstract.

1. There exists a wide literature concerning the eye and vision,

which is instrumental, for further studies in the field of psychology

of perception arni pictorial vepreselitation that requires a special

study (Gonibrich, 1959; Cre1y, R.I,. , 1966; Arenheira, 1974;

Brothiwell, 1976; Cole, 1976; hIeiii, 1987).
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Perception is a skill LlinL will nlwtiys involve Lhe
whole person an(l Lhe whole mthd (Gombrich, 1979, p
199)

A theory of perception supposes ' that objects in the external world

stimulate us Lo having setise data' Sense data is what is given

immediaLely to us through sighL, touch, hearing, smelling and testing

(Flew, 1979, pp 264, 325).

During the process of grow I iig • I lie clii Ic! 1 earns to Identify and name

these impressions, visual or niidlal . 'Learning to int.erpret what one

sees is the first step in nfl mental training' (Marcouse, 1961, p 1).

'Visual perception is a cognitive activity' writes Arenheim, 'and

without information on what is going on in time and space, the brain

cannot work.' There is a collaboration of perceiving and thinking

iii cognition, and Lliey are I 1U('))R rnh 1

This definition relates Lo the process of learning, not including the

visually handicapped person, whiosi' other senses will be employed as

replacement of the sight (le1ic:ieiIcy.	 Therefore perceptual thinking

needs to be considered. 	 Nevertheless,	 Arenhteim limits his

discussion, despite its vastness, Lo the sense of sight, the sense

which he thinks is the most ellicient organ of human cognition;

'cognition'	 includes such processes as memory (remembering,

recalling), knowledge,	 thinking, problem solving and creating

(Arenheim, 1969, P 3).

According to Wi.tLkower:
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Al.l	 perception	 is	 interpretation. . .wi Lhout
interpretation the obj'cLs that surroimd us, as well

as pictures on the wall, would appear as
unintelligible shapes and colour patches. But the
work of art itself is (I compound of ideas, concepts,
sense messages ordered, adjus ted and d [ges ted in the
artist's mind. We are called upon to share In the
visual manifestation ol somebody's Interpreting

activity (1977, p 174)

With respect to the meanings which can be trausmiLted through visual

symbols or visual art, WI LI. kowr has d is L ingi-I shed four different

levels.

The first level is that of the 11 Lam] representational meaning. On

this level Wittkower says that w' have to find out what i.s represented

- a man, a cow, a tree, and so forth, 'objects or events shown by the

artist belong to the general. human experience of the percipient'

The latter must also be familiar with conventional ways of its

depicting.

The second level is that of the literal thematic meaning.	 One can

only fully understand thematic meaning if one knows the theme, the

story behind the image. Tn Western art, these thematic meanings are

often derived from the Bi.hle or classical mythology.

The third level is of multiple meaning. Multiple meaning exists when

a work of art carries 'an interidc'd superimposed figurative meaning,

either of an objective or a siibective nature'. Michaelangelo, for

instance, made drawings of classical mythological subjects for his

young friend, Tomaso Cavalieri . These drawings depict Ganymede and

TlLyus. Iii boLli cases, -i nude man is represented, held in a powerful
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grip by a mighty eagle. Besides Llieir mythological meaning, drawings

might very well carry a more personal, subjective meaning and they

can ba seen as allegories of Platonic love.

Fourth is the	 This kind of meaning is closely

connected to how a work of art is executed.	 TL resides in the

expressive and aesthetic qua] IL ins of line, form nnd colour. A single

work of art can, of course, carry all these four levels of meaning

(Wittkower, 1977, pp l77-1i.

Understanding the inessag in visual art therefore asks for different

cognitive activities from the spectator. 	 Understanding literal

representational meaning asks for perceiving the resemblance between

a picture and a picture(1 objcL or scene.	 Unravelling thematic or

multiple meaiii iig reqiti res know ledge of the picture's theme, and of

the symbols which are used in a culture. Understanding expressive

meaning asks for sensitIvity 10 the expressive, aesthetic qualities

of the absLract elements in a work of art (van Men 1-Jansen, 1987, p

6). Thus, through looking at works of nrLs and crnfLs, a special

experience takes place.

Our views of the world around us are determined to a large extent by

the images surrounding us every day. 	 Such images are a source of

insight into intricate realities. Through images we get information

about situation, condition and events, because our culture is

increasingly represented and perceived in visual terms.
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Our environment is in constant change. The desire for beauty still

is sustained in small pI.aces, in villages, that can be seen in the

decoration of the windows and doors of the houses. In the past, the

word 'scape' was associated with nature and outdoors	 landscape.

Nowadays there is the cityscape. 	 People, and especially in the

rundown areas in cities, express their aesthetic dissatisfaction by

painting grafitti and murals on public buildings and railway

stations.	 This act explains a soclologcn1 state of alienation

between the person and his surroundings and his need to protest.

The main questions are how pro(hlct l y e can sources of visual impression

be for the growing youngster? 	 The sensualist philosophers have

reminded us forcefully t.hiaL that noLhing is in the Intellect which

was not previously in the senses. However, even they considered the

gathering of perpetual data Lo he unskilled labour, indispensable,

buL inferior to Lhie busiiiess of creating concepts.	 Accumulating

knowledge 1 connecting separating. . . and inferring was reserved to the

'higher' cognitive functions of the mind, whIch could work only by

withdrawing from all perceivable particulars. This stems from the

idea that supposedly perception lacks the distinctness that comes

only from the superior faculty of reasoning. 	 This theory has

influenced the status of the arts, which have traditionally been

excluded from liberal art:s, which included the arts of words, grammar,

dialectic and rhetoric and those arts based on mathematics: music,

arithmetic, geometry an(l astonomy (Arenheim, 1969, p 2).

Arenheim believes that. this prejudicial dscriminati.on between

perception 1111(1 thinking iii Iluieuices our cut. ire educational system,
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which is still based on words (ln(l tiurnbers. TI is a misconception that

influences the status of the different subjects of the educational

system and denies the basic Importance of visual perception.

Through looking at works of art, a special experience takes place that

is both cognitive and affective, rational and emotional. An aesthetic

experience pleases the eye and evokes sensation and curiosity. 	 It

is an experience that transforms seeing to beholding. 'Aesthetic

experience is a process merglng out of the nct itself. Unlike so

many other human activities, the c'xperience that constitutes art does

not end when the inquiry Is over, It is the journey itself. Through

an experience in the arts one' s nerve endings become more acute and

responsive. The arts tbcs reby eriethle us to make sense out of the world'

(Eisner, 1972, p 280).

9.3.2 Teaching througL bjec tsjij.._the museum

'Seeing is believing, seeing t1i Magna Carla in the British Museum,

we can more easily 1)01 II'V0 iii Lhr 'xistencc of King John' . Namely,

we establish the val .idity of t1u object through the visual (Harrison,

1967, p 1).

It is difficult to bel i've that. cr'rLa in specimens natural or arti.fical

exist, but when one sees and hnuidIs thl('m, ow' Is convinced of their

existence. Moreover, they rc'J)rescnt a reality beyond the mere fact

of the existence of Lhie object. For instance, an embroidered hood

of a Yemeitile Jewish bride iii thin Museum of Ethnology preserves the

style, colour, form, habits and r'v idence of a vanishing culture.
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however, can we see the covert. meaning in the object without it being

interpreted?

Visual education by visual med in is a common concept in educational

circles, buL the museum is not yet generally accepted as an integral

part of visual education. This misconception is rooted in the

conventional image of the museum as a secluded insti Lition, serving

a lofty subject such as the nrLs. However, in the new planning for

the British GCSE the lasL two years, museums are iiiclurled as sources

for knowledge for the curriculum (Museums Journal, 1987). The new

programmes that are envisaged lot secondary schools prove that

educators begin to be aware of the abundance of possibilities of

teaching in the museum that commiiu Icate its message by the visual -

the objects (2)

The museums' prime assets are iii (lie direct appeal Lo the eye and to

the sense of Loucli' , namely to has Ic educatIon necessary for the

youngster's growth. This chire(:L appeal offers an immediate encounter

with authentic Ity of Lhe oblecL, he it: any two or three dimensional

work of art or craft (WiLilin, 1970, p 2).

Learning to see by handling lovely shapes, by creat.ing shapes out of

materials, is too often limited to the kindergarten and is not. part

of learning at school, where there are special lessons for working

with maLeri.al.	 This situation calls for ways Lo overcome such

2. GCSE was discussed in chapter seven; 'culture basket' programmes

at museums in Israel, appendix V.
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prevailing misconceptions IliaL deprive the older youngster of visual

education. The haifa Museum EducaLion Centre took Lhis challenge and

integrated at the same limit of learning, the M.L.H. , the theoretical

and the work with materials.

The student will repeat facts In hiisLory, adding dates to relate wars

or other kinds of contact of ciii Lures. However, an object such as

an ancient Greek urn, found in an Etruscan graveyard, will be much

better evidence of an encounter of two cul turns. Another example of

motifs and styles in arciittecLtire, and of objects of art, will prove

the encouiiLer of cultures. For instance, one. can note the similarity

of the floral moLifs on a coliirnti in the mosque of the Dome of the Rock

in Jerusalem (7th century Al)) nnd Lhie same motifs on a column in llayia

Sphia iii Constantinople (6th century AD). This similarity gives

evidence of beyond the aesthieLic and artistic value of the columns,

of the litter-re 1 ilL bush Ip h p (w,'r'ii Byzauut. Inc rnui Is hamic cul Litres,

proving that the mosque was 1)111 it by Byzantine workers; an historical

event that had been reporLed Ii rsL by the eye and later was

underpinned wiLli his tori cal lii loruta t ion.

The visual element in museum editcaL ion discussed in this work refers

o arts and crafts objecLs, nrtcfacts that are related to culture

in the scope of humaniL Ins; but IL is niso applicable to objects in

museums of science and technology. In the science museum, the nature

of the object allows vast possibilities of visual and self

experienciiig with manipulaLliìg Instruments to enhance processes and

rules, whereas in the coiiLact w i lii the arLs and crafts Lhrough forms,

the experi.ence is mainly through thin visual senses and the cultivation
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of the impressions.	 'IF T was asked to explain to students what I

mean by 'sense of form' I would start with the impressions at the

Cycladic room of the British Museum. ' (Moore, 1981, p 13).

However, in both main groups of subjects, the humanities and the

sciences, visual perception and the object are basic In the process

of museum learning. The process of the development of the visual

sense, or visual perception, is conditioned by the encounter with

visual values.	 The Impressions of this encounter enrich the

imagination, enlarge the scope of associations, and furnish future

memories, as sources to refer to iii working experiences.

Visual information has become ipc	 c

visual education has come to play an important role in life. 	 The

visual experience in viewing Fin object, as it is, in its original

dimensions, alone or part of an exhibItion, is open to the

individual's choice in time and lii place. Ite can approach any object

he pleases, and return to IL laLer. He can see it from any angle from

which he chooses to examine it.. This freedom of choice does not exist

in oLher visual experiences.	 An object or exlliI)ition shown on

television, for instance, appears in a preplanned, linear sequence,

to be viewed from angles choseii by the photographer. 	 Despite the

constraints of the exhibition, the ' live' museum experience is unique

and cannot be replaced by other visual media, hut information and

knowledge can be used as complementary education facilities.

The challenge that exi.sts in this state of the arts is to set

standards for visual values by museums that; can meet this challenge
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because of what they have to offer, and their responsibility to the

visitor. The experience derived from an original work of art: cannot

be replaced by niiy other visual experience.

because we feel the need to rediscover the
particular perfection of the irreplaceable texture
of flesh, the real imagined soul, that belongs only
to the original; because the dialogue between the
Avignon Pieta and Titian's Nymph and Shepherd is not
entirely the same as the dialogue between their
reproduction. If not the museum, what then will be
the sanctuary for the works of art? (Mairaux, 1965,

p 232).

The phenomenon of the child's encounter with the world by the object

deserves an elaborate discussion, because the object is a factor in

the process of his growth (Sahasrbudhe, 1968, p 51). 'The initial

slight alarm o. the Inlant: at: Llie visual appearance of something new

is followed by active exploration of the new thing' (Schachtel, 1959,

p 154). 'The child actively turns to objects and the wish to expand

the boundnr.les ol his woi-1d iii the encounter with an Increasing number

of objects is stronger in the healthy child than the wish to remain

in the narrow confined of the. familiar' (Schachtel, 1959, p 157).

According to the behaviourist doctrine all learning occurs by hit and

miss or trial and error method. The stimulus and response effect will

'stamp in' the response (Skinner, 1988, pp 106, 163). We cannot enter

the further discussion of the stimulus-response link, but what we have

to consider is the importance of the response in contingency states

of learning in relation to objects.

The child's growing capacity to dissociate the identity of the object

is correlated with his development. The capacity to see and relate
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to the world as an independently existing entity, to see the

environment as a configuration of independently existing objects is

reached only along the process of mental growth (Schachtel, 1959, p

265).

The relationship of man with the objective world is the capacity for

objectification, the phenomena of man's encounter with the world of

objects and the emergence of a certain relationship between him and

the world.

Creative perception, the fullest experience of the object, which is

characterised by a profound inLerest. In the object.s has an enriching

effect on the perceiver.	 It brings to the scene of perception an

element of play, of guessing, of feeling, of association and paying

attention, elements which evoke curiosity, and bring the deciphering

of the object.

Engaging in art criticism Is part of the cltsclpl.ine of object based

museum education because we provide children with the opportunity to

learn to see and describe 1.he visual world iii another way: 	 As a

result of looking for vlsuni Information, we satisfy a need to

identify, categorize, which helps to locate oneself i.n space. Usually

attention to visual forms, an ohjec.t at Lhe museum or In our

environment, extends in time long enough to accomplish practical

tasks (Eisner, 1988, p 17). An individual object can have a general

significance, shedding I ight on the whole. nd giving us an idea of

relationship that would otherwise be difficult to perceive.	 It is
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perhaps due to the fact that everyone has an inbuilt capacity to

perceive an object in the larger context.

By building a personal collection one builds his own identity and

learns of ones own self by experience Lhroiigh material objects

(Hansen, 1984, p 178). fly collecting and preserving objects,

researching and exhibiting, the curator develops his interests in

relation to objects: he develops his own knowledge and affinities

while building an exhibition, In his Involvement there are times that

the building of the exhibition becomes the ultimate goal.

Objects are tangible, real presenintion of the essence of entities,

an embodiment and as foci of cultures. They are Intepreted by

historians, art historians, behaviouralists and functionalists

(Pearce, 1987, pp 1-3).

Each object has a past, Its hiisl;ory, of its own as well as permanent

value that gets new interpretation by the viewer. The more research

is conducted, the more information about the material, technique,

usage and meaning will be unveflecl and the object will thus gain

additional dimensions. The viewer who is in a higher stage of

learning is able to dissociate himself from the object. As Piaget

believes that learning through objects i.s only up to a certain age

of about eleven to twelve, of the period of concrete operation

(Wadsworth, 1979, pp 96-108). However, even the older student who,

though intellectually he is divorced from the object and less involved

emotionally is stimulated by tlu' nlject. lie is curious to know more
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to reach the meaning of the objcL, by handling and manipulating it

as we see mainly in science cent;res.

Piaget is criticized that though he mentions the importance of

emotional factors .in the yoIi1igsLr' s development lie has not dealt w[th

this aspect as much as lie i'leal L w 1 Lb the formation of the logical

thinking; namely not giving equal atLentloii to the domains that

constitute a human being as a whole (Lavy, 1984, p 63).

The object is the referential point for learning at the museum. It

has been selected because of its shape, colour, material, and meaning.

Through the experience of 'looking at oblect;s, we. see them' , but

looking at is an act of choice. As a result of this act, what we see

is brought within reach not necessarily in arm's reach (Berger, 1972,

p 8). The extension of the visual experience is the tactile one,

which is a limited form ol sight. The two senses help us to define

better the relations between things and ourselves.

When we say that we see a thing: an Image that is a sight has been

recreated or reproduced.	 It is an appearance, or a set of

appearances, which has been deinchiecl from the place and time in which

it first made its appearance, and preserved for a few moments, or a

few centuries. People report that they can form mental images of an

object that resembles the object's actual appearance, this often

produces visual sensation that seem quite realistic. Looking at a

work of art, we no longer look at. it. as an objective appearance, hut

through criteria that are 'a whole series of learned assumption about
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art - assumptions concerning: beauty, truth, c.i.vilization, form,

status, taste, etc.' (Berger, 1972, pp 8-9).

9.3.3 how do we learn from objts_- methodology

After examining the ol)ject in the perceptual context, we begin

building a systematic way of teaching culture through objects,

following a proposed model for art elnct studies (Pearce, 1986, p 200).

The interweaving references to this model and descriptions of its

application in teaching culture through objects are included in the

framework of the proposed tiusaiim Modular Curriculum. (3) Accordingly

can be found answers to questions of the kind how, what, when, where,

by whom and why in subjects such as art, history and geography.

The artefact's properties are divided into four areas: material,

history, environment and significance.

Material

Raw material, design, construction tied technology.

3. Museum Nodular Curriculum at haifa Museum Is discussed in chapter

eleven.
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History

The descriptive account of I Ls fiinc.t ion and use.

Environment

The spatial relationships, or provenance.

Significance

The emotional and psychological messages of the object. The sum of

understanding of these properties may nssist: to interpret the

aretfact's significance. 	 Relate(1 methods of teaching in the museum

will assist the learner to understand the significance of the object

in its own framework an(l iLs Importance to people.	 The steps of

learning about the objects are:

(1) Material. The first encounter between the observer and the object

that is suggested at the museum Is to look and observe the physical

body of the object nnd the materials it Is made of. 	 (2) Further

enquiry resulting from elaborate research at the museum's

1 aborator I es will prov I dr' Informal I nit on I lie	 ccliii I qites I nvol vr'd In

the construction of the rtefnct. as well as the materials it is made

of - calling for chemistry. (3) Thin place or provenance will encourage

the usage of a map, to know the object's origin, calling for knowledge

of geography.	 (4) The technique Involved In the production of an

object can be better understood by working In the museum workshop with

materi.als and techniques as similar as possible to those of which the

object is made, calling for studies Iii arts and crafts (Pearce, 1986,

p 200).
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Another kind of acquaintance Is suggested, Lhe tactile one by working

and developing a special nifinity to certain materials, or more the

acquaintance with a variety of natural materials, wood and clay that

provoke the imagination and creativity.	 'The inspiration for this

sculpture developed from the peciil lar growth of the log' (Johnstone

Barbican, 1987). The student is offered to pursuc activities after

the museum visit, work with natural materials at. the workshop. 	 It

is an enriching experience in our times, though sometimes natural

materials are replaced by artificial ones.

(2) JTi.storv Pearce divides the history of an arteInct into two: the

artefacts' 'own' history, t:hat. is in details.. .of Its maker and

manufacture, and Its use in its own time and place; and its subsequent

history of the collection, publication and exhibition. The

importance of an object In this phase is beginning to grow beyond its

own Identical borders. ft exists in a locational relationship to

other artefacts and to the landscape... and these factors are

important to the understanding of the role of the object (Pearce,

1986, p 199).

(3) Environment. The place where the ol)jOct. was discovered. Knowing

this helps us to understand the object's function in Its natural

original provenance, as well as the history of the site itself.

Documentation is important for objects from archaeological

excavations when topological maps are drawn indicating the exact

point at the sites where finds were unearthed; because sites change

very fast. City expansion requires new land, older and ancient sites

disappear and landscapes rapidly become cityscapes. The picture of
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our habitat changes And Along with it and topographical memories are

hound to vanish.

To understand these changes, we.. have to develop a sense for

documenting. The student may observe the changes, hi't understanding

can only be achieved through comparisons and differentiation. This

can be expected when the student: is able to report and document what

he sees and to compare the present with the past. Cartography is a

practical way of learning geography through drawing. It is a method

through which the youngster can sharpen his observation to the

constant changes In his surroundings. lie thus becomes conscious of

hl.s role as recorder and possIbly future preserver of his own habitat.

The example that: is presented here fllustrnte.s a plan that stems from

the object and leads to a series of subjects. The. object, according

to his plan can serve as a pivot: for different directions and venues

of multidisciplines that sums up in the. significance which is

interdisciplinary.

(4 The signlfic	 of an ob j ect: Is not universal. 	 'The choice of

subject and the expression of it.s Insights which is It clothed with

will differ from one society to another' (Pearce, fl86, p 200).

In order to understand t:he meaning of the specific object made of a

certa.i.n material, found in a certain site which has its own history,

interpretation is requIred. Interpretation that brings together the

information and the insight that have been gathered to explain the

meaning of the object in its society (Pearce, 1986, pp 198-201). The

object as nmlti-contexted (hiooper-rree.nhlll, im, DIagram 4), serves
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a clear structure of Leaching through the object, such as the

following study of a chair.

A chair is an artefact of aesthetic value and a commodity. Old chairs

demonstrate a high level of craftsmanship. The time spent in the

examination of the cabinet maker's work of one chair, can lead to

examining other objects in t.he same collection and to appreciation

of the work and imagination that were invested by the artisan, the

craftsman.

Related material can direct the student to further material and

enhance a critical view of the cralts of today, as well as stimninte

ideas to follow in future studies, In arts and crafts, history of

material culture or lead to learn wood crafting.

Objects can illustrate a phenomenon of events that is relevant to

issues of our time that Intrigue and involve the viewer as well as

promote his interest in history. An object that is approached from

different aspects can he a source of knowledge on many topics and it

can develop in the learner the ab 11 1 ty to trans icr knowledge by using

it in new contexts and to open new ways In dealing with new subjects

in an interdisciplinary way.
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Figure No. 3: The obj ect and 1 nj:r_dj s&jpJjstucfl

history of the makers

Through objects in the museum, pictorial memory cnn become a venue

of learning which is both inlormative and imnginnt:ive, and relevant

to the youngster who is a consumer of visuni pictorial media,

television rather than the hook.

Against the background of the trndit:Ionnl image of the museum as a

dull learning place, these ways of now learning seem to aim to meet

the expectation of the learner, and offer an active process of

Jearning, involving him in an intellecLmal and emotional experience

of learning.
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9.3.4 Concept building_th..pughgbjects

The significance of the	 in culture is its Importance for its

own time and place, and for oursnlvs. The same object will get new

significance when it is moved to another place, in another time, to

another environment.

There exists a psychological aspect 1:0 the understanding of an

artefact's significance. People discover In tind assign to artifacts

meanings at different levels, practical as well as abstract, such as

symbols.

A symbol may be n 'thing' which means that It may have any kind of

physical form, otherwise It could not have entered our experience.

Its meaning, however, is In no instance, derived from its properties

intrinsic in its physical form. The. symbol gets its meaning from and

:Is determined by those who use it. (Coser, 1982, p 33).	 In this way

it gains a new meaning of an abst:raci quality. As symbols museum

objects can be studied from different disciplinary positions and

social conditions.	 The si1l(ly of ohject.s as signs and symbols is

developed by semiologists and psycliologist.s (Pearce, 1987, p 1).

The museum suggests these references which are the objects, the

artefacts. These concrete references stand in contrast to concepts

that are translated by language and run the risk of losing sight of

concreteness.
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There exists much discussion about the impact of spoken and written

symbols (the McLuhan school), versus symbols received by our sight.

This discussion is not in the cerit;re of our research, we shall follow

the assumption of the second group, whose opinion

Is based on evidence that favours the. view that
object concepts are coded In a central system which
is more rapidly assessed by pictures then by words
(Seymour, 1979, p 184)

seeing comes before words, the child looks and
recognizes before it can speak (forger, 1972, p 7).

We shall, however, mention hr Icily the at;t1 tudes of Ncl1uhnn, as

presented by Jonathan Miller (1971). which seem to he in accord with

the line that we have chosen to pursue. 	 Miller accepts certain

concepts of Mcl4nhnn, for example Lhat the. human experience is both

plural and voluminous, nd that in the very act of being conscious

of ourselves we are In receipt of a rich manifold simultaneous

sensation. Namely, in any phase of conscious time we are aware of

all our senses at once. The capacity of the given medium to perform

in this way depends upon the number of sensory channels it calls into

action when working properly.	 The larger the number of senses

involved, the better the chance of transmit:t:ing a reliable copy of

the sender's mental state.

We are a word and concept; oriented society and yet
the word can never take the place of the object o
the activity that it; designates (Sahiasrnhiidhe, 1968,

p 51).

In every language. are to be found dl ffere.nL verbs to define the

process of the contact of eye and object. 	 In a familiar English

Thesaurus we find the following verbs: to see, look at, view, eye,

survey, scan, inspect, glance. 1 cast a glance, watch, stare, etc.
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(Concise Oxford Dictionary, 1982, p 951). They have semantic values

of the quality of the visual relationship of the eye and object. For

instance, drawings or photographs which are two-dimensional are

frequently perceived as possessing extension in depth. The semantic

coding of an object permits the examination and segregation of its

attributes (Seymour, 1979, p 285).

Discussion of the object with the observer will give
him a chance to work along visual terms, thus
developing systems of differentiated perception; not
staying just at the level of differentiation but
stimulating him to integrate contexts and
relationships of prior and thus Fostering related
future visual experiences. (Screven, 1974, p 10).

The beginning of concept. hii I H Ing Cnn 1)0 irncecl in young children' s

paintings. Their first representation of a person shows their first

step in establishing a relationship with the external world by

recording what is meaningful for them. 	 The stage of first

representational symbol of a man Is typically drawn by preschool

children depicting human bend and limbs, sketchy and unproportioned.

The concept of a mart will get richer and the child will continuously

search for new concepts, and his representational symbols will change

constantly.	 The drawing depends upon t:hie knowledge that the child

has already gathered and is based on what: he can prove hy naming the

various parts of the body.

The concept the child draws depends on his mental
understanding of the past experiences with some
object or stimulus. What he knows he translates,
this translation we call concept (Lowenfeld, 1964,

pp 117-118).

The sum of the study of the artefact is the source providing the

material for Its Interpretat. ion and tear.1u Ing In di ffe.rnnt levels to
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young children and to older students according to their phases of

development. It takes time and prctice Lo relate to an object and

to learn about it, to hear an object 'speak'. learning through seeing

is not simple. It requires a well developed capacity to observe, the

time to experience, the words to formulate what you see nnd face, and

the confidence to express your ideas (Jones and Madeley, 1983, p 1).

The approach to the significance ol an object elucidates a gradual

process of accumulating Information, and its analysis In relation to

time, to place and to society.

Museum education can set. sl.nudnrds of knowledge and cultural

awareness by Its unique teaching methods. Through exhibits, we can

learn about the people who have, made and use.d objects, as well as

about their quality and design, In different times and In various

parts of the world, because past societies leave three kinds of

evidence, structures, art.eIacLs and documents. (Pearce, 1987, p 1).

The understanding of 'a culture.' through its artefacts provides

concrete references, as well as sources for abstract concepts and

directs us to the study of cultures, (4) as the has Is of multicultural

education.

We may conclude the discussion by defining the theory of museum

education as object-based bitt: concept-oriented teaching. The student

4. Culture as a core subject In the haIfa Museum Education Centre

is discussed in chapter ten.
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learns a culture through its artefticts which are its manifestations.

The method of learning through objects and senses tries to overcome

the verbal superficiality in the process of acquiring knowledge.

The object is the hinge between concept and thought
on the one hand and the museum that uses the object
to communicate intangible concepts to the visiting
public on the other hnnd (Deetz, 1981, p 22).

9.3.5 Learning through hnlingjind interacUng._wjhpjects

Handling objects is a natural process of relationship between person

and items that surround him, objects made by nature and objects made

by man. The world of objects hns to he refoiind for the children in

order to begin to relate to their environment, to he capable on their

own terms, deriving their own meanings nn Iree to rr'Tnouu\ nrn' tm'r

if required (Shachtel, 1959; Sauiasrahudhe, 1968, p 53).

The traditional mode of learning is inclined to a mechanical way of

learning, which was a result of a concept that treated the child as

being passive, the Tabula Rtisa notion, as aforementioned. Criticism

of this system had been already pronounced three hundred years ago

by Comenius and it did not cease until today (Lavy, 1984, p 286).

'Mind is influenced by continuous regulating function of experience.

The images of things our mind accepted from exper gnce can he called

terms ideas and images' writes Comenius (Floss, 1982, p 103).

Piaget's system for conceptualizing cognitive development was that

it is a coherent process of successive qualitative changes of

cognitive structures (schemata).	 New schemata incorporates the

former one, resulting in qualitative changes. 	 Tn his book 'The
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Psychology of Intelligence' (1963) P1 aget summarizes the four periods

or stages of cognitive development.(5) For the sake of tills research

we focus our interests on the third arid fourth phases, which are: the

periods of concrete operations (7 - 11 years) and the period of formal

operations (11-15 years), because most of the youngsters who

participate in the Haifa museum educational activities are of these

age groups.(6)

There is a gradual development of the human child, of his innate

cognitive capacity of differentlaLlon and interrelation, via his

manipulation of objects and development of first Iconic (or picture)

and finally symbolic communicative orders (Flavell, 1963; Piaget and

Irihelder, 1969; Field, 1974, pp 3-4).

The phase of abstract thinking is conditioned by a former phase of

concrete and direct manipulation and self experiencing with objects.

This theory seems to be in accordance with the notion that children

have a natural inclination to learn and research their environment.

Therefore school is expected to provide conditions for the child to

follow and to develop his abilities, as a preparatory stage for the

next to come.

Piaget's theory was not completely a new one. Dewey had already

emphasized the importance in direct and self experimenting, as

5. The number of stages one divides development into is somewhat

arbitrary. (Wadsworth, 1979, p 28 of 3).

6. See chapter eleven - Museum Curriculum; appendix No. I.
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opposed to the verbal learning system of his period. Though Dewey's

ideas were for self experiment.hig kinds of activity, he emphasized

the importance of a clever act-ivit;y, above the activity as such that

is just a response to the child's desires (Dewey, 1938).	 Bruner

brings up the question of how to he assisted with the self

experimenting and experiences for a higher degree of abstraction

(1970).

There is a long list of artefact.s that each museum can put aside for

the youngsters -*0 experiment	 with	 . Touching specimens must

not be an end In itself, huL rather a means t:o utilize by their

senses, to think creatively and to integrate their experiences into

a broader scheme (Pitman-Gelles, 1981, p 60).

Touching helps young children to learn more easily from three

dimensional objects than from the written or spoken word.	 The

handling of objects is especially important for visually impaired

handicapped learners who have, an innate ability to understand through

the touch (Hartley, 1983). Tlandl ing objects by sIglitc'.d learners helps

to experience material size, weight, texture and smell. 	 Touching

different specimens can enhance. tim feeling of them and later retrieve

the information and recreate forms in new material thus enriching

their learning experience ('Please Touch', Pearson, 1983). (7)

7. Works of visually impaired and handicapped learners at The Centre's

workshops, appendix No. VTT1.
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handling specimens is a way to geL a certain interaction through the

senses at history, anthropology and art museums.(8) However, museums

of science and industry provide a wider range of experiences in

involvement of the senses while learning through the museum's

exhibits; exhibits that are in most cases replacahie, and therefore

can be physically manipulated.

What is an Interactive exhihiL? It is an object or construction that

can be varied by the visitor; the interactive exhibit usually allows

variable inputs and consequently variable outcomes (Feber, 1987, p

86).

Interactive exhibitions that develop different types of participatory

exhibits are concept rather than object based.

Interactive exhibitions have to he carefully prepared in a 'designed

environment that links the various component parts together. Then

it will allow all types of learning experiences, and make both

children and adults feel comfortable' (Pitman-Ge.11r's, 1981, p 45).

Here we find that experience and the learning from experience are a

motivating element for advancement of museum exhibitions.

Older children show a strong motivation in learning through

manipulation of objects.	 These facts make It difficult to accept

8.	 At The Centre there is a special collection of original

prehistoric and archaeological artefacts for handling at the

workshops.
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piaget's theory of handling objects only up to a certain phase of

child development,	 the phase of operation age 7-li years

old(Wadsworth, 1979, pp 96-109).

Although new approaches to science are just beginning to appear in

England,(9) the Bri stol Exploratory, which is a 'ITands-On' Science

Centre, (Hackmann, 1987) owe their impetus to experiments carried out

in North America for the Inst twenty years (Feher, 1987, p 85). In

Israel a scientific park on the campus of the Weitzmnn Institute at

Rehovot, is one of the centres that were established to encourage the

familiarization of scientific knowledge through self experimenting

with objects (Rosenfeld, 1985, p 20).

The pioneering work of 0prnhelmer at the exploratorfum in San

Francisco, a setting for interactive learning, serves as an example

of an exhibit-based teaching institution on learning from

manipulation or hand-on exhibits and with provided information. It

suggests interactive roles ol attention and curiosity in learning

from different types of exhibits, that could he hnndled. Thus, the

object that both disturbs and attracts, arouses curiosity and

attention. Learning from an exhibit in every phase of development

is an emotional and intellectual pursuit out of the desire to

discover, to get information and to understand an Idea (Hem, 1987,

p 38).

9. Boston, The Guardian, 3.12.1986.
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Learning through handling objects and learning through manipulating

exhibits are valuable essential elements in accelerating the process

of learning, its cognitive and affective domains alike.

9.3.6 Objects as sources of ideas forteachinp.t the museum

About handling objects as stimulating sources for sculpting, Henry

Moore mphasizes the looking at, the handling of objects and the

tactile sensation. They suggest the ideas that stem from them and

generate successive phases of techniques such as moulding in clay,

and plaster up till the last outcome of the sculpture Itself (Compton,

Catalogue, 1988, Figures 19, 175). The sculptor talks in the langauge

of shapes, spaces, bigness nnd smnllness, roughness and hardness, and

the way you look at them, through them or walk around them.

Henry Moore and his relationship to found objects is an interesting

viewpoint for ideas for teaching at the museum. Specimens such as

driftwood, pebbles and hones come to underpin the gratifying work at

the workshops.	 'They start one off with a reality one alters and

changes, for me now is a better start than drawing'. A completely

different viewpoint about the preparatory stage for sculpting that

he had expressed years earlier. ('The Sculptor Spenks', The Listener,

8.8. 1937).

Knowledge is accumulated through tangible specimens and the

information that relates to their appearance, form, shape and colour

and when the pupil defines texture another sense enters into the

process of appreciation, the. tactile sense (Johnstone, 1988).	 'It
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is natural to man to reach the intelligihilia through the sensibilia

because all our knowledge has its beginnings in the senses'

(ilooper-Greenhill, quoting Aquinas (Yates), p 13, footnote 12).

In the first stage, the person sees, this is the physical act of the

eye, later he scrutinizes and chooses what appeals to his taste. His

eyes prefer to look with former reminiscences, recalling past things.

In this phase insight, emotion and curiosity interplay and he wonders

and beholds.	 The coming stage is of perceiving, which is a

psychological state.	 The individual is susceptible to learn, to

gather knowledge. It is the stage of understanding the messages that

the object communicates, lie understands cognU;lvely the significance

of the object to which lie relates emotionally. 	 'Once the child

appreciates the permanence of objects he can think and refer to them

even in their absence' (Gardner, lqR3, p 129).

The object is a stimulus to curiosity and attent:ion. 	 Curiosity is

defined as a response to a novel, complex and incongruous stimulus.

In museums, the novel or complex stimulus is the object in the

exhibition where it is presented in a new environment that creates a

new event for the learner. Curiosity in turn functions to encourage

the learner to use his senses to attend to the stimulus and learn

about it. Koran in collaboration with other colleagues focused their

research (Koran and Longino, 1981, 1982; Koran and Lehman, 1981) on

attention and curiosity and say t.hnt they feel that these factors are

closely related to learning in all types of exhibits' settings.
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The directing of the learner's attention can be mnde by different

ways, by the museum educator, by movement, by verbal direction (Koran,

1984, p 210) such as a question, a suggestion to discuss verbally,

to dramatize what one perceives, to lead is to a multilevel personal

involvement, an involvement which is Instrumental in the process of

learning and will leave its imprints for experiences in the future.

It helps to store in the memory what has been attained in the

encounter with the exhibit. 	 The specific experiences of learning

differ according to age, to ciil tiiral background and to the levels of

sophistication of the individual.	 however, the traditional

frameworks and environments of learning fail to provide enough

freedom for the exercise of itidividual talents and expectations

(Glazer, 1977, p 324).	 It Is no doubt valuable to create an

environment in which a person acquires effective behaviour rapidly

and continues to behave effectively (SkInner, 1988, p 89).

'The process of acquiring knowledge, through the object at the museum

seems appropriate to the process of learning. Because the object once

attended to, will remain in the memory (James, 1969, p 77; Piaget,

1970, p 40). The knowledge of the three dimensional world of objects

is a distinct area of competence, the pictorial memory (Seymour, 1979,

p 217).	 Learning through objects at the museums is an Important

experience of material reality and it is essential for formulating

reasoning processes in teaching the mind to form concepts

(Hooper-Greenbill, 1987, pp 6-8).

There are stages in learning I-he. artelact: describing - taking the

inventory, analyzing - perceptual stage - the idea, form. Techniques:
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interpreting - saying what the. viewer thinks about; funding -

providing additional knowledge., adding it to what the viewer

accumulated, disclosing - unfolding the full meaning of the artefact.

In case of an art exhibition, meeting the artist (Ott, 1987, p'vI).

Many studies in the experimental method, which is one of the two

approaches to the study of cognitive processes (the other is the

descriptive method), have helped to validate, the. existence of mental

functions concerned with encoding, retrieval and comparison of mental

codes, which represent stimuli in terms of visual, auditory and

semantic attributes (Seymour, 1979, p 306).

If we look at the way people shaped theLr envi'rorrment, we may discern

certain considerations that can he applied to the museum activity that

is centred around the object; Lhr' object. that is displayed for perusal

and concern. The object is part of all forms of expressive culture

shared by group and are concerned with humanities (Public Law 4-201),

establi.shing the American Folklife Center (Deetz, 1981, p 31).

Objects like other forms of expressions such as customs, belief,

language, art handicraft (Tylor, 1958, p 1) set humans apart from the

rest of the world (Deetz, 1981, p 21) and the field of humanities

basically considers human condition.

This comes close to a definition of culture, as formalized by

anthropologists, about what is carried in the mind of collective

groups of people, such as a set of concepts and Ideas, that is shared

by individuals of that group (Benedict, 1934; Ottaway, 1962, p 21).
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The meaning of the object as an expressive form of a certain group,

a society, directs us to the subject matter of cultures as they are

taught In museums, as well as organ-Izated In a curriculum such as:

teaching cultures in the museums at Haifa and niulticul tural education

programmes and integrated humanities that are taught in England.

The main subject in the museum curriculum spel Is out an educational

purpose that provides the basis of acquisition of objective knowledge

about today's society through learning about other cultures in

succession. The material Is based on the collections In the different

museums and is structured In Museum Learning Modules (M.L.M.). The

M.L.tl. makes provision for cognitive and affective learning, as

enhanced in the exhibition ball and In the workshop. These are the

environments, spaces that affect the learner (Getzels, 1977, pp 7-18)

and the process of learning, 'as the human mind and its capacity for

thought and action arose in the context of certuiin environments'

(Kaplan, 1982, p ix).

9.4 On the Museum Educator as a Mediator

The process of learning at the museum Is mediated by an educator, the

museum educator.

New forms of understanding and experiencing are accomplished in a

particular institutional setting and through socially accepted forms

of a constructed process of interacLion (Cosln, 1971, p 1) of teacher

and pup-LI; an interaction that: Is IiisLriimental for building a common
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set of intentions of the two parties to pursue the teaching-learning

process.

The relationship between museum educator and learner is constructed

by conversation. An open and free conversation will facilitate and

accommodate the learner to the new venue of learning at the museum.

Through the conversation at the beginning of the museum's learning

day, the educator will he able to understand better the learner's

background, ways of behaviour, language and expectations, in order

to choose the appropriate method of teaching. The pupil on his part

will feel more confident being acquainted with the new environment

and the new ways of learning. Consequently museum experience will

become a pleasant learning evetiL (lint will evenLiinlly motivate the

youngster to return to the museum for more visits.

Though the conversation will he instrumental in the museum process

of learning, it is an attempt to verbalize, an attempt to explain how,

either metaphorically or literally, ' you see things' and an attempt

to discover how 'he sees things'. But we have to hear in mind that

the way we see things is affected by what we know (Berge.r, 1972, pp

9-8) and at the museum we expand our knowledge.

The museum provides a system ol communication that by objects, that

is served and complemented by the language as one of the first

essential means.

What is of interest to us is to consider the process of a thought and

language.	 The teaching theory can he reduced to a formula; the
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relation of thought to word is not a thing hut a process, a continual

movement back and forth from thought to word and from word to thought

(Vygotsky, 1962, pp 142, 125, 126).

About learning general language skills, there is rather widely

accepted claim that linguistic mastery involves special processes

of acquisition (Gardner, 1983, p 8).	 The conversation that is to

develop for interaction is built on the acknowledgement of the

teachers of the pupils vocabulary. Then 'the conversation will give

form contours to items apprehended in a fleeing and unclear manner'

(Berger and Luckmann, 1966, p 172).

To maintain the spirit of dialogue and refrain from the monologue in

teaching one has to try and develop It in a dialectical method,

supposedly employed by Socrates. The crux, the decisive point of the

method Is that the teacher should he questioning and leading the

pupils systematically to recognize some true conclusions, without the

teacher telling the pupil that the conclusion is true (Flew, 1979, p

330). Though this method teaching was usually limited to one pupil

such as Theaetetus (Plato, 1951), the museum educator can follow

Socrates' method by encorporating the open, democratic and patient

approach of the dialogue as a basic element in his teaching. 	 An

element that is rooted in a philosophy of open education and

underpinned by stances from psychology and sociology, by considering

the pupil as a partner. Because everyone is socially participant in

its knowledge in one way or another.
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There is the central element, as source of knowledge at the museum

which is a set of alternative meanings. 	 Alternatives mean more

information but also more ambiguity. Accordingly are arrangements,

contrast and contexts which clarify meanings, thereby reducing the

alternative features is to he the one to which the viewer must attend.

This is the ability to use information efficiently in arriving at the

correct meaning of the object (Di Vesta, 1974, pp 8R-89).(lO) The

museum educator role along t.he whole session of learning is to

maintain a relaxed atmosphere assisting the pupil to differentiate

among alternatives and reach to the right one.

The museum educator cannot plan ahead a strict structure of a

conversation with the pupil, ln-scaiise he finds himself every day in

a new different kind of situation of teaching new people with new

expectations. The constant exposure to changing audiences keeps the

museum educator in a continuous process of accumulating new

experiences and drawing conclusions.

Another kind of conversation develops at Lhe museum, the conversation

between viewer and objects. This is a personal matter of a person

alone trying to tie together the new experience at the museum with

former experience, recalling forms, colours, forms and things of his

past. Conversation with the museum educator in such a case has to

develop only if it is asked for. Otherwise the person has to be left

to respond to what he sees. 	 The museum educator will share his

10.	 An analogy was applied. The words 'word' and 'listener' were

replaced by 'object' and 'viewer'.
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understanding with the visitor through the conversation only If he

is called to assist the viewer (WIeland, 1984, p 39). Thus making

the conversation as an instrumental vehicle in the process of teaching

at the museum as well as in enhancing the meanings of the exhibits

and of the exhibition as a whole.

The constant meetings of the museum' s educator with fresh audiences

makes him sensitive, aware and able to discern the special needs of

individuals and groups, more than any other specialist in the museum.

The benefit of this special accumulating experience of the museum

educator of knowing the audiences Is for himself In becoming a

proficient interpreter of the mulsem's cultural heritage; as well as

for the museums that can use this experience w(1u t:he visitors In

order to build relevant programmes to them and not for them. Thus,

museum educators are active assist:ants in building the museum's roles

of a communicator and an educator.
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CONCLUSION -PART III

The museum offers new sources for learning: the objects that are

enhanced by the senses, the novelty of environment and the new social

relationship that is established between the museum educator and

learners.	 All these elements hear the potentiality of arousing

curiosity, strengthening initiative and setting up new attitudes by

the learner in every experience is a moving force (Dewey, 1938, p 38).

The educational rationale for taking children to learn in a museum

may be defined as exposing them to a new kind of learning experience

at a new venue, where the v isiinl learn Ing through ohjects Is its mnin

feature (Reeve, 1981, p 3).

Museum learning sessions are often linked to school curriculum, but

the benefits of such a learning oxperience is heyo,id the enric2aezzt

of a subject in the school curriculum.

There are two environments at the museum, a passive at a certain stage

and a constantly renewed one, hut both are constructed by man

(Riviere, 1973, p26). The two are interrelated and the one without

the other loses its significanfce and relevance.

The first environment is the physical environment of the building,

the space organization.in relation to the objects, the exhibition and

the space for the comfort of the public.
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The second environment is a dynamic one which is constantly changing.

This is of a human kind, a learning environment.	 that is gradually

constructed by the museum educat:or, and the audiences. To a certain

degree every visitor Is a learner, taking in impressions,

internalizing them and cultivating them according to one's own

previous experiences.	 The museum educator offers a wide range of

possibilities to learn and to enhance impression to learning

audiences: pupils, students, tenclwrs and an on ho 	 t put'

a learning experience.

The museums have something for everyone; they can inform and educate,

amuse and entertain, make you forget the world outside or help you

to understand it.	 Museums have the objects, the col lections that

provide the the sources to satisfy a curiosity ii they will deliver

the message, not only in building new departments and museums which

number about 2000 in the U.K. in the 1970s (Singleton, 1981, p 113).

Exhibitions suggest reconstruction of cultural entities of far away

times and sites. They have the power, if the needs of the visitors

are considered, to transport them to new states of mind, to stimulate

curiosity and to grant gratification (Grahurn, 1984, pp 180-181,

Annis, 1986, pp 168-171).

Graburn has identified three human needs that the museum can fulfill:

Reverential, designated the personal need for something that will

detach him from everyday life and grant him a new kind of spiritual

experience.	 Museums may provide a place of peace and fantasy. A

place for meditation and contemplation, where the experience is
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personal and thoughts, reflections nnd imagination are in a dialogue

with the exhibits; Associational - the museum Is an occasion for

sharing experience with others. This need is more of a social need

and in this case the museum Is analogous to othor tourist sights,

theme parks, zoos, historic houses, occasions for spending the time

for the sake of its social context; Educational - people expect to

understand through the museum something about the world and make sense

of it. To be enlightened by learning at the museum. 'Each of us may

be, in different times nnd moods, any of these types of museum

visitors (Bloom, 1984, p 59).

At the museum the objects, Lhe knowledge generated through them, the

unique setting of the constructed environment create an optimal

setting for new learning and serves the art of museum teaching.

having to deal with a daily new audiences a qualified educator is

required, to mediate museums' knowledge and to enrich the learning

experience. Otherwise the museums will remain an unexplored treasure

house of curiosities, a shrine to worship hut not understand and

enjoyed; a closed garden whose fruits are not eaten.

The museum educator's experience In 	 Interpreting and thus

transmitting the museum's knowledge is a new experience of teaching

in the field of education.

Museum education provides new tools of learning through its

provisions, the objects to discern, criticize and relate to visual

information as a source for the. understanding of the world.
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Museums offer the versatiHty an(1 a wide range of provisions, objects,

methods techniques and the variety of audiences that participate at

the museum's activities and their demands from the museum is in

constant growth.

Provisions are to be prepared by the museum educator to encourage

participation (Ottaway, 1962, pp 201-205), through verbal expression

which is instrumental to the development through social interaction

(Vygotsky, 1962), a conversation between the educator and the learner

and among the learners In the group (Barrington and Irving, 1975;

Benjamin, 1979).	 'Guidance Is effective only to the extent that

control is exerted, though it is hard to detect how much and how well

the learner has apprehended the material (Skinner, 1988, p 88).

If we admire individuals' performance we must design an effective

condition under which lndivdnnls are provided with opportunities

relevant to them to perform at their best and In their way (Glazer,

1977, p 324).	 It has been proved that the museum is becoming a part

of so-called consumer society nnd it is etesirah'ie tbat eâucatIon In

museums will be free and client, oriented. The museum as an object

bank, dispensing knowledge through the object should be a place for

creation of new cultural forms, new solutions to most down to earth

problems (de Varine-Bohan, 1976, pp 131-143).
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PART IV

TIlE NUSEUN AS A SETTING FOR NEW LEARNING: THE HAIFA MUSEUM EDUCATION

CENTRE - A CASE STUDY
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INTRODUCTION - PART IV

In this work two main objectives were described as the basis for

museum education.	 The social objective - the socialization process

of the individual in society (Chapter three).	 The educational

objective - building new 'frames of educational knowledge' of the

subject of cultures.	 Because 'education cannot leave out the

preference of material of educational programmes' at the Haifa Museum

Education Centre 'The Centre' (Figure No. 4) we deal with cultural

transmission of the material that is based on the treasures of the

museums.

The two objectives find their realization in museum education, which

develops because the conditions of the museum as an environment and

knowledge it generates and supplies the provisions for learning

(Chapter ten).

In this part of this research we present the. realization of a concept

in practice of new learning at the museums of Haifa.	 With the

building of the museum framework and curriculum, we resume closing

circles of investigation that have been opened at the beginning of

this research in Part I.
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Figure No.4: The Certre's Structure

Morning activities

The museum modular
curriculum

- Pupils, students
- Teachers' college
student teachers

Haifa Museum
Ancient Art
Modern Art

Music and ethnology
departments
(museums)

The National Maritime

The Centre at the Haifa
Museum Building

Offices

Teachers' Library

Circulating exhibitions
department

Afternoon activities

Workshops

- Youngsters 8-15
- Children and parents
- Retarded adults

Gallery discussions
- Art teachers
- Museum of Ancient Art
- Museum of Modern Art
- The University galleries

Centre's workshops

The Museum of
Prehistory

The University Museum of
Archaeology

Japanese Art Museum

The National Maritime
workshop

Storage room

Workshops

We have begun then to pursue the sociology of knowledge theories

discussed by British scholars In the early seventies (Young,

Bernstein, 1971). These scholars who have provided new approaches

for examining subjects of knowledge, that are transmitted at

educational institutions, and are related to social conditions and

changes in society.

Transmission of knowledge is processed through learning and teaching.

When we deal with education in museums, we are concerned with teaching

'the learner to take advantage of past learning in attempting to deal

with and master new problems before them now' (Bruner, 1977, p 558).

We aim our plans and practices to the Individual who is seen as

actively creating his world (Field , 1974, p 1).
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When teaching in a museum we. pursue selected theories of teaching and

learning. From the vast field of knowledge the subject of culture

as a trend in museum education has evolved in a fertile land of

socio-cultural problems. in Israel In the fifties, three decades ago,

a subject that proves its validity till today. A subject that bears

humanistic values for youngsters upbringing i.n multicultural

societies such as in Israel and Britain.

The leading theory was teaching a culture through its manifestations

in the arts and crafts, as provided by the museums' collections. The

trend of teaching peoples' cultures began in the Museum of Ethnology

and Folklore Archives (1957), and continued later with ancient

cultures at the Museum of Ancient Art (1965). The same approach was

implied in new museums which opened their doors to education: the

Japanese Art Museum (1961), the Museum of Prehistory (1963), the

National Maritime Museum (1972), and the university museum of

archaeology (1985).

The objectives for the selection of the subject of culture were:

knowledge acquirement; the comprehensive nature of the subject; its

importance for education in our multicultural societies.

All these objectives have been materialized because the variety of

museums in Haifa provided the collections to develop an

interdisciplinary museum modular curriculum. 	 'Exploring the same

theme in several kinds of museums present an entirely new set of

challenges' (Stiliman, 1983, p 48).
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Culture is a subject that has encompassed bodies of knowledge based

on the disciplines of social and humanities studies of anthropology,

art and history. The subject has evolved and developed from a long

term, once a week, afternoon course,(l) to a structured Museum

Learning Modules (M.L.M.), linked to the school curriculum in the

different classes from the third to the twelfth grade (appendix no.

I).

In order to attain these objectives of museum education practical

measures are required. Building a partnership with school educators,

a collaboration in which both parties, museum and school, participate

for the common goal of museum; constructing a curriculum, divided into

Museum Learning Modules (M.L.M.), an integrated modality of learning

to be compatible with the youngster's phase of development; 	 A

modality of theoretical and practical learning.

In the museum, we are in pursuit of an all-embracing experience of

the individual learner, the acquirement of knowledge through the

visual senses at the encounter with the exhibit, objet d'art, in the

exhibition.

While in Part III we analysed and formulated museum learning theories,

in part IV we will describe museum education in practice. 	 The

following two chapters which are included in this part, analyse and

1. The afternoon courses continue till today in the same pattern and

strong affiliation to the exhibitions as they were at the first age

of the Centre's development (See chapter four).
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describe interaction of museum and schools, the museum curriculum,

concepts and methods that build the new learning.	 These will be

underpinned by practical examples taken mainly from the case study

of the Centre and quoting educational programmes fri England.

A conspicuous feature of the Centre is that of introducing the needs

of the young audiences and thus It accelerated the awareness of the

museums' and personnel of its responsibilities towards its audiences.

In order to meet the challenges of the versatile public, the Centre

has developed an array of educational programmes of a variegated

nature for the audiences of youngsters of school age from primary to

university students.

For the sake of museum education objectives collaboration with

schools has been initiated, a collaboration that leads to an

understanding and mutual agr'mnt; of concepts and norms by both

parties, museums and schools.

The Centre that initiated the first structured educational work at

museums in Israel has not left out over the years any of the

principles that were laid at its foundation: of child centrality in

the process of teaching and the ohjct-bnsed conceptoriented theory

of learning (Deetz, 1981, p 220, chapter nine).	 As well as the

subjects that matter of the curriculum of peoples' cultures that is

taught in the humanities approach till today.

From the Centre's concepts and modes of learning have evolved an

institution that diffuses its ideas, proving that museum education
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is an innovator in the field of general education. The three projects

(chapters eleven and twelve) exemplify the element of novelty in

materializing the idea interdfsciplinarlty of Riviere (1985, pp

182-183). A philosophy of the contemporary museum that finds its form

in the ecomuseums (chapter six).

The three projects have been evolved from the Intrinsic nature of the

museum's environment, involve active partners from the fields outside

the museum. The partners as well as the Centre's teachers perceive

the benefit of interdisciplinary work as a fertilizing, enriching

factor for the advancement of the learner, meeting the challenge of

education in our times and responding to needs of society today.
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CItAPTER TEN: A WALK IN THE RIGHT DIRECTION: PRACTICE OF MUSEUM

EDUCATION
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10.1 Building Museum School Partnership

Museum education in the last two decades has emerged from

generalizations to the more specific. 	 This tendency finds its

expression in lectures and publications in Britain as well as in

international meetings of CECA and ICOM (CECA publications). The

tendency to the more specific in museum education stems from the

accepted agreement that museums are educational institutions that

provide learning experiences for their school audiences. For this

goal museums and school need collaboration (Sebolt, 1981, p 13).

Museums and schools are educational institutions which have been

established by society to transmit human heritage and knowledge.

However, the two institutions have different structures and modes of

functioning, as related to learning. Museums are settings of Informal

education, while schools are settings of formal education.	 While

schools teach primarily from books, the study In the museum is from

first hand objects. Museums are free to build their programmes, which

develop on the basis of the museum's framework, collections and

exhibitions. While most schools are set for learning in classrooms,

to serve the whole school year, the museum learning places change

with the different exhibitions. Thus, the museum Is an open learning

environment, while the school's learning environment In general is a

preplanned and steady one, but for certain subjects that are taught

in rooms other than the regular classroom.

All these differences that are Inherent in the nature of the two

institutions have kept them apart, a situation that delayed the
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acceptance of the museum by schools as a setting of learning with a

distinctive character of its own. Now schools and museums realize

the need for a structured collaboration by negotiating long term

relationships instead of one off visits (Rogers, 1987, p 16).	 A

partnership that strives to reach mutual understanding, concerning

the main objectives of education in general and of learning objectives

specifically (Moffat, 1985, pp 20-23).

There are different viewpoints at the museum itself concerning the

relationship of museums and schools, and concerning the kinds of

programmes that the museum has to develop for schools. One point of

view suggests a free planning of museum programmes, regardless of the

schools' needs. The other point of view advocates programmes directly

related to the school curriculum, regarding schools as part of the

community that deserves museum's attention to its needs.

In this work, the second viewpoint regarding the museum as a

socio-cultural institution that hs the responsibility to serve the

community's needs has been adopted. This approach is in accordance

with the basic sociological theories presented by this research

(Chapter three) that the museum Is able to form a venue for the

socialization of the youngster through learning and integrate him in

society.

At the Haifa Centre it was suggested that the museum educators

initiate the dialogue because the museum's intentions, attitudes and

modes of functioning are not always clear to the schools' management

and teachers. While museum educators know the curriculum in general,
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having been students in the past, they have some experience working

in the classroom with the curr:iculiim. But the school teachers are

not always acquainted with the educational activities of the museum.

There are cases where the assistance of a third partner is needed to

facilitate the collaboration between the two parties, such as the

Cultural Education Collaboratives in Boston and in New York, that are

two service organizations to bridge the gap between museums and

schools (Pitman-Gelles, 1981, p 80). However, if collaboration means

a promise of time spent in learning about each other, it is suggested

to begin with face to face contact between the two groups of

educators, of school teachers and of museum educators. The encounter

is supposed to develop as a dialogue, which is a direct kind of

conversation that aspires to build positive attitudes, discussing the

mutual goals of the two parties, museums and schools.

Building a dialogue between two communities, museums and schools has

to take place at different levels of management and personnel of the

institutions.	 While the managerial bodies will discuss policies,

educators of the two communities have to define mutual objectives,

to learn to know each others' frameworks as well as the potentialities

of each institution for the sake of the mutual educational work,

however, the goals are not always the same.

The lesson at the museum takes place In relation to the subjects

taught at school, but not in relation to the issues of the curriculum

specifically (Pitman-Gelles, 1981, p 80). While the school teacher

is mainly concerned with curriculum priorities, and expects the
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museum to respond to these issues, enhancing the students studies.

The museum educator is more interested in the interpretation of the

objects and in the involvement of the students in the museum

experience. On account of the differences which are inherent in each

educational institution, an agreement has to be reached concerning

the content and the organization of the joint projects.

Until the state when more student teachers wifl receive museum

training, new strategies have to he conceived, such as 'designed

workshops that will introduce teachers to museums as a learning

resource and enhance their ability to plan museum-related experiences

for their students' (Bloom ) p184 ) 9 68.,	 ocd b Plaice., Z985., çiçi

15-19; Heath, 1985, pp 28-31; West, 1985, pp 41-44).

At the Haifa Centre an assigned member of the school staff, cordinates

a yearly programme with the museum educator. The coordinator is the

person who builds the bridge for the every-day work of learning of

the school at the museum and to ensure a continuity of visits to the

museum at the museum.

The collaboration between museums and schools can grow to an

intradisciplinary experi.ence, being assessed continuously for the

advancement of the process of learning. 	 The idea of the

interdisciplinary experience is in the spirit of Dewey's theory,

'that there is an intimate and necessary relation between the

processes of actual experience and education, which is found in the

fundamental unity of the newer philosophy. The new philosophy which
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is committed to some kind of empirical and experimental philosophy'

(Dewey, 1938, p 25).

A continuous dialogue between the Institutions brings a constant

feedback, which creates an experimental continuum, that is a vital

factor in progressive education 'which is tacitly assumed. . . as a plan

of learning by experience and is placed in sharp opposition of the

old' (Dewey, 1938, p 26).

Museum school partnership in the future is expected to continue their

dialogue that aspires to build a collaboration when each side will

preserve its characteristics and autonomy, and refrain from becoming

an adjunct to the other. When each one of the to parte is

to become aware of the other partner's intentions and to be able to

evaluate them, and reassess its own plan for the ultimate goal of

education of the young person.

10.2 Constructing a Museum Education Curriculum

Building a curriculum is embarking on a new way in an institution.

The curriculum is the organization which defines what counts as valid

knowledge (Bernstein, 1971, p 47). This knowledge is transmitted by

the Museum Modular Currfculum units, Museum Learning Modules

(M.L.M.). Accordingly it treats an organized sequence of modules of

learning in opposite to sporadic study day tours at the museum. 'Like

any theory the curriculum must he framed with reference to what is

to be done and how it 1.s to be done (Dewey, 1938, p 8).
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Two elements are necessary for the curriculum: The subject matter,

linked with the exhibition or collection.	 Curriculum development

always occurs in a certain appropriate context (Allison, 1988, p 175).

Its programming must consider the point where the audience and the

museum objectives meet and explore alternative methods of

interpretation to adjust to each individual, and to make it

appropriate to situation, to content and to the expectations of the

learner (Brenner, 1981, p 20).

10.2.1 Knowledge at the service of_museum curriculunj

Knowledge signifies the whole complex of the intellectual heritage

that is designated to be transmitted by education to future

generations (Scheffler, 1986, p 10). The Concise Oxford Dictionary

defines knowledge as the sum of what is known. Even though both

museum exhibits and educational curricula potentially represent all

the integers of this sum, it is not the subject range of what can be

known that concerns us but the nature of knowledge and its

acquirement.

Knowledge as a subject has a variety of traditions of philosophical

explanation. Its discussion involves an array of ideas and concepts

in the philosophical realm. 	 Its linkage to changing ideals of

culture, technologies and scientific models bring changing

evaluations, which need elaborate research, that is not included in

this work.	 We shall restrict the discussion to knowledge in the

museum context, with reference to education.	 Even with this

restriction, and without venturing into the formal theory of
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knowledge (epistemology), we shall, nevertheless begin with some

general observations on the nature, acquirement and progress of

knowledge. These observations are meaningful. in both the museum and

the school contexts.

Knowledge is strongly connected with the understanding of nature,

with its domination for the sake of human survival and advancement

of culture. It is acquired in many ways, 'Including acquaintance with

things, places people and subjects. These are not less important than

mathematics and metaphysics.

Old notions are replaced by new and sensitivity must be kept, to

understand and discern between fashions and real new Ideas that can

lead to discoveries. In direct encounters with problems, we have to

employ our senses, which are Important to be mentioned as one of the

principal values of museum education objective.

'Through understanding how knowledge has progressed and what it tells

us of ourselves, we may better know how it should he used to advance

man's welfare' (Ripley, 1966, pp R-9).	 The progress of knowledge

depends upon a profound Interplay among the structure of theory, the

accumulation of evidence, Intuition and social concerns.

Knowledge in museum context: Nuseums serve as a catalyst, introducing

people to a new phenomenon of the acquirement of knowledge, that Is

generated by the exhibits that are the core and the language of

museums. The unique circumstances, where the exhibits are sources

of knowledge, constitute a setting different from any other places
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of learning. The exhibits or exhibitions provoke the eye and the

mind, and create an impetus In motivating people to seek further

knowledge.

Although we have stated that our interest is not in the potential

range of subjects but in the nature of the knowing or learning

experience, it is well to remember the all-Inclusive nature of

museums.	 This is exemplified by the series of lectures by

world-famous scientists, commemorating in 1965 the 200th anniversary

of the birth of James Smithson.	 James Smithson's ideal was 'to

increase and diffuse knowledge among man' and for this noble purpose

the Smithsonian Institution was founded. The institution has become

not only the greatest repository of art and scientific knowledge in

the United States, but a centre of original research and

experimentation for the whole world.

For sociological analysis, we may refer to I3ourdieu who relates the

intellectual field to social. forces. These forces are in part defined

by an authority, more or less forceful and far-reaching, which

represents to some extent the. empire of the competition for

intellectual consecretation and legitimacy. Specific institutions,

such as educational institutions and academics, by their authority

and their teaching consecrate a kind of work, or a certain type of

cultivated man (1971, p 174).

It seems that the museum in general enjoys the same standing to

acquire legitimacy for its different disciplines. 	 According to a

table of the hierarchy of legitimation suggested by Bourdieu, museums
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of art already enjoy a place in the sphere of legitimacy claiming

universality, while photography, which is an integral department in

certain museums is in the process of achieving legitimation. Interior

decoration, dress design, furnishing, and other aesthetic subjects,

however, are still in the sphere of the arbitrary as regards to

legitimacy (1971, p. 174).	 They are defined as applied arts

constituting departments, such as In the Museum of Modern Art in New

York; in the Israel Museum, Jerusalem, and in the Victoria and Albert

Museum, London.

Knowledge and interdisciplinarit y in relation to museums Riviere

points out an important question relating to the division of museums

according to the various disciplines. 	 He asks, 'Are not museums

themselves responsible to break the concept of interdisciplinarity?',

a concept which is rooted in the museion of classical antiquity, an

institution which united philosophical thinking and the disciplines

of man, nature and the universe; and was also apparent in the curio

cabinets of humanities of the European Renaissance' (1980, p 2).

From the ancient times of Greek culture, we find general human

knowledge being classified and divided into different compartments,

according to various disciplines, each discipline personified as a

muse, one of the nine daughters horn to Zeus and Mnemosyne, as seen

in Mantegna's painting of Parnassus through dancing together. In the

reality of the life of museums, the concept of interdisciplinarity

has never been completely abandoned. It finds its expression in the

encyclopedic or integrated museum, such as the British and the

Metropolitan museums.	 An iden which gives impetus to build new
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museums, such as the ecomuseum, that were envisaged and planned in

the spirit of interdisciplinarity, that were described below (Chapter

seven).

Knowledge and aesthetics: The process of acquiring knowledge has to

be combined with aesthetics' says Frank Oppenheimer, founder of the

Exploratorium in San Francisco, 'and is a comprehensive experience,

where knowledge and aesthetics are integrated.' (Duckman, 1986, pp

120-122).

The term 'aesthetics' is used here In a wider sense. It is justified

by the etymology of the word with its meaning in Greek designating

to it the 'faculty of feeling' , derived from the adjective aisthetas

which means 'perceptible to the senses' .	 Therefore, the term

'aesthetic' does not apply simply to the beautiful and associated with

the arts, but to the term 'aesthetics' as a faculty of feeling, which

is applicable also to Frank Oppnhimer's opinion about the process

of acquirement of knowledge through the senses.

Aesthetics involves both the notion of cultivating taste and that of

building up tension and then providing a release for it. 	 It is

incorporated in the experience of young children, and it becomes an

integral part of their thinking.	 Aesthetics has to be part of

upbringing, and consequently it will he embedded in the way youngsters

think and when they grow up they will not look for art and aesthetics

as a commodity (Duckman, 1986, pp 120-121).
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Education systems have to :fncorporate aesthetics as an integral part

of their programme and not to teach aesthetics as a separate subject

which is taken out of context of learning. It has to become part of

every theme that we teach (such as geometry), or train (such as

gymnastics), or in the arrangement of playgrounds for children to play

in.

Aesthetics has to become part of life, cultivated

through an interactive way of teaching. The

Exploratorium introduces people to science by

examining how they see, hear and feel. Perception

is the basis for what each of us finds about the

world, and how we interpret it - whether we do so

directly with our eyes, or develop tools (such as

microscopes), art, poetry, or literature to help us

(Duckman, 1986, p 120).

In the Exploratorium, the arrangement of material is in interactive

study centres that offer to the individual conditions and materials

to be taken and learn from them. Such a process of learning is both

adequate, appropriate and undisturbed, leaving the intellect and the

senses to interact in harmony.

Frank Oppenheimer's opinion about aesthetics is a philosophy of a mode

of living that is not limited to learning, hut becomes 	 integral

in the way of life.	 Museum education is the agency that has the

potentiality to diffuse and disseminate this mode, through its

educational activities.
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Knowledge in relation to	 eum curriculum	 Knowledge is

conceptually integral to education, since whatever else is involved

in the process of education must he some form of engagement with

knowledge (Kelly, 1986, p xiii).	 In the context of education,

knowledge signifies two series of concepts: the information and the

'know how' for the sake of technological domination.

Formal educational knowledge is realized through three message

systems: curriculum, pedagogy and evaluation. Curriculum is defined

as what counts as valid know1edge (BernsteIn, 1971, p 47).	 Valid

knowledge is an organized body of knowledge that is to be found in

the different departments of comprehensive museums, or in specialist

museums, each with its own discipline based on research, of a branch

of knowledge.	 Pedagogy, the second element of curriculum which

defines what counts as a valid way of transmission of knowledge in

museums was discussed below (chapter nine).	 Moreover, in

collaborative programmes between museums and schools, the evaluative

function falls more naturally within the school's involvement with

the students.

We describe the process of acquiring knowledge as a complex process

that involves observation of other people acting and, experiencing

consequences of	 their actions upon themselves and others. The

traditional convention of teaching is through the written word,

contained in books and in the classroom, but most human learning and

acquirement of knowledge takes place outside classrooms. This is a

concept that is not accepted by teachers (Jeffrey, 1974, p 131). The

museum is one of these Important places of acquirement of knowledge,
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in a newly acquainted environment and with new modes of learning.

The museum has its own rationale in the organization of curriculum.

Due to what the museum offers, the individual learner has all the

possibilities to learn.

Along the developmental stages of the curriculum, the planner may find

that a constant feedback is helpful for the assessment of the

programmes which can be achieved by the cooperation on the part of

the school. The feedback leads to assessment to be done by the

classroom teachers and museum educators, whose collaboration is the

clue for future successful programming.(2) As museum education is

education first and foremost, it has to judge its own objectives and

programmes in close acquaintance with the whole field of education

(Harrison, 1967, p IX; chapters eight and nine).

10.2.2 The curriculum at the Haifa Museum Education Centre

What kind of curriculum is offered by The Centre? The curriculum

stems in general from the specific collections and the knowledge they

generate. The curriculum that is offered is based on the collections

at Haifa Museums that deal with the subject of 'culture'. A subject

in the field of humanities draws its resources from the disciplines

of knowledge in museums of prehistory, archaeology, ancient art,

anthropology, ethnology and folklore archives; museums that provide

us with a tangible record of human achievement of material culture

2. Questionnaires for the M.L.H. participants, Appendix No. III.
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collections that represent abstract ideas made concrete and thus

understandable (Stokstad, 1982, p 1).

In order to understand what a 'culture' is, one has to refer to

cultures' manifestations of art as related to history. These are two

subjects incorporated in teaching at the museum, and are also included

in the school curriculum.	 Consequently, there is a consent among

educators about the knowledge enrichment by the additional sources,

as designed and proposed by the museums. 'These fields, whether taken

together or individually, help us to evaluate human knowledge,

experience and values, by continually presenting the Intellectual and

cultural heritage of human civilization to the public.. .they educate

and enhance man's understanding of himself' (Nye, 1984, pp 5-7).

The uniqueness of the museum is that It preserves and researches the

repositories of human heritage. The artefacts which are produced by

a society are its cultures manifestations, they bear the culture's

messages that wait to be decoded. The educational function of the

museum is to interpret and to unfold their meanings, specific to each

culture in a certain period of time, to the learner.

The curriculum constructors hear in mind the framework of the

institution.	 The curriculum planners at school have an already

established a framework that enjoys long traditions, favoured or

ignored, it serves as a source of reference. 	 While the museum

curriculum planners have no general framework of the museum, which

is not always oriented specifically to learning, and therefore it

poses different problems to deal with. Under these circumstances,
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forming a new museum curriculum is a new experience in breaking new

grounds in the museum as well as in the field of education.

The tyne of museum curriculuj It seems to he appropriate to define

the museum educational objective formulated in the curriculum

planning, as an expressive objective. The expressive objective is

an educational encounter in which the educator and the student are

invited to explore an issue of particular interest (Eisner, 1975, pp

352-354). The expressive objective is intended to serve as a theme,

around which thB skills and	 derstartdlng n t. twvt t'c

expounded.	 The statements of expressive objectives are: To

interpret; to examine and appraise; to create; to discuss. It is an

evocative objective, rather than prescriptive or laying down rules

as in the instructional objective.

'The instructional objectives are used in a predictive model in which

objectives are formulated and activities selected which are predicted

to be useful in enabling the learners to attain a specific behaviour

embodied in the objective' (Eisner, 1975, p 351).

In certain subject areas, curriculum specialists tend to emphasize

one objective rather than another. Such as in mathematics greater

attention is given to the instructional objective, than in the visual

arts, where the emphasis has been on the expressive objective. Museum

education is closer to the visual arts in their nature, and that being

the case we suggest defining the museum educational objective in the

curriculum as of the expressive objective type.
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The educational objective In this kind of curriculum is of the

empiricist perspective. It cannot; accept the Idea that some knowledge

comes a priori from the rational mind, independently of the experience

of the senses, but it does not reject the rationality, of man's power

to reason (Kell y, 1986, p 7). ThIs approach is an open one leading

itself more readily to adaptation nd development on the one hand,

namely on the planners' behalf and on the other hand on the behalf

of the learner.
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CHAPTER ELEVEN: THE HAIFA MUSEUH EDUCATTON CENTRE - A CASE STUDY
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11.1 Introducing the Ha Museum Education Centre - Present Phase

1965-1989

The presentation of the museum education centre draws together

sources and experiences during the years 1957-1989. In this chapter

we deal only with a the present state of development of the

educational work, 1965-1989.	 As the first phase (1957-1965) was

discussed already in the first part of this work (Chapter four).

The present state of The Centre's work is of a corpus of organized

educational programmes. The Centre encompasses a city-wide system

of museum education, in seven museums that are located in five

structures; each museum with its own specific traits, its disciplines

of knowledge and structured environment. 	 The Centre's educators

teach in the different museums accoriing to their academic background

corresponding to the museums' disciplines.

We must briefly establish basic elements of museum theory and practice

for approaching the educational work at the Haifa Museum Education

Centre. For education is essentially concerned with knowledge with

truth and values (Kell y, 1986, p 5) that are aimed to the youngster's

understanding of society.

Knowledge and values direct the planner at the museum education centre

who has built the curriculum based on the principles of child

centrality in education; a theory t:hat inspired Dewey's followers,

the founders of the 'Houses of Worker's Children' In Israel.	 A
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principle that guided the planner museum educational programmes from

the beginning in the late fillies and early sixties (Chapter four).

The other principles is of the integration of art in its historical

background, that are the elements that structure the subject of

cultures; and of integrating theoretical learning at the exhibition

halls and experimenting with materials at the workshops. A practice

that is apparent in almost all the museum learning modules, that

constitute the Museum Modular Curriculum.

We can not elaborate in the constraints of this work our description

of The Centre's relationships with the educational authorities,

however they will be briefly mentioned.

In 1963 an official kind of relationship of The Centre and the

district's department of the ministry of education and culture was

established.	 From that year on The Ctt-'s cv'v.tot	 s n't6

officially at the beginning of every school year to present its

programmes and plans, before the supervisors. The supervisors used

to visit the museums observing schools at work in the museums, but

refrained from Intervening in the work itself.	 They initiated

meetings of teachers, headmasters with The Centre's personnel, in

order to acquaint the teachers with the museums and make them aware

of the potentialities of the museum as a setting for learning, outside

school.

We may count 1965 as the firsL year of regular school study visits

to the museums, though sporadic visits took place before. 	 It is
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important to note that the rationale for Lhe schools museum learning

modules has been formed and structured at the afternoon elective

yearly courses (chapter four) that continue till today in addition

to the morning museum study tours of the school classes.

The first groups who came to learn In the morning hours were classes

of elementary schools of regular and special education, including

visually impaired children. 	 Second came the junior high school

classes. Third came university and teachers college students mainly

to observe an alternative framework of teaching. Over the years

teachers have come either as spectators or as learners. Last are the

hundreds of parents who accompany the classes to the museums who often

declare that participating as spectators at the mrrserrm learning of

their children was their first meaningful experience at the museums,

though they had visited them before.(1)

Each learning audience Is diflerent in its attitudes and in its

expectations of the museum visit arid is provided with a learning

programme structured to its neds In order to gain tire utmost benefit

of the museum experience. Tn the following discussion we will adhere

to learners of school age, md elaborate our discussion of the

structured educational programme of The Centre's modular museum

curriculum, of teaching cultures to youngsters aged 8-13, third to

ninth grade.

1.	 Table of growth in numbers of classes participating in The

Centre's programmes in the last ten years, 1979-1989, Appendix No.

Iv.
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11.2 The diffusion of The Centre's ideas_and concep

The term of curriculum diffusion in general is the spread of

materials, ideas, values, attitudes and behaviour related to the

school curriculum from one location to another (Kelly, 1978, p 19).

It is the process by which an innovation is communicated through

certain channels over time among members of social systems. It is a

process by which an innovation, Is communicated through certain

channels, over time, among the members of a social system to diffuse

a new idea is first to remove prejudices or well established attitudes

and convince them that their Interest will be promoted by the proposed

new plans (Rogers, 1983).

Diffusion follows the phase of implementation of an Innovation, the

dissemination. The aims of diffusion and dissemination are intended

to educational or cultural Institutions, that are responsive to ideas

and modes of education in various ways: to adopt an innovation and

implement it.

In this work diffusion is related Lo ideas and modes that have been

originated	 from	 the	 basic	 philosophy	 of	 concepts	 of

interdisciplinarity and interaction that have evolved at the Haifa

Museum Education Centre.

The planners of Museum Modiil ar CurrIculum at Haifa claim a

comprehensive structure of art and history In a hunanitles framework.

This concept argues against any curriculum approach that classifies

art in terms of art history In terms of periods (Mason, 1987, p 70).
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It sees a culture as an entity manifested by all sorts of objects such

as: tools in the prehist:ory museum, architecture in the old city of

Haifa, storage jars In ancient sea trade (Zomer, 1977) at the National

Maritime Museum; as conveyors of transmission of culture equal to

paintings and sculptures at the Ancient and Modern Art museums.

The consent among the members of the same social system namely school

teachers, to come for learning at the museum was a sign of the

diffusion of the museum's objectives. Because in Israel of the early

sixties 'the school' was considered to be the only cultural

institution to fulfil the functions connected with the youngsters'

education. Therefore, when schools began to visit museums for

learning It meant a change in their attitudes towards an Institution

outside school.

Museum educators on their part. had a challenge to integrate a new

institution and incorporate it in the min strewm of the education

system. In the late seventies and in the eighties, the tendency to

expose pupils from an early age to other cuult:uirnl activities,

theatres or concerts was augmented.

Consequences are the changes that. occur to an Individual as a result

of the adoption or rejection of an Innovation (Rogers, 1983). The

consequence of the introduction of the iuinovation of the museum as a

setting for learning signifies the change.

The channels of communicating the ideas at The Centre were through

the interaction with fellow teachers. First with neighbouring school
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teachers and later through the official channels of the district

supervision, who advised and recommended the museum as a setting for

learning, though no budget was allocated for this purpose.

The information exchange about a now idea occurs through a process

involving interpersonal networks. The diffusion of innovation, thus,

is essentially a social process in which subjectively perceived

information about a new Idea is communicated (Rogers, 1983).

Information exchange has taken place continuously and were more

easily organized because of the concentration of the educational

activity of seven museums by one office, of The Centre. Thus it is

possible to trace constantly information about the educational

activities and their effects, in monthly meetings of The Centres'

teachers, and by the daily data that shows up to date information

which served to assess the programmes. (2)

In the reality of schools at: Haifa, the implementation of museum

education theory and practice is t.o he found by the integration of

museum educational programmes iii the school curriculum, by lending

loan exhi.bitfons for display in (lie classrooms and in schools' halls

and corridors.	 This evidence of the accountability of museum as a

learning venue is apparent In the growing demand to come to the

museums year after year.

2. Forms of information, Appendix No. ITT.
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The diffusion of museum ediicat:ion ideas and the dissemination of its

methods can he seen in addition to schools in the courses for

teachers: (1) at the Haifa Universil.y extension courses of integrated

arts in museums, (2) at the Haifa school for teachers, the district

department of education and culture, the Haifa district. A higher

degree of dissemination of museum education theory and practice is

apparent in monthly meetings and In special short courses for art

teachers since 1985. The aim is to expose the art schools teachers

to the process of discovery of the possibilities that are inherent

in the objects as subjects for cross-curricular teaching. Thus we

train them theoretically and practically to disseminate the

interdisciplinary concept in the teaching of curriculum subjects at

their schools.

The most conspicuous case of the integration of the museum's idea

as a venue of learning, is by (lie official act taken by the

educational authorities in Israel in Incorporating the museums as

major resources for general education in the arts providing the

'culture basket' programme in Israel (1988'1.(3)

Assuming that museum ideas, concepts and methods are already diffused

in the school systems, we may agree that there are educational

advantages in terms of conceptual growth and accumulation of

knowledge of the museum education Iramework (West, 1985, p 41), to

the benefl.t of general education.

3. The 'culture basket' programme's general outlines, Appendix No.

V.
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11.3 Culture - A CornpreherisiySuhjct in the Field of Humanities

Culture Is the leading theme at: the Haifa Museum Education Centre; a

theme that encompasses history and art, that are included in the field

of humanities (Nye, 1984, pp 5-6). A subject in the museum curriculum

that integrates a specific mode of learning, both theoretically and

practically.

The 'humanities' are difficult to define (Collins, 1984, p 3). There

are two points of view that help to clarify the term 'humanities'.

The first is 'the intellectual movement that characterized the

culture of Renaissance Europe. 	 Renaissance students of the

literature of classical Greece and Rome, especially Greek, were

called humanists.	 Such students were optimistic about human

possibilities, attended to human achievements, and eschewed refined

enquiries into theological niceties' (Flew, 1984, p 153). The second

point is related to the subjects of humanities. According to the act

established by the national endowment, we find in its guidelines the

following definition. 'The humanities include the following fields:

history, history of criticism of the nrts, archaeology, comparative

religion, languages, linguistics, ethics and those aspects of the

social sciences employing a historical or philosophical approaches

to problems.	 '...The definition of humanities comes to help us

evaluate human knowledge, experience and values' (F'ye, 1984, pp 5-6).

Do humanities give us solutions to questions inherent In the human

condition? Humanities can only direct us in search of them, and grant

us some kind of human perspective, through learning. For instance
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the discipline of anthropology enables researchers to claim gaining

an insight to non European art philosophies, processes and forms.

The integrated humanities stiidles in the museum, namely teaching

subjects of this field provides a wider spectrum of knowledge of the

human being and a deeper understanding about oneself and one's

surroundings.

By learning in the museum we assume that the young person is better

equipped with resources to construct his own approaches and attitudes

towards the challenges in the future. Therefore, the museum's role

is essentially humanistic, namely to educate the person through

communication and interpretatfonof the collections, to become alert

to human beings to interact with others, and with the environment

(Nye, 1984, p 6). 'Through exhibits that quicken the sensibilities

of the viewer, one can make connections with moral issues that require

actions' (Collins, 1984, p 4).

We are surrounded by artefacts, socially constructed objects which

have meanings, practical for everyday use, emotional for spiritual,

religious and other purposes.	 The true 'humanities' approach to

things, reflects 'human nature' in its proper sense, namely building

a subjective attitude, and not to he content only with the information

about them.	 Thus it brings a wider knowledge and a deeper

understanding about ourselves and the world around us.

We may assume that the museum Is 'not; only useful to the learning of

'humanities' but indispensable in the quest for a way of enhancing

our understanding of ourselves, our environment and the relationship
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between the two' (Nye, 1984, p 31).	 Art and anthropology museums

provide us with a tangible record of human achievement. The painting

or a manuscript C8fl bdng reaHLy to the studies of humantlies, which

can be enhanced at the museum. 	 Before analysing the specific

integrated humanities studies at The Centre nd at other museum

institutions, we shall describe the core subject, which is culture.

lqhat is culture?

Culture was analysed previously as a socially structured subject

(Chapter three).	 In this chapter It will he examined from another

viewpoint, that of cultural anthropology, that culture deals with

through its manifestations of the arts and crafts related to history.

The first definition of culture was given by Sir Edward Burnett Tylor

in his work on primitive culture, entitled 'The Science of Culture'

(1871). From the usage of anthropologists, exemplified by E.B. Tylor,

the word 'culture' has spread to other social sciences (Gombrich,

1979, p 25).

In the historical development of the concept and the term 'culture'

we discern three meanings: The. first. is a way of distinguishing human

behaviour from the behaviour of other animals; the second refers to

cause and effect of human physical evolution; the third sees cultural

behaviour as an accumulation of ideas and objects through the ages.

In the eighteenth century, 	 when the words	 'culture'	 and

'civilization' appeared they were used as opposite to barbarism. The

concern of the eighteenth century in the age of enlightenment evoked



277

an increasing interest in in the cultural conditions of the past.

In the late eighteenth cenLury, especially in English and German,

'culture' became a noun of enlightenment or generalization of the

'spirit' meaning the 'whole way of life' of distinct people. 'In the

nineteenth century the term was important for the development of

comparative anthropology, designating a whole and distinct way of

life' (Williams, 1981, pp 10-11).

Dealing with the term 'culLiire' we realize constant changes in its

meaning, because of the development of social studies such as

sociology and anthropology. These sciences developed as a result of

objective observation and rcorc1ing of the laws of social

organization (Williams, 1981, p 16).

A culture is the configiiraLion of learned behaviour, whose components

are shared by the members of a particular society'. 	 It is also

presented by material objects, the creations of man, books, machines,

architecture and works of art. All those presentations are included

under the results of behaviour in the definition of culture by Linton

(1947; Ottaway, 1962, p 21).

The term 'culture pattern' has come into common use in the years since

it was first formed by BenedicL in her hook 'Patterns of Culture' in

1935. A culture's pattern can be a religious practice, or a way of

bringing up children, as related to a permanent need in society

(Ottaway, 1962, p 21).
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Cultures must be studied without ranking them in order of value, but

seeing each as an entity in its own right (Gombrlch, 1979, p 26).

This concept is the basis for cultural awareness, which is the social

main objective in teaching of cultures in Haifa Museums; teaching that

intends to understand people of various cultural backgrounds in our

multicultural society.

The manifestations of culture arjcraft and mythology

'Culture as a whole' writes Benedict 'is not merely the sum of its

parts, but the results of a unique arrangement and interrelation of

the parts that has brought about a new entity.	 We can satisfy

ourselves only by relating the particular symbol to the total

configuration of culture (1934, pp 42, 45).

The importance at this point of departure of the whole rather than

of its parts, has been formulated by the Gestalt psychologists. They

have outlined that the whole determines Its parts, and their very

nature. In order to better understand 'a cul tiire' as a whole, we have

to recognize its history and its hydra manifestations (Benedict,

1956, p 47).	 Each one of (he culture's manifestations must be

understood in its individual characteristics as part of cultural

history. The manifestations of cul Lure, or its expressions in the

visual, plastic arts and crafts, as well as iii mythology, help us to

reconstruct the culture as an entity.

The simple word 'art', correctly speaking, includes the visual arts

as well as the arts of 1 iterntiire and music. 	 In our notes we shall
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deal with the plastic, visual arts that express themselves by

representation of the visible world (Read, 1958, pp 16-17), such as

the artefacts at the museum.

Art is not necessarily beauty.	 'Art is the expression of any ideal

which the artist can realise lii form.' The expression that is an

embodied form Is really intuitive in origin. Read does not thinkI

can say that Primitive art is a lower form of beauty than Greek art;

although it may represent. a lower kind of civilization (1958, p 19).

'If art is embedded in culture, we must accept that different cultures

produce different arts...' (GombrIch, 1979, p 28).

The reasons that lead an artist to express himself are obscure. This

is the primitive and uneducated stirring of an instinct that makes

the artist arrange his motifs in patterns. 	 The arrangements are

achieved not only by the individual artist but also by the group,

which approves the selection of materials, techniques and forms, and

their arrangement is a pattern (Rend, 1958, p 26).

Artistic creativity has been man's heritage.	 What we intend is to

explore man's culture and its history, through its artistic heritage.

'Without art man and mankind would not be what they are. So why art?

Asking such a question may he like asking ourselves: Why man?' (Anati,

1981, p 210).

Art is fundamental and is bound with the elementary needs of a

civilization that finds its expression in a tangible medium such as
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earth in architecture (fle Thier, 1982).(4) This coincides with the

idea that through such selection a culture finds its way in material

techniques and creates its own cultural traits, serving its

materialistic needs.

Pottery which is made of the earth, is at once the simplest and most

difficult of all arts. Historically ft Is among the first of the arts

(Read, 1958, p 33). Vessels were shaped by hand and dried by the sun.

Due to technical inventions such as the poLter's wheel and the kiln,

man could create botl1 for his use as well as for pleasure.

Oral traditions may be changed by transmission the artefacts of the

same people or societies exist independently. They are the truest

echoes bringing down to us not only evidence of a society's physical

existence, but also reflections of its spiritual life. 	 Beyond the

evidence of social exist:ence, art is as well the expression of the

individual (D'Arcy, 1961, p 13).

How do cultures express and build individual traits? Every culture

makes use of certain selected material and Lechniqiies. Selection is

the first requirement, and without selection no culture could achieve

intelligibility (Benedict, 1934, p 219).

4. Exhibition 'Des Architectures do Terre' 1981-1982, Centre Georges

Pompidou, Paris.
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Cultures are classified by their expressive activities. 	 Despite

having the same mores and the same work habits, if their art is

different, they are different.

Nan's life in early periods is documented through paintings on the

walls and ceLliiig of caves. This evidence t:ells us in a visual way

a clear story about prehistoric culture. From the dawn of history,

one of the distinguishing features of human spirit has been the need

to record personal and group experience (D'Arcy, 1961, p 13).

Art historians can identify a culture and age. by examining works of

art that are found, either whole or in fragments. These artefacts

are in many cases the only evidence about a culture.

Early man's keen observation is revealed in the depiction of three

dimensional animals, such as game. 	 Did man paint them in order to

overcome his fear, or as an act of self-convincing in his success.

Whatever the reason, he documented situations as well as feelings.

We may assume that the need for communication with his fellow men was

the motivation for the paintings, signs to be understood by the group.

Only in societies in the stages of disintegration, does art lose its

social character and becomes more individualistic (Clark, 1964, p

224).	 'The work of art stands as summary and chronicle of human

experience.	 Floreover, the work of art embodies man's capacity to

communicate by symbol making, such as prehistoric man, described

through painting and hunting scenes (D'Arcy, 1961, p 13) in the

Lascaux Cave Sanctuaries of Prehuistory (r.amirig, 1959).
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'Art is partly historical, partly religious and partly aimosphereic'

(Read, 1958, p 25).

We need to combine knowledge in reconstructing a culture various

elements brought together from the different disciplines of

humanities and social studies. Therefore the teaching of culture must

be an interdisciplinary acLivity. 	 In our research we limit the

teaching of cultures to those sources of knowledge of art and history

that are communicated to us Llirough objects which are the museum's

core and language. (See figure No. 5).

Figure No. 5: Culture definitori aggregate

CUIJURE

B. TYLOR'S IJEFINITION;
CULTURE AS A COMPREHENSIVE ENTITY

R. BENEDICT IN
"PATTERNS OF CULTURE"

CULTURES'
MANIFESTATIONS

ARTS AND CRAFTS	 J	 I	 HISTORY

PRESENTATION IN
EXHIBITiONS IN A MUSEUM
MUSEUM PRESERVER OF

HUMAN CULTURE

CULTURAL AWARENESS
BY THE HUMANITIES APPROACH

IN MUSEUM EDUCATION
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11.3.1	 aching cultures throughJç_humanities approach

The philosophy of integrated studies in humanities, where 'culture'

is its core subject, is considered an approach that gives 'coherence'

to the humanities area of curriculum, that might otherwise be lacking.

The unity recognizes a field ol knowledge Lliat Is focused on the

central concerns - the human condition. (Neighbour, 1986, pp 20-24).

'Simply to study' something does not lead to the sort of comprehension

which a good humanities teacher alms at. You can understand things

without comprehending them in the way 'implied' by humanistic

learning. In such a context what is important is to develop the skill

of empathy. Without this skill no information is of avail (Holly,

1986, pp 5-6).	 This is a humanistic way of learnig, a way of

involving the learner both intellectually and emotionally in

acquiring knowledge and develop(iug an emotional way of involvement

in the studied subject matter.

In her book 'Changing Museums', Harrison (1967) identifies a trend

in all forward-looking educational theory of today, it is a loosening

of subject boundaries. Indeed 110 d'1initive line can easily be drawn

between aims of art, history and social anthropology (Mcleod and Mack,

1985, p 6).	 Social studies replace geography; drama and movement

replace PE. Many subjects coalesce and become civics, and English

tends to spread everywhere. So, too, a concern for appearance, for

seemliness	 and	 quality	 in	 our	 environment must not be

departmentalized, but should permeate every part of school life

(Harrison, 1967, p 14).
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Integrated humanities should he playing an essential key role in this

challenge' (Robson, 1986, pp 83, 92).

Multi-cultural education has to equip youngsters to deal in a

muti-racial society. Therefore it is important to expose children

to cultural practices of their parents' culture outside their own

home, in order to share then wi Lb their peers.

The first project is teaching different cultures, arts and crafts,

'Art and Design in Multi-Cultural Society' , has taken place in the

Leicester school system (Allison,	 1985, pp 217-223).	 Later

Birmingham museum organized a 'vision of Africa' summer holiday

programme in response to the requests of the local Afro-Caribbean

community (Simpson, 1987, p 1).

Multi-cultural educational work has also been one of the priorities

of the British Museum Education Service In the 1980s. 	 Its aim has

been to 'develop a greater interest in the non-European world among

the "general public", schools arid colleges, nnd teachers in training'

(Reeve, 1987, p 27).	 A step was taken by the British Museum to

promote the multi-cultural work of the Oriental collections in the

British Museum and in the Museum of Mankind, which is the ethnographic

department of the museum.	 Another kind of initiative to develop

programmes on faraway cultures has taken place in the Museum of

Mankind where a special display was mounted as a response to the

impact of two BBC schools television series of North American Indians'

life and culture. This way of combining efforts of two channels of

communication is the only way for museums to flourish in the next
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decade (Burgard, 1983, p 20).	 An idea that corresponds to the

approach that conceives the museum as part of a cultural apparatus

(Chapter six).

The decision to teach cultures through the visual arts, both at

schools and in museums, signifies recognition of Lhe importance of

this educational approach In our present multi-cultural society. It

is interesting to note the criteria in Leaching several of the GCSE

subjects in humanities. It is to seek the possible contemporaneous

perspectives that should be incorporated within each syllabus

(Haslam, 1986, p 13). Museum programmes In humanities show the same

concept of complementary perspectives in their curriculum in subjects

such as craft, design and technology (Sorell, 1987, p 20) in classical

civilization (Syrige, 1988, p 9) and at the Haifa Centre In teaching

peoples cultures integrating the arts and history.

Humanities as an approach came into being because of the need to

juxtapose subjects often divided n school curricula. This approach

may be described as a horizontal method of apprehending a complex

subject.

Inmost museums we cannot illuminate all the elements that should be

included in the humanities approach, such as philosophy, music and

literature, for most museums at Haifa are each built around one

discipline. However, in museums of a comprehensive interdisciplinary

nature, this approach can he more widely expanded.
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Considering the objective conditions we introduce at The Centre an

approach of teaching works of art and crafts set alongside one

another, related to history at the Haifa 1useums. The significance

of this relationship is that 'history is a study of what goes into

the make-up of an age: humanities is a study of what goes out of it'

(Satin, 1969, p 6).

11.3.2 Teaching Art in the Mueurn

Read in his book 'Educnt.Ioti Through Art' (l9'8) discerns three main

activities in art education. First, the activity of self expression

that strives to communicate thoughts and feelings to other people.

This activity cannot be taught, hut students can be Inspired. Second,

the activity of observation that is the individual's desire to clarify

conceptual knowledge and to buuijd his memory. This activity is almost

entirely an acquired skill, and can be taught. Third, the activity

of appreciation that Is a response to other people's modes of

expression. This activity can be developed by teaching (Read, 1958,

pp 208-209).

Both Read and Eisner bel ieve that art should be the basis of

education, because of its special qualities. Scholars have played

with this thesis since the time of Plato, hut they never saw its

feasibility. In 'The Laws' Plato suggested that a work of art has

three aspects that require consideration: its charm and propensity

for giving pleasure, its technical merit and its propensity for

producing good or bad effects' (lthrrow, 1976, p 57).
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Read offers a classification for the accumulated observation and

facts that are important to the processes of perception and

imagination involved in art and education alike. The technique of

aesthetic education has distinct aspects involving the senses, each

one corresponds to a different branch of arts and crafts. The visual

arts are connected to the visual and tactile senses that play an

important role in the process of learning through handling objects.

It is difficult to separate visual and plastic experiences, as they

are both involved in any unified apprehension of the external world

of space (Read, 1958, p 9).

In his book 'Educating Artistic Vision' (1972) Eisner suggests two

justifications	 for	 the teaching of art:	 The contextualist

justification and the essentialist justification.

The contextual justi ficnlfo,i has to lake students and the larger needs

of society in its frame of reference. 'It might give new conceptions

of modes of artistic behaviour, new Ideas of what might constitute

the curricula of the class. . . and give its share in the process of

exploring social relationships' (Eisner, 1972, p 212).

The second type, the essentialist. justification, emphasizes the kind

of contributions to human experience and understanding that only art

can provide (Eisner, 1972, p 213). The visual arts deal with an aspect

of human consciousiiess: the aesLhetic contemplation of visual forms

that are to be found. In order to understand art, we have to refer

to the works of art themselves in the context of each separate subject

that we teach.
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Another point of view is represented by Field who enumerates certain

requirements for the sake of the youngster's mental development.

Among these requirements is the assimilation of art, connected with

history. This requirement assumes that art is an active factor of

self development, and 'each pupil should have begun to see the

situation in art fri a historical content' (1970, pp 79-80).

Making art essential in educa 	 Eisner criticizes the prevailing

attitudes to art, that is defined as a rational. Attitudes that stem

from the theory that reason is a condition of rationality. Reasoning

is believed to require logical treatment of words, operations of the

mind while the arts do not employ logic therefore they are placed on

the margins of a rationality (Eisner, INSEA Conference, 1982, p 21).

This point of view grants art a low status In the school curriculum

arid accordingly art does not enjoy sufficient attention in teaching.

Eisner does not agree with placing art in the margins of a rationality

and consults the dictionary of psychology in defining cognition:

'Cognition is the process through which the organism becomes aware

of the environment'.	 In such a process the function of the senses

is crucial, because they supply information biologically. 	 This

process brings to the consciousness the aspect of the qualitative

world (Eisner, 1982, p 23). Tn order to acquire the qualities of the

world, abilities are necessary to 'pick up' information. 	 Art

education cultivates sensitive perception, develops insight, fosters

imagination and places a premium on well crafted form.	 These

objectives serve as basic goals that guide the planning of museum

education programmes. 	 Abilities to think, feel and create are

nourished by direct encounter wiLh objects of diverse forms, whose
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patterns appeal and evoke the senses. Time and environment provided

by the museum allow each student to see and to develop insight and

imagination, according to his own ability and his own pace. Because

'the kind of concepts which we are able to form is determined by the

skill and intelligence with which we can use our senses, and the

qualities to which we have access' (Wei Lz, quoted by Eisner, 1982, p

24).

11.3.3 Teaching history in the rseum

At the root of all our judgments there are a certain number of

essential ideas which dominate and play a role fri our intellectual

life. They are what philosophers since Aristotle have called

categories of understanding: ideas of time, and space, class, number,

cause and personality etc (flurkheim, 1971, p 206). We cannot conceive

of time, without distinguishing its different: moments. 	 We cannot

represent what the notion of Lime is, without measuring it or

expressing it without objective signs. 	 'Time is like a chart, where

all duration is spread out before the mind, and upon which possible

events take place.' Time is thought of similarly by everyone in a

single civilization, and its organization is collective. It is

conceived in relation to all things that are taken from social life

that are temporarily located (Diirkheim, 1971, p 207).

There exists a distinction between two approaches to history:

Whereas the historian envisaged by many
methodologists of history seems primarily concerned
to explain actions or events.. .we are typically
concerned to explain certain material and visible
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deposits left behind by earlier peoples' activity.
The historian is primarily interested in actions
that are documented, not in the documents themselves
(Baxandall, 1985, p 13).

'The past is ever subject. to inLerpre.tation, and we will never be able

to recreate it completely with all of its subtelties and texture or

to know the past as participaliLs in it might have done.' (Deetz, 1980,

p 40).

By restoring the continuity between objects and people, the objective

of acquaintance with the past in learning history has to be achieved

in learning methods that will furnish the. youngster with tools of

appreciation of the living present (Dewey, 1934).

The contributions of history to general education is for acquisition

of knowledge and social awareness.	 History is taught to stimulate

Interest in the study of the past; to teach the principle of

continuity and change, as conditioned by the nature of cause and

consequence; to motivate learning about one's own people's past, in

order to know how to judge situations In the present; to learn social

and cultural values in different periods of history, 	 of different

cultures;	 to develop study skills such as to locate and extract

information from primary and secondary sources; to analyse and

organise information and construct: a logical argument.

Museum exhibits and the way they are displayed assist one to recreate

a more meaningful picture of the culture as an entity and learn about

people who made and used the objects;	 objects that were made to

satisfy a practical or an nbst:rnct riced.	 The museum serves as a
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conglomerate of tangible primary sources Lo serve these goals. At

the museum the student's encounter with the exhibits should set in

motion a process of reflection about them, lead him to build a

communication with the past. The encounter with tangible material

is not supposed to be liinfted to museums, but should include castles,

churches, battlefields, bridges and any other surviving elements from

the fabric of each country's past.

Excavations of whole sites furnish us with the ability to reconstruct

whole scenes of life in the past, such as the museum which was built

in situ in Cologne and displaying the exacavated findings, in the

Romische-Germanisches Museum (Cachia, 1987, pp 8-14).

An example of active learning in historical sites is at Bontoro near

Pavlikeni, Bulgaria.	 The choice to safeguard the finds was for

on-site .preservation and display, which signifies a departure from

the standard procedure ol moving small ceramics kilns into exhibition

halls.	 The reconstruction ol ancient technological processes was

made possible because of defect ivi' pottery that was found together

with potter's tools and consequently, an equipped workshop was

restored.

It is important to mention that the site has been saved by the local

community. The members provided the resources to render the place

as part of their cultural environment. The site, which is in harmony

with its social and natural environment now serves as a summer school

for young specialists who have gained an opportunity for putting the
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theoretical knowledge acquired at university into practice in the

workshops in situ (Sultov, 1985, pp 136-139).

An elaboration on the problem of adequate interpretation of cultural

changes in the reality of a soc:iety at a given period, is discussed

by Deetz (1980, pp 40-45). lIe points out the lack of attention to

presenting changes through displays in museums. Though there is the

element of continuity, which is usually presented in museums that is

important In understanding longer traditions of a cuture, the

crucial task is to interpret di fferences in the fiinct ions of objects,

that reflect cultural changes; this aspect is not adequately dealt

with in museums.	 Museums can interpret cultural changes if prior

research is utilized to point out such changes and through displaying

the objects in their proper relation to place and time.	 An entire

house which is located for this purpose, can provide an ideal

opportunity to explore these changes. houses are containers of types

of social groupings, of one nuclear family or of an extended one.

Houses also portray the way of life typical to their period, and the

same house can change functions in another period.

The most ambitious of America's historic houses are the full scale

community recreations, like colonial Williamsburg.	 Such complexes

are creating new dimensions for interpretation, for instance, the

relation between structures suggests one of those dimensions. In this

way, there is the possibility of recreating the spirit of 'a whole

slice of a world'.	 Through simulation of activities, the museum

personnel become interpreters, and the more they live the life of such

a community recreation, they bring to their activities a sense of
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reality. Thus an ambiance is created in which visitors can immerse

themselves and gain a deeper understanding of a period and its

characteristic traits, different from their own. Deetz considers a

community recreation as a single exhibit and must he treated as such

and only then can it convey a sense of cultural change.	 Such an

exhibit, like colonial Williamsburg presenLs the most appropriate way

of placing the visitor in anoLher time, and giving him a sense of the

changes that marked the progress of American culture (l)eetz, 1980,

pp 40-45).

Deetz has enriched the scope of interpretation In two ways: first,

by extending the meaning of 'object' from a portable thing in the

conservative meaning, to an entire community recreation. Second by

evoking our sensitivity to the need of displaying changes that take

place in society's life, hut are rarely presented in museums.

Planning complex entities of display need the collaboration of

experts to work in the spirit of Interdisciplinarity, an idea of

Riviere, whose concepts have brought about the establishment of

ecomuseums (Images of Ecomuseums, Chapter six).

Arbitors of humanistic and social sciences provide us with an insight

into artefacts as sources of learning history, as they have discussed

the subject in a colloquium (19R1). Six different categories of using

artefacts in significanL ways were offered in t:his colloquium, by

museologists from different types of museums. Their departure point

was Schlereth's assumpt:ion that. 'teaching history from material

culture is worthwhile'.	 The possibilities suggested in the

colloquium have an interdisciplinary nature that can fertilize
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multi-faceted education programmes, both in the sciences and in the

humanities; such as:	 Chemistry - dealing with an object's

consistency; Ethno/Geography - relaLing to the place where it was

found to its usage and the technique by which it was made; Art -

analyzing the form, the design arid style of the object, in the realm

of art history, or expressing one's impression of the object in a

workshop setting (Fertig, 1982, pp 57-61).

All these disciplines contribute to the knowledge of and empathy with

a culture and iLs spirit in a given period and thus accordingly it

is possible to restore the continuity with the past through objects

(Dewey, 1934, p 10).

11.4 Museum Modular Curriculum

The modular curriculum for teach lug cultures in the museums of Haifa,

is integrated in schools curricula and It exemplifies the fruits of

interaction between the museum and the schools. It also displays an

interdisciplinary approach to the programme, which has been tried out

and tested since 1965 with boLh primary and secondary school classes.

The term 'modular' is derived from the way in which such units,

modules, are used in the curriculum. The module is a short unit of

learning, linked together in a scheme of such units. When each unit

has its own targets but may as well have general aims, methods and

assessment objectives. The central aim of the module must be made

clear and can be broken into the lollowing objectives: Concepts: the

key ideas and basic themes. 	 In the museum the objective is the
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understanding of a culture taiigliL in an integrated method of mental

and physical competencies learnt through practice: It is the

performance of knowledge of the subject matter, through creative work

with materials at the workshop and development of behaviours:

'personal and interpersonal actions, traits or dispositions that need

to be encouraged' (Warwick, 1987, p 115). Within the museum there

is a unique environment, and new kinds of relationships evolve between

museum educators and learners and among the learners themselves. This

serves the ultimale goal which Is Lo constriicL a balanced programme

that includes the development of perception, skills and social

behaviour patterns and habits.

An acceptable terminology of modular planning of individual units are

regarded as relating one to the other in three kinds of ways:

Complementary - in which modules may be taken at any time and the

performance of one is unrelated I.e performance in another; Sequential

- when modules are interrelated, but sequence may be varied. The

outcome of one cannot be Independent of the outcome of another;

Articulated - wheii there is a Ii icrarchy that must he. sequenced in

time, so that the completion of the first module is a prerequisite

for the study of the second (Warwick, 1987, p 83).

There exist objective facLors that, modify the planning, factors that

must be considered when bu F idiiig the. yearly museum modular

curriculum, factors that ma<e. the modules in most cases complementary

ones. The increasing demand for the museums' learning modules, make

it difficult for the museum to teach: a requested subject at a suitable

time for the school.
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These factors have urged The Centre's educators to look for further

solutions in response to the growing demand. Solutions that are in

accordance with the basic concepts of museum education thinking, such

as the planning of interdisciplinary projects (Chapter twelve),(5)

Programmes of the sequential kind, of two or three units that take

place two or three days in success ion. Such programmes when accepted

signify that there is a diffusion and dissemination of the museum's

education ideas and concepts in the daily educational work of the

schools.

The museum educational approach to the planning is the thematic

appoach (Warwick, 1987, p 14).	 The thematic approach has several

points, the last two of which are as follows:	 different subjects

contribute inputs to single integrated modules; subject boundaries

disappear with thematic siihjecLs. The thematic approach (Figure No.

3) gave lead to the interdisipliiinry concept by integrating the

subjects more closely that are dissolved into large ones.

In the case of the subject of 'a culture' the thematic module lends

itself to endless possibilities of integrating subjects in humanities

such as art, history and geography (see Figure No. 6); the integration

of disciplines of humanities and and natural studies in the

interdisciplinary project of prehistoric man (chapter twelve).

5. The interdisciplinary projects, Appendices Nos. VT-Vu.
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Figure No. 6: lihe Themat	 App roaçJl_flfld Its PossibiliUs in Teaching

Art (1)	 ,- Culture	 Geography (3)

History (2)

(1) Art is taught in relation with culture

Art is taught independently for aesthetic education

The language of art

Art is taught as a vehicle for self expression through techniques

(2) History is taught in relation to culture at the museum

History is taught at school for the understanding of the

background of a culture to he taught at the museum

(3) Geography is taught at school for the understanding of the

geographical facLors in relation to a culture to be taught at the

museum.

The Haifa museum education curriculum offers the subject of cultures

which is taught from the contextual point of view in one unit, the

M.LJI, when each culture will require as many M.L.N.'s as needed.

In the process of learning a 'ciii Lure' in the museum, Lhe student is

exposed to two main kinds of learning, theoretical and practical, both

kinds of learning are encompassed iii one M.r1M. (Figure No. 7). While

the theoretical part takes place iii the exhibition hall, the practical

part takes place in the workshop, where. the learner tries to express

his impressions, experimenting with materials. 	 In the workshop the
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learner is free to build shapes, forms and work in techniques he was

acquainted with theoretically Lhe xhibition hail	 or to create

something new out of his own imagination (see images from Greek).(6)

Both methods of enhancing the subject matter can be defined as

recreation which is a psychological process of internalizing the

impressions that the perceiver oxprienced. The work with materials

has a fundamental importance, assuming that by 'doing' we understand

the subject better; the combination of th two can he formulated as

'knowing is doing' (Bruner, 1977, p 29).

Figure No. 7: A museum learningj	 (ffiLjL) - structure

A museum learning module (M.I,.M.)1
Preparatatory work

in the classroomI
introductory session

lii the museum

1

Theoretical part it' the exhibition hail

(learning through objects)

I
Crent.ive part:

in the exhthition hail

at the workshop

The mode of learning at the museum is by enqiti ry, discovery, by

discussing and creating. At t.he exhibition halls it is by relating

to objects (Jones and Hadeley, 1983) and at the workshops from

experimenting with materials.	 At this part the t'LL.M. the learner

draws impressions by writing or painting or reporting to the class

6. Students' works, appendl.x No. VIII.
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about what; one thinks, feels rind learns.(7) The same two modes of

both theoretical and practical work are exercised at the afternoon

courses.

It is important to stress that; (:lie continuous co]]nhorntion with the

schools' community in the last t.liree decades has paved the way to a

mutual understanding and to regular meetings to confer and pursue to

what extent both theory and practice have been inevitably been often

assessed and consequently have been sharpened up (holly, 1986, p 1).

We may assume that the positive hit eraction have made the way for the

diffusion and dissemination of the museum educational concepts, by

integrating the museums' M. I,. I. in the school curriculum.

It is almost impossible to survey all the pertinent material, but the

main points that were discussed eluidlcate the educational way The

Centre chose to pursue.

11.5 The Museum Expejjce

The centre of our interest as museum educators is the totality of the

experience gained by the learner, the perceiver at the museum; an

experience that is made up of different strands of knowledge and

aesthetics woven together to one elility. (Duckman, 1986, pp 120-121).

The museum experience is a muulLi-faceted subject that encompasses

interrelationships, such as those between the objective and the

7. Questionnaires for participnnLs in the 'LII.M., Apponuix No. III



301.

subjective.	 'The linguistic philosophers would tell us that the

artefacts are objective In relationship with the man, the subject'

(Pearce, 1986, p 198). The Interaction between the. two produces the

basis of museum experience.

The relationship between human beings and objects,
be they of everyday use or coollector's items, is
not a simple one-track process. People concurrently
live in three environments, the one that is, or
could be accessible to their senses, another in
their memory, which houses their past and inherited
traditions and another still in their imagination.
Both memory and imagination may endow objects with
spellbinding force with which actual experiences
cannot always compete (WithIn, 1970, p 2).

The objective facets that infliir'nce the perceiver are inherent in the

museum's nature.	 The museum provides the environment and the

collections that generate knowledge and aesthetic sensual pleasure.

They constitute the object iv.-' has is and the source of the encounter

of object and subject. The subjective factor is the perceiver, in

our case the youngster, a school piipi I or student who comes to the

museum to see, to absorb, to learn, and to experience.

In order to understand what kind of experience he lives through, we

have analysed various aspects of the process of learning (chapters

eight and nine), and we are about to sum it up. The museum experience

takes place in an environment, which is the most remote environment

for youngsters, the most unknown; Therelore it retains secrets and

surprises, it appeals to the imagination and creates anticipation.

The objects and their environment are different from the books, maps

and other aids used in the classroom. The objects in the exhibition,
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and the exhibition as a whole, create a new reality that lends itself

to a rich and fertile flare of t.he imagination.

When objects become exhibits they necessarily take on new meanings,

they are transformed.	 The objects become symbols when they are

displayed, as they embody an idea and to deliver a message which

affect the spectator.	 'The miisoims are approachable from many

directions and in an almost infinite number of sequences and

combinations. The meaning ol a visitor's experience depends on the

choice of movement among stationery symbols' (Annis, 1986, p 168).

The museum structured environment can be compared to a theatre. In

a theatrical performance the director decides about the place and

movement of the actors and the message is in the hands of the actors.

In the museum, the curaLor visualizes and the designer plans the

display of objects in the exhibition hail, and the objects are

expected to deliver the message. The placement of inlividual actors

or exhibits as well as their interrelntionsldp in the overal ensemble,

has a positive or negative result, which will either invite the eye

or will reject it and this it will deter curiosity or enjoyment of

the sight.(8) Concerning the element of movement in this interaction,

while in the theatre the actors move, in the exhibition hall the eye

of the visitor moves and reaches the message. 	 Eich visitor ties

8. See 3 pictures of an arrangement of paintaings that ignore the

capacities of the human eye and brain (Wit.tlin, 1970, Figures 3la,

31b, 3lc).
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together his own associations with the meaning of the message that

he receives through the object. (Wittlin, 1970, p 2).

Actually, the exhibition and 	 the stage performance serve the

perceiver as an intriguing structured stage br his own play. The

exhibits as individual entities or parts of a whole exhibition, can

have a suggestive and Intriguing effect on the beholder, and therefore

we cannot underestimate the role of the curator (or stage director)

in designing their performances.

Museums have to provide a continuity of interrelationships as the

perceiver moves from one object Lo another. This is Important for

an experience that will not stay just in the superficial encounter

with the object, but will allow the Individual interaction%

communication, decision making and explanation, through a self

directed approach.

It is an element that instills in the individual confidence in his

own abilities and motivates further enquiry (hIouseri, 1987, pp 41-49).

Our examination of museum experience will he enriched if we refer to

the theory of experience in education in general. Experience can be

examined from the point of view, of the quality of any experience

because any experience has an immediate. aspect of agreeableness or

disagreeableness that influence Inter experi ences.

The effect of an experience sets a challenge to the museum educator.

It is his role to arrange for the kim! of activities which will engage
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the student in a rewarding way, since they promote. the possibility

of having desirable future experiences (Dewey, 1938, p 27).

The museum experience is an experience of reason and feeling. The

reason is the cognitive part of learning through the visual. Without

seeing we cannot experience the appearance of an object, hut through

the act of seeing we are enriched with new forms, colours, textures,

lines and other elements that create the appearance of an object of

art or craft in the eye of the beholder.

There are scholars who believe that there must he a demarcation line

between reason and feeling, and 'wherever the frontiers are violated

and the head and heart are upset, lntellecLiinl disaster ensues'

Gombrich refers here to the rational study of art., that is right for

any rational study of art to dispose of 'popular misconceptions and

thus it clears the the way towards an improved understanding. He

distinguishes, for example, between the discovery of Van Gogh, which

is a matter of the heart, from knowing of his existence which is a

matter of the head. Gombrich discusses the visual memory, an element

that accompanies the beholder later in life, and 'is rooted in our

recollection of places nd things'. iTe assumes that there is plenty

of evidence that our topographical memory contributes to our capacity

to recall of an exhibit that left its imprint Lhat may sometimes serve

as a key for retrieval of a whole experience (1979, pp 204-208).

What is the right disposition of the youngster In a discovery museum

visit?	 This is the youngster who looks at the exhibit, becomes

illuminated from within, rends the labels, looks again, reads further
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and proceeds to other exhibits, being convinced that they will teach

him as the former did.	 This youngster went: through a process of

intellectual learning that ndded to his knowledge and to his

confidence in his own ability.

Understanding the learner will provide us with guidelines for how to

teach in the museum in the right way, in hacking the learner through

an 'agreeable experience' (Dewey, 1938, p 27) and that the encounter

with the objects will intrigue the youngster's curiosity atd

encourage him to visit the museum again to look for further

excitement, both emotional and intellectual (Butler, 1968, p 337).

In experiencing a work of art aesthetically, we
perform two different acts which merge into one
experience. We build up our aesthetic object, both
by recreating a work of art according to the
intention of the maker, and freely creating a set
of aesthetic values comparable to those which we
endow in a sunset (Panofsky, 1955, p 38); as in
Wordsworth's poem 'My henri leaps tip'

My heart leaps up when I behold
a rainbow in the sky:
So was it when my life began;
So is it now I am a man;
So be it when I shall grow old,
Or let me die?
The child is father of the man;
And I could wish my days to he
Bound each to each by nnt:ural piety
(Williams, 1971, p Il).

The museum experience builds itself up in n unique way and at a pace

peculiar to the individual visitor. 	 It is a continuous experience

that begins with expectations and curiosity and motilds itself at all

stages of the visit.	 Ti is a psychological process of perception,

with a state of the mind, cultural background, faculties and
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abilities,	 to	 sense	 emotionally	 and	 analyse	 intellectually

impressions that stem from the composite objective reality of the

museum.	 This reality Is the museum's structured environment,

including the objects, the exhibition and its interpretive scheme.

Every visitor brings a distinct set of experiences, interests and

motives.	 Most visitors get general information. 	 The role of the

museum educator is related to museum experience of the visitor though

it is limited. The museum educator himself cannot build a landmark

experience, but he can provide a great deal of raw data, so that the

opportunity exists for the Individual to synthesize it for himself

(lleinemann-Curian, 1982, p 19).

The museum experience, as we have seen, is a total experience that

is conditioned by a great array of objective and subjective factors,

'which fulfils the spectrum of human needs, and that are not available

quite the same way anywhere else' (Bloom, 1984, p 59). 'The totality

is thus always complex, and invariably difficult to analyse.

Normally, the visitor's first impression Is visual throughout his

stay in the museum, despite lRbels or charts' (Brawne, 1984, p 141).

Every experience in general both takes up something from those which

have gone before, and modifies iii some way the quality of those which

come after.	 At the bottom of this principle of continuity is the

habit that is interpreted biologically (Dewey, 1962, p 35). It covers

the formation of attitudes, both emotional and intellectual, the way

of meeting and responding to all conditions that we encounter in

living.



307

There are two ways in which learning serve the future. One should

be called the extension of habits or associations and utility and is

limited to skills. The second way in which earlier learning renders

later performances what Is.. .more accurately the transfer of

principles and attitudes. 	 This type of transfer, 'Is at the heart

of the educational process, the continual broadening and deepening

of knowledge In terms of basic and general use ' (Bruner, 1977, p 17).

The museum experience that is a moving force that arouses curiosity,

strengthens initiative and promotes the youngster's interest in his

surroundings.	 It bears the potentialities to he woven into the

youngster's educational process that will tnke the youngster beyond

the museum walls, to life itself.
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CONCLUSION - PART TV

In the last part of this research, we have. dealt with validating the

hypothesis of this research which is the museum as a setting for new

learning, by the analysis of a case study, of the Haifa Museum

Education Centre, and its educational work; an institution whose

planners discerned already in the late fifties the possibilities that

are inherent In the museum as an Instrumental corpus of educational

potentialities in the process of tile socialization of the youngster

in the society of today. An objective that has not lost its impetus

today and was declared as being one of the key roles of museums in

the conference on museums: 'Towards the Millennium' (Editorial, 1989,

p 19).

The last two chapters of this part have closed the circles of an

analysis of The Centre, that were opened in the first part of this

work. While in chapter four the evolvement of the educational work

at The Centre at its first; phase during the years 1957-1965 was

described, In this part The Centre's educational work in its second

phase from that year until today was analysed.

The focus of our discussion is on the processes of learning at the

museums of Haifa that suggest a wide range of collections of different

disciplines. These various collections have offered a wide spectrum

of possibilities in building the museums' educational work and in

constructing the museum modular curriculum, which -Is based mainly on

the subject of cultures; from prehistory to modern art. The subjects

are offered in sequence year after year to school classes (third to
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ninth grades) and thus the museum enhanced	 understanding of

himself (Nye, 1984, pp 6-7).

Museum education has acquired iLs prominence in the last few decades.

'In most cases it has become loget:her with looking after cultural

heritage, the main justification for the museum's existence in the

eyes of the public' (Schouten, 1987, p 240). The potentialities in

the teaching of the core subject of cul tiures through art and history

in museums can be observed In the proliferated programmes that

constitute in the museum modular curriculum at the Haifa Museum

Education Centre, as well as In multicultural education and

integrated humanities programmes (holly, 1986, pp 1-8), in museums

in Britain (Jem, 1987, No. 7).

The museum visits by school classes, a few every year, constitute a

continuity of experiences that fall within the. scope of life

experiences (Dewey, 1938, pp 73-88).	 They suggest a new kind of

social experience of learning that. is acquired through the specific

mode of learning that developed at: The Centre. This experience during

a full study day is formed by the interaction between learners and

the museum educators as well as between the learner and his peers.

Thus the individual learners' social learning environment is enriched

and expanded.

The Centre has gained Its status as a vital educational institution

and is included in the mniiist:rnam of education because it developed

a new ki.nd of programme.	 Programmes that interpret human heritage

collections, through structured uuni t.s, the museum learning modules,
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involve the intellect and the emotions by engaging the cognitive and

the affective domains of the learners, both slow and gifted.	 It

offers an accessibility to a new source of learning about the world,

which cannot be available at any oilier venue.

The unique contribution to learning at The Centre, that began with

a few afternoon courses and workshops (chapter four) has grown into

a recognized Institution and its modular curriculum has been

integrated into all the primary schools and partly junior high schools

in the city. The Haifa Centre of Museum Education proves in micro

of what happened in the general scene of oducntion in Israel and in

England. It has been drawn to the mainstream of education officially

by the Ministry of Education and Culture being included In the museum

education programmes of the national curriculum in Britain and of the

I	 I
Culture Basket in Israel, since 1989.
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CHAPTER TWELVE: CONCLUSION
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The major purpose of this thesis is to evaluate the hypothesis of the

museum as a setting for new learning Find its implications for the

future.

In this research we have examined the museum that proved to generate

knowledge and provide an environment which nourished the new ways of

teaching and learning. 	 Thus, a new venue of learning which is

comprised of social and educational aspects was shaped at the museum.

This research described in which way educational theories and goals

were realized In museum ediicat-foii programmes, in informal frames of

afternoon courses, and in collaboration with formal education, with

the schools system. It showed the way In which theories and practices

developed and were designed within museums catering to an

increasingly multi-cultural society mainly in Tsraei (Chapter three)

and in Britain (Chapter seven).

Museums	 nd education are two consti tuients of society that are

expected to serve it. To exemplify this statement, the evolvement

of the Haifa museum education centre was discussed in detail. The

socio-cultural situation in Tsrael in the fifties and sixties was the

catalyst in recognizing the, richness of cultural diversity and

initiating of courses on people' s ciii tiires in the museums of Haifa.

The planning for and organization of these courses drew their

inspiration from both sociological and educational theories and

practice (Chapters two and three).
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The museum survey is based on contemporary sources which substantiate

and provide the research with a secure framework for analyzing the

contemporary museum as part: of cultural apparatus. 	 The analysis

indicates major changes that museums went through due to

socio-cultural and political factors.	 Economic factors in the

process can not be ignored, presenting additional aspects that would

require a study, but is outside the scope of this work. The major

changes that can be observed are concerned with the public: either

with the public's representation in museum management, or the

public's involvement with the museums.

Though the museum, from its heginuing and In the. renn

had claimed that knowledge is one of its major objectives (Impey and

MacGregor, 1985) only in the last Lwo or three decades does the museum

really meet the challenge of Loday to recognize the role of heritage

interpretation and the need of the museum as a setting for learning.

Through the process of the analysis It became clear that the museum

has changed its priorities. ft became public-oriented Instead of an

object-oriented enclosure. 	 The museum changed its image from a

high-brow institution to a socio-ciiltiiral one, and became an integral

part of the cultural apparatus, which Includes libraries, theatres,

concert halls, etc., institutions that claim the same goals and

mission, such as granting culture to society, and creating new ways

of enjoyment in the leisure time, which is a social problem that has

augmented in the last decades.
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What signifies the present st.nLe ol museums is the fact that the

museum realizes the mutual benefit of museum-audiences relationship

that stimulates museums' creativity, to build new relevant programmes

for the public. By harnessing techniques of communication media, such

as video and television, that serve as complementary devices to the

visual encounter with the objects and exhibitions, the museum

collections become popular and become part of peoples' culture. This

is evident from the fact that there is a growing number of museums

throughout the world, assisted by the allocation of public funds.

This growth brings to the scene new types of mnsenmc., )?t break t

traditional pattern. Museums that are community oriented show the

active role of the public in conceiving museums. The ecomuseum for

example that conveys the Ideas (Chapter six) of int.erdlsclplinarity;

and Beth Jlatefutsoth museum tlinL envisaged new ways of communlcati.ng

an idea of a nation returning to its homeland, that has no original

objects In Its exhibitions, only replicas. The two museums according

to Hudson, are of influence in our times (1987, p. 40).

In this study, the sociological rationale and historical background

were discussed in order to understand the facts and the state that

constitute the function of learning in the museum. 	 The analysis

focuses on new learning towards a comprehensive method which includes

the theme of cultures, that is at Uiined by the humanities approach.

Methods of the integrative mode presented, serve the research to show

how both theory and practice are realized in museum education

frameworks, relevant to the learner, the youngster, the consumer of

an industrial age.
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An educational perspective can be gained by encouraging subjects in

humanities and social studies in a culturally hound way, by

establishing a progressive method ol Interpreting othe.r cultures. A

person can use the diversity to eliminate separateness by including

the subject of cultures In the curriculum.

The historian will be interested in the individual case which will

exemplify any number of such cases (paraphrased after Gombrich, 1979,

p 135). The Centre has met the challenge with answers of educational

measures to socio-cultural prohiems In Israel in the late fifties

(part I). We witness a similar approach taken by teachers in England

having the same educational objective of cultural awareness.

Educators have developed Integrated humanIties studies (holly, 1986);

teaching to understand cultures in museums (Jem 7, 1987).

One of the major goals of The Centre is to contribute to the

improvement of learning.	 To do so The Centre has developed an

interdisciplinary approach to the study of integrated humanities.

This approach requires that the main theme of peoples' cultures is

taught in relation to history and arL. Children arid youth experience

learning at the museums year after year. They engage In activities

theoretically and practically to develop knowledge and skills for

building a structured approach for looking; understanding other

cultures as well as their own; relating art. to a certain place and

period in history; identifying forms and symbols of a certain culture;

enriching the language with new terms and words; making art in

different forms of different mnt:orials; developing learning habits

in new environments; environments that are intended to serve not only
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pupils but the general public; hence exposing them to new situations

of acquiring knowledge and behaviour standards that cannot be

attained in other circumstances.

The theme of peoples' cultures: The subject which was dealt with from

an anthropological point of view (Chapter eleven) was chosen as a

subject that can transfer knowledge, and social values, as it is a

socially structured subject (Chapter three).	 They are close to

theoretical approaches to knowledge that suggest. new insight for

sociology of knowledge that appeared in the seventies, as we find in

the book of M.D. Young 'Knowledge and Control' (1971).

The relevance of humanities for employment has been discussed in

seminars run by the Council for National Academic Awards (CNAA),

bringing together academics and employers. 	 It was declared that

intellectual training Is important for the business world. The big

thing about humanities Is communication skills, which means that

people will be able to think something through on their feet and then

come up with a reasonable working solution. Creativity is to think

laterally, in a breadth of vision and interpretive skills (Wheeler,

quoted by Golzen).

The departmentalization into various disciplines (as in academic

institutions, where scholarship is the goal) renders the museum

difficult to comprehend and thus less meaningful. 	 This artificial

subject division is even more incomprehiensive for the museum visitor.

In order to realise our basic goals of increasing the youngster's

understanding of the world and their relationship to their immediate
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society, comprehensive and interdisciplinary programmes and projects

were developed.	 'Through developing new programmes the museum can

set standards for new learning through new technologies that will

thrust educational programmes and teaching formats in museums and

schools into a new era' (Pitman-Gelles, 1981, p 95).

Two projects represented here evolved from the intrinsic nature of

the museum and Involve active partners from institutions outside the

museum. The partners as well as The Centre's teachers perceive the

benefit of interdisciplinary work as a fertilizing, enriching factor

for the advancement of the learner, meeting the challenge o education

in our times and responding to needs of society today (figure no. 7).

.jgure No. 8: Interdisciplinarit y and Interaction

Tue 1I,i I In Hiteiitn Education Centre

The Initiator

Active
Participants

Programmes

Plan II
*Mus eum
*BiologIcal
Institute

*N a tu r e
Pres ervat ion
Society

Plan III
*Scientists
*Artjs ts
*Students
'Nus eo logis ts
Mus eum
Educators

Environment	 Ins eum	 Nus eum Institute A comprehensive
Site	 museum structure

Increasing interdisciplinarity
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The Interdisciplinary Project of Early Man in His Natural Environment

This project is pointing at the new direction of museum education.

It has been initiated by the museum education centre, which called

on the biological institute and the nature preservation society to

collaborate.

The three days programme was accepted positively, and each year since

1984 there has been a growing demand on behalf of schools to

participate in it.	 In order to communicate this idea of

interdisciplinarity to broader audiences of education college

students, school teachers and museum educators, the three-day project

was documented on video tape, a transcript of which is enclosed

here. (1)

Stages in Planning: 1. Presentation of the proect by its initiators

before the educators of the museum education centre, for the sake of

elucidating the projects objectives, aims and methods; 2. Meetings

with the directors of the biological institute and the nature

preservation society, the two prospective partners in the project;

3. Meetings of educators and the three institutions, to clarify mutual

aims and to correlate the work; 4.	 Presentation of the prepared

syllabuses of the subject by the educators of the three institutions;

5. A meeting with the principal of 'Glilot' school and the teachers

of the two fourth grade classes that participated in the project, to

solve practical problems such as fixing the budget, timing and

deciding on the itinerary; 6. A meeting of the film director and the

museum educators to meet the two classes that numbered forty children

1. Appendix No. VII.
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of about nine years of age. At the meeting questions were asked about

the three day session that was to he documented In video, which was

a new experience for the youngsters.

The whole project is intended to enrich the learner being exposed to

various learning environments, that involve the learner in an active

process of enhancing knowledge of different disciplines, of natural

studies at the biological institute, the study visit at Mount Carmel

Caves, and of anthropology at the museum of prehistory.

The second project is a proposal for a new museum of art and science,

two disciplines which complement each other in the interpretation of

three	 elements,	 light,	 material	 and	 movement,	 and	 their

interrelationships. (2)

Communicating an Idea of lnterdiscipj p8riflof Art and Science:

First Programme of a New Museum - A Proposal for the Future: The

programme for a new museum of art and science has evolved from the

search for a plan that will elucidate basic elements common to the

two realms.	 The suggested museum Is based on a concept that they

differ only as methods.

I do not distinguish science and art., except as methods, and I

believe that the opposition created between them In the past has

2. Appendix No. VIII.	 This plan has been discussed in circles of

teachers, museum educators and museum personnel at the Exploratorium

in Sam Francisco, and was published in the CECA publication of the

10I (Barnea, 1983, no. 3, pp. 9-10).
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been due to a limited view of both activiLles. Art is the

representation, science is the explanation of the same reality
(Read 1958, p 11).

Having accepted this primary assumption, we have laid the cornerstone

for a new museum structure that will research the interrelationships

between the two realms and will embody them in A visual way through

integrated exhibitions.

In our modern world, but for a few examples where one can still see

the artisan at work and thus learn about the processes of making

things, technology is hidden from the eye and one gets only the

finished product. 	 How much more interesting and alive art museums

would be, if visitors were shown t.hn process of preparing the colours

and the canvases.	 The object and its significance can be better

appreciated when its form and the way it was made are elucidated by

the museum curator and designer, and interpreted by the educator.

In the last few decades there hns been a rapid growth in the use in

art of many synthetic products, originally developed for the use of

industry (Richardson, 1971, p xiv). The computer generated imagery

(C.G.I.), using drawn and phoLographic sources, Is just another

vehicle for lateral thinking.	 It is a tool for imagination as much

as lithography or montage. Tt can he like an access to a vast book

with instant recall (lilies, 1987, p 34). The ability to approach and

scan from different directions the data accumulated in the computer

can be of great help to the researcher in art history.
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We will not expound the problem of the historic relationship of

science and art; a subject that, nr.cording to Richardson, has been

treated by only a few authors (1971, p xiv).

The museum designed to interpret the relationship between art and

science will accentuate the possible interaction between the two, in

order to monitor technological innovations that are liable to

overshadow important facets of cultural and spiritual life. In order

to fulfill this objective the museum will be designed to keep and

portray, through objects of art tind science, the knowledge of the past

that equips us for the present.

The new museum is an 1dealsed kind of museum, planned to he a museum

in constant change for the sake of tracing progress. 	 In the first

stage, the nucleus of the new museum will he represented by the

interrelationships In nrt mid science or flg'hL, material and

movement.	 In further development, other basic elements will be

introduced.	 Exhibitions will reflect and feature the constant

changes that have taken place in scientific research and their

influence on the arts. Such a museum will transform abstract concepts

to tangible ones.	 It will arouse curiosity and the desire to know

more about the phenomena of basic elements in reality.

In order to realise such a museum, in practice It is necessary that

interprofessional work will he done.	 This will bring together

artists, museum workers and scientists of different disciplines to

interact in creative work.
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The new museum will profit from Lhe experience that has been

accumulated by science museums; because science museums, from the

social point of view, are more alert than art: museums to their duty

to interpret for a wider spectrum of the public what is presently

taking place (Finlay, 1977, p 50).	 It will present each of the two

realms of art and science and their Interrelationships through basic

elements of light, material and movement that. are to he found in the

two. The elements will be presented and displayed in participatory

exhibitions that will require new interpretive techniques. 	 Every

experience affects for helter or worse the attitudes which help to

decide the quality of further experience (Dewey, 1938, p 37).

Therefore,	 a	 wide	 interdisciplinary	 research	 that	 involves

psychologists, sociologists and educators is required in order to

overcome the difficulties that face museum education planning, which

is a new venue in the field of theory and practice of education.

Rich th ough the museums' collections may he, they have to be

continuously reinterpreted for every generation. 	 Interpretation

techniques have to be created to take advantage, of the new techniques

and communicate the museum's messages through up-to-date devices:

This it is necessary for the museum to find the balance between the

continuity of adherence to the fiinct:ion related to the collections

as the core of the museum and to their preservation, on the one side,

and the need to constantly create new ways of using the collections

through communication in the era ci mass media. All these programmes

and plans aspire to accomplish social and new educational ends.



323

Considering the reality in the Held of interpretation In museums,

one realizes that competence and experience tire to he found in the

education department.	 In the process of interaction among the

different groups of scientists, artists and museum personnel, the

museum educators role Is to coriLr-Ihute to their knowledge about the

audiences and about the process of learning and perception to the

creating of the exhibitions.

The new museum is the ultimate goal of embodiment of basic concepts

of interaction, interdlsclplinarity and complementarity, concepts

that have been defined by G.!L. Riviere, the renowned mtiseologist, and

have served as a source of Inspiration for building the ecomuseums

in France (Chapter six).

The museum of art and science carl suggest a new arena that stimulates

educators to look for new ways in education.

The contribution of this thesis is first in building a theory of new

learning at the museum which is underpinned by experience. Thus the

theories that have been int:roduced do not stay in the realm of thought

but they can be applied in daily work at the museums. Consequently,

the museum can be conceived as a venue for learning that is included

in the mainstream of education, as was lately acknowledged by the

educational authorities both in Israel (Culture flasket, 1989), and

in England (GCSE, 1987, The EflA, 1989).

By exami.ning on the one hand the nature, attItudes and functions of

the museum and on the other hnnd, the learners, learning and the
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specific ways of learning through objects, we found two essential

facts: that the unique kind of learning we. have discussed could have

occurred only at the museums (Chapters eight and nine) and the two

constituents, the museum and learning are Interdependent; that there

is a dependency between soclo cultural situations and education.

We have reached this conclusion by examining the various aspects and

elements that we had intended to explore (Chapter one): a) the

interrelationship between the soclo-cultural situations and education

of the Israeli society in the late fifties and sixties (Chapters two

and three); the educational programme socially structured that were

initiated in two multicultural societies in Tsrael (Chapter four) and

in Britain (Chapter seven); h) the nature of the museum, its modes

of functioning and operating nd t.he standing of e.duication at the

weave of work at the museum (Chapters five and six); c) the learner,

his characteristics, attitudes and capacities; the. learning process

as related to the museum that. provides specific provisions for

learning that constitutes the unique learning through the objects by

the senses (Chapters eight and nine).

The case study of the Museum Education Centre at Haifa exemplifies

an institution that integrated social ohject.ives In educational and

theoretical rationale.	 It.	 transformed selected social and

educational ideas, and combined them with resources of knowledge of

the museums t collections.	 It developed into a uuuliqule educational

institution that is constantly responsive, by initiating new projects

to the needs of a variegated range of audiences (Chapters four, ten

and eleven).
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The proliferation of The Centre's programmes and t:hefr diffusion

indicates the limitless potentialities that are inherent in the

museum's environment, collections and their research.	 All these

together secure the future of further planning of educational

programmes in general (Chapter twelve).

The education apparatuses that grow	 in museums is an active

participant in assisting the museum In the di ffiis ion of knowledge for

an adequate adaptation on the part of the individual. The spreading

of culture by museums cannot be efficient without close collaboration

with education (Kopeczl, 1989, p 3).

On the threshold of the 21st century the museums as preservers of

cultures are required to explore the ways of becoming generators of

culture.	 Museum education validates its significance and its

vitality in initiating new interdisciplinary programmes, both inside

and outside of the museum, for the advancement of new ideas concerning

the museums and education through learning.
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Appendix No. I

a. Guidelines to the Table of the Museum Modular Curriculum. The

Centre Haifa

The modular curriculum which is presented gives the outlines of an

educational programme that takes place in seven museums, which are

located in five different buildings in the city. 	 Thus it is a

coordinated city-wide system of museum education. Exploring the same

theme in several kinds of museums presents a new set of challenges

to the learner (Stillman, 1983, p 18).

The I1.L.H. (the museum learning module) is taught during the visit

to the museum and includes two units: a theoretical unit in the museum

exhibition halls and a practical creative unit in the workshop. The

two units are closely linked, they are taught in succession and in

relation to each other, on the same study day.

The choice of the subject is linked in most cases with school

syllabuses, in these cases each culture is aimed at a specific grade.

Subjects such as 'art' and 'ancient cultures in Israel' are offered

to all classes. Art is taught from an early age is not related to

the school studies and is free of curriculum. The subject of ancient

cultures in Israel are taught from the sixth grade on, because

students have by then already acquired basic knowledge of the Bible.

There are possibilities of choice concerning a few subjects. These

subjects are taught either in one module or in several modules in
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succession, and consequently it is an elaborated version of the same

subject. For instance, the two following programmes: Early man in

his natural environment; Ancient Greek culture through arts and

crafts.

Every module of a culture hears the concept of an integration of the

core subject and complementary modules such as history and geography.

It is either one theoretical unit, or two units, a theoretical and a

practical one.	 Every culture can be better apprehended when

interaction and collaboration among museum educators, schools and

other Institutions is intensive and coherent, building together an

interdisciplinary programme.

In order to reach this objective the museum staff prepared three

guideline booklets for teachers of the following subjects: Jewish

art, the life of early man and an introduction to archaeology. The

booklets include outlines of material of the museum learning modules,

bibliographies and a list of activities that can be carried out in

the classroom or by the students in their free time.

By exposing the learner along the school years to learn in different

learning environments the student expands his experience. 	 An

experience that may form new habits of acquiring knowledge in addition

to those that he is bound to learn at school.

The modular curriculum is designed to enable the learner to follow a

continuous course of cultures through visiLs to the different

museums, through arts and crafts. The knowledge that is acquired
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through the encounter with objects in the museums and the recreation

activity at the museum workshop is complemented by school studies.

The process of the development of human culture is better understood

by studying the stages of human culture, from its prehistoric

beginnings in a chronologica] sequence to the Age of Exploration.

The Museum Modular Curriculum is planned that the learning modules,

each of four hours, is intended to target groups of learners from

eight years of age upwards, with no upper age limit.
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Appendix II: Uiiderstriding Ancient Greek Culture - A tiuseurn Learning

Module

(for the sixth grade):

a. Introduction

b. Work sheets - Work sheet 1 - Greek Mythology

Work sheet 2 - Styles of Ancient Greek Sculptures

Work sheet 3 - Greek painted vases
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a. Introduction

In two exhibition halls at the museum of ancient art, the building

of Haifa Museum, are displayed ancient Greek and Roman works of art:

sculptures, painted vases, sarcophogai and terra cota statuettes.

The exhibits enable the learner to receive an insight of everyday life

of the ancients and to give visual evidence of ancient mediterranean

societies that are connected historically with Israel's ancient

history.

The integrated mode of learning at the exhibition hail of arts and

crafts in the museum combined with the work at the workshop are aimed

to the cognitive and affective domains of the learning process. The

worksheets that are handed out at the exhibition halls and the pupils'

works at the workshop testify the benefits both intellectually and

emotionally that the youngsters derive at the museum learning

experience.
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b. Work Sheet 1 - GREEK MYTHOLOGY

1. The Olympic family -

The father and his wife	 The brothers

Common offspring	 other offspring

2. Search, (look for) and draw me

I am the Goddess of Victory

myname is _____________

what are my attributes?

what do they symbolize, signify?

3. I am Tiche (Fortuna), the Goddess of Luck and good fortune. On

myhead ________________

Usually I carry in one hand -

Often I carry in my other hand

4. We, the Greeks have now the famous battle against the

thanksto ___________________. We forgot to thank

Athena and Poseiden for their help and thus we were heavily

punished and I had to	 -. Among the adventures

that happened while sailing I reached an Island ________________

where they were singing and _____________ the sailor to land

the island and kill him, how was I saved? Look for me in the

museum, where am I to be found?

5. Choose and draw one of the gods, or more.
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b. Work Sheet 2 - STYLES OF ANCIENT GREEK SCULPTURE

Look at the sculptures.	 Choose ONE sculpture of each style:

Archaic, Classic or Hellenistic.	 Read the labels: make a

comparison among the three sculptures.
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Costume

Expression

Draw or Write your impression on the oLher Lde of this page
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b. Work Sheet 3 -- GREEK PAINTED VASES

1. Look at the vases all around, choose three vases.

A. What is the name of this vase (in Greek) ______________

Towhich period does it belong ________________________

Wherewas IL found, or excavated _______________________

Describe and draw its form.

What is the subject of the painting and/or ornament of

the vase

What use has this vase

B. What is the name of Lhis vase (in Greek)

To which period does it belong

Where was it found, or excavated

Describe and draw its form.

What is the subject of the painting and/or ornament of

the vase

What use has this vase

C. What is the name of this vase (in Greek)

To which period does it belong -

Where was it found, or excavated

Describe and draw its form.

What use has this vase
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1st vase	 2nd vase	 3rd vase

2.	 In the paintings are the following colours, Red, Black and

White.

Please return to the vases and look at them all around.

A. Choose 3 vases of Red figures painted on dark background.

Read the information written on the label and see in

which period they were made.

name of vase	 name of period

B. Choose 3 vases of black figures painted on red

background.

Read the information written on the label and see in

which period they were made.
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name of vase	 name of period

3. You observe two styles, which style is earlier?

4. Where does the white colour appear?

5. What are the subjects of the painted scenes?

Can you sort them into groups of subjects

6. Do you observe if there exists any connection between the

paintings on both sides of the vase?

What is the connection?

Draw a figure with a decorative motif

7. Is there any connection between the function of the vase and

the subject of the painting and/or its ornament?

8. Is there any relationship between the painting and its form



344

9. Mythological themes are painted on the vases

Write one example for each group of vases.

10. Now, you are acquainted with the forms, styles and the

subjects of the painted vases. What did you learn about the

culture of the peop].e of Ancient Greece?

A. What were their habits, ways of life?

B. Their vocations, professions

C. Can you gather bow they looked, their appearance:

hair-do, hair-gear and costumes

11. Try to draw some pictures, or write a composition of the

life of a family in ancient Greece.
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Appendix No. III: Information Page and Questionnaires

to participants in the M.L.M.:

(a) Introduction

(b) 1. To the Class Teacher - Pre-visit

Information

2. Pupil's	 Pre-vist	 Acquaintance

Questionnaire

3. (a) Pupil's Post-visit Questionnaire

(3rd-5th grade)

(b) Student's Post-visit Questionnaire

4. Teacher's Post-visit Questionnaire

5. Nuseum-Educator' s Questionnaire
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(a) Introduction

Appendix No. III includes 5 questionnaires that are given

to all the participants of M.L.M. (study day).	 The

participants are: The learner (pupil, student), the school

teacher and the museum educator who mediates between the

participants.

These questionnaires provide us with a multi-sided overall

picture which describes both processes and results of the

M.LJI.

The questionnaires are frequently assessed and changed

accordingly.
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1. TO THE CLASS TEACHER PRE-VISIT INFORHATION:(l)

Few notes to the antecendent stage of the study day.

As you intend to come with your class for a study day

at the museum, you are requested to prepare your class before

the visit itself, because the museum is a new learning

environment.

The Schedule of the Study Day

The study day is from 9-12 or 1 o'clock.

The theoretical part is conducted at the exhibition hall. The

practical part is conducted at the workshops (mainly for 3rd-6th

grade).

Our suggestions are as follows:

To conduct a preliminary discussion with the pupils, stressing

the following points:

The different relevant aspects of the theme itself (e.g. history

and geography; Provide a stimulus by displaying our exhibitions

of reproductions or replicas of the relevant theme in the

classroom.

This phase is necessary for the study day. Your efforts to

prepare the class will secure the predisposition of the pupil

to the new learning experience at the museum.

1. At the beginning of each school year the information page is

to be distributed to the schools.
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Please write your suggestions and recommendations

concerning the study day.

Thank you for your cooperation,

Haifa Museum Education Centre

The Organizer
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2. PUPILS' PRE-VISIT ACQUAINTANCE QUESTIONNAIRE(2)

(for 3rd to 5th grade)

1. Did you visit this museum before?

2. What is the name of this museum?

3. What is the theme of today's study day?

4. What do you know about this theme?

5. What do you expect to see at the exhibition?

Name of pupil:

Date of visit:

Class:

Name of School:

2. The questionnaire is supposed to give to the museum more

detailed information about the children's expectations from the

study day. This questionnaire is given to the pupils before the

theoretical part.
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3(A). PUPILS' POST-VISIT QUESTIONNAIRE(3)

(for 3rd to 5th grade)

1. Name the theme of the study day

2. Name the museum you visited today

3. Which exhibit did you like the best?

4. Why?

5. What did you learn in the study day? Summarize your reactions

in writing	 or/and	 in	 drawing

Name of pupil:

Date of visit:

Class:

Name of school:

3.	 The questionnaire is supposed to supply us with the

information how pupils expectations and the educational

objectives were fulfilled.
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3(B). STUDENT'S POST-VISIT QUESTIONNAIRE(4)

(for 6th to 12th grade)

1. Name the museum you visited today

2. Name the theme of the study day

3. Did you know the theme of the study day earlier at school?

4. Do you study the same theme at school? Yes/No

5. In the case that the theme is not related to your school

curriculum, what did you gain from the study day?

6, Which exhibit did you like Llie best? _____________________ Why?

7. Do you like to work independently at the museum or in a group?

Why?

8. Did you work at the workshop?	 What did you create?

4.	 The questionnaire Is supposed to supply us with the

information how Lhe educaLional objectives of higher classes

students were fulfilled.
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9. Did the study day contribute to your knowledge of the theme?

Yes/No

10. Did you enjoy your visit to the museum? Yes/No

11. What part or activity of the study day did you like the best?

12. Do you like to come often to the museum for the purpose of

learning? Yes/No

13. When and where did you fill in this questionnaire?

14. Did you answer this questionnaire independently? Yes/No

If No: with your teacher's assistance _________________

OR: with the museum educator's assistance

Name of pupil:

Date of visit:

Class:

Name of school:
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4. TEAChER'S POST-VISIT QUESTIONNAIRE(5)

Dear Teacher,

Will you please fill in the questionnaire and send it back to

our office, at the end of the study day?

The theme of the study day

Name of the museum teacher

Name of your school ________________________ Class

Number of pupils

Level of the class (according to your experience):

liigh ________________ Medium ______________ Low

te________

1. Is this your first visit with your class, to the museum this

year?

2. Is the theme of the study day related to the school

curriculum?

3. In what way did the study day enrich your pupils?

4. Did you prepare your class before the museum visit?

5. The questionnaire is intended to fulfill the following goals:

1. to provide the teacher with new perspectives of evaluating

her pupil in a new learning environment. 2. To provide The Centre

with information about the teacher's response to preliminary

phase of the study day. 3. To learn about the teacher's

involvement in the course of the study day.
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5. What were your pupils' reactions during the study day? How

did they express their reactions? _____________________

6. Did your pupils enjoy the study day? ___________________

7. Did you receive any printed material about the study day prior

to the visit? _______

8. Did you receive any other material about the study day at the

endof the visit? _______________

9. Would you like to get any supplementary material? ______

Pleaseelaborate _________________________________

10. Would you like to get any instruction as part of a course

in the museum?	 Yes/No

11.Circle the preferred field of interest:

Art History

Workshops in Arts and Crafts

Archaeology

An Lliropo logy

Museum Education

12.Do you have any further comments or opinions?

Thank you for your cooperation. This information will assist

us to assess our present educational programmes.

haifa Museum Education Centre

The Organizer
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5. MUSEUM-EDUCATOR' S QUESTIONNAIRE(6)

Date:

Name of Museum _____________Name of Museum's Educator

Name of your school

Name of school teacher

Class

Number of pupils

The theme of the M.L.M. (Museum Learning Module):

1.	 Structure of the M.L.H.

1.1 Theoretical part of the exhibition hail

1.2 Practical part of the workshop -

2.	 Pedagogical Critic of the M.L.M.

6. This questionnaire is intended to provide the museum educator

with guidelines to analyze the study day from educational and

social aspects.
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Your impression during the M.L.?'1. of:

1.	 Class teacher - pupils' relations

2.	 Pupil - Pupil relations

Remarks by the School Teacher: (Summarize teacher's

post-visit questionnaire)
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Appendix No. IV

Table of Growth in Numbers of Classes Participating in

The Centre's Programmes (1979-1989)

YEAR Total Number of Afternoon 	 Other Audiences

classes/groups courses

1979
	

450	 10 workshops	 classes of teachers' colleges

and university (Mornings)

1980
	

473	 10 workshops	 classes of teachers' colleges

and university (Mornings)

workshops for classroom teachers

(Afternoons)

1981
	

455	 10 workshops	 classes of teachers' colleges

and university (Mornings)

1982
	

520	 10 workshops	 classes of teachers' colleges

and university (Mornings)

1983
	

640	 10 workshops	 classes of teachers' colleges

and university (Mornings)

nursery classes: On acquaintance

journey with the arts (Mornings)

1984 I	 653	 10 workshops	 classes of teachers' colleges

and university (Mornings)

2 Groups of visually impaired childrei
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(Mornings)

Art teachers (Afternoons)

1985
	

711
	

10 workshops	 classes of teachers' colleges

and university (Mornings)

2 groups of visually impaired chi

(Mornings)

2 groups of retarded adults

(Afternoon)

Art teachers (Afternoons)

1986
	

709
	

10 workshops	 classes of teachers' colleges

and university (Mornings)

2 groups of visually impaired children

(Mornings)

2 groups of retarded adults

(Afternoon)

Art teachers (Afternoons)

1987
	

760
	

11 workshops	 classes of teachers colleges

and university (Mornings)

2 groups of visually impaired chi

(Mornings)

2 groups of retarded adults

(Afternoon)

Art teachers (Afternoons)

1988
	

800
	

11 workshops	 classes of teachers colleges

and university (Mornings)
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2 groups of visually impaired chi

(Mornings)

2 groups of retarded adults

(Afternoon)

Art teachers (Afternoons)

4 groups of retarded adults

1989 I	 830	 j 14 workshops	 classes of teachers colleges

and university (Mornings)

2 groups of visually impaired chil

(Mornings)

2 groups of retarded adults

(Afternoon)

Art teachers (Afternoons)

4 groups of retarded adults
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Appendix No. V:

'Cit	 Basket1 : General Outlines

The new educational programme that was launched in 1989, includes

the museums among other art institutions such as the theater and

the concert hail.

The objective of this project is to acquaint every growing person

in the state of Israel with the cultural and artistic heritage

of the country.

All cultural institutions are called upon to integrate their

programmes in primary and secondary schools t curricula in order

to ensure the participation of all pupils and students in the

arts programmes.

The ilaif a Education Centre is one of seven museums in the country

that constitute the first group of museums to take part in the

project.

The Centre offers the foliowthg learning modules to the following

classes in 1989-1990:

Nursery children (aged 5-6): an acquaintance journey to the arts

at the museum of Ancient and modern art. The museum

visit is planned to incorporate a short drama session.

2nd graders: An acquaintance journey to the art at the museum

of modern art and a workshop.

6th graders: 'Understanding Ancient Greek Art', through arts and

crafts.

11th graders: 'Two and three dimensions in visual arts' at the

ancient and modern art museums.
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Appendix No. VI:

The Interdisciplinary Project on Early Man in His Natural

Environment

Video Transcript (1987)

The Commentator:The interdisciplinary project on early man in

his natural environment reflects the overall

approach of the centre for education in museums

in Haifa, Israel.

The interdisciplinary approach stresses the

importance of the integrated method of teaching

through personal experience.

An introduction to the fourth graders of

ttGlilottt a primary school, is given by Aviva,

the initiator of the project. She outlines the

three day journey that is intended to get

acquainted with the early inhabitants of Mount

Carmel.

Aviva:	 Today, on the first day of our journey, we shall

stay at the biological institute. In the

institute we shall learn about the evolution

of man. In the nearby zoo we shall be hunters,

and observe animals for the purpose of hunting.



363

Tomorrow, on the second day we shall learn about

the life of early man, at the museum of

prehistory.

On the third day, we shall learn the art of

survival of the early man in his natural

environment near 'Hamearot' Wadi, on Haunt

Carmel.

The Place: At the laboratory of the biological

institute, skeletons of various animals are

ready to handle and inspect.

The Commentator:First day at the biological institute in Haifa

the students learn about early times from

prehistoric man up to the present day. The

skeletons in the institute help to illustrate

the uniqueness of homo sapiens.

The Activity: The Children compare the

skeletons of the animals with the one of early

man, and discern the differences. The teacher

demonstrates the size of a human brain box and

compares it with the animal skulls.
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The Commentator: Compared with other animals man is unique, with

his upright posture, the structure of his palm

and teeth, and of course the size of his brain.

Etty:	 The teacher outlines the aims of the second part

of the day's programme at the nearby zoo.

The biological institute prepared special

working papers for this part of the

interdisciplinary project.	 The students are

requested to complete these papers during their

visit to the zoo.

The Activity: At the zoo the children roam

around, either individually or in couple, and

choose an animal to be fit for hunting. They

present their findings to their classmates, and

in the end they decide to hunt an elephant and

suggest several devices to capture it.

The teacher summarizes the day at the biological

institute.

The second module takes place a day later at

the Museum of Prehistory. It builds on the first

day.
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The Activity: The children gather around the

diorama, which depicts a hunting scene of an

elephant.	 The elephant is seen in a pit

surrounded by hunters.

The Commentator:The second day at the Museum of Prehistory, the

students are given the opportunity to perceive,

through reconstructed models, the life of

prehistoric man. These models were bizLlt from

remnants found on Mount Carmel in the north of

Israel. This particular model illustrates the

importance of fire and its domestic use in the

life of early man. These models trigger off an

interesting discussion, which now centres

around flint tools - different from the other

stones that early man made for various

functions.

Shulainit	 The museum educator presents the assignment:

to reconstruct the hunting scene through what

they see. They observe, then describe the hunt

which was executed by digging the pit with the

stones and animal bones on the diorama.(l)

1. The Diorama, heir to the Austrian and French Relief Maps,

is a particularly appropriate presentation (Cuisenier, 1984, p.

133).
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The children use the knowledge gained the day

before a the biological institute, and answer

accordingly.	 Namely, that early man had a

developed brain, and collaborated with his

fellow man in the hunt.

The objective is to learn to discern the tools

from other stones. The children are given boxes

with flint tools mingled with other stones. They

sit in groups and sort out the tools from the

stones.

The Commentator:The students learn to identify the prehistoric

stone tools by touching and sorting. The aim

of the interdisciplinary project is to create

as many direct learning experiences for the

student as possible.

The last part of this day at the museum - is

the burial scene. The objects were excavated

at the site of 'Oren Wadi', and were

reconstructed at the museum.

The Activity: The children discuss the position

in which early man was buried, which reminds

them of an embroyo.
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The museum educator summarizes the day and

outlines the next day's programme, when they

will visit a similar site on Mount Carmel.

The Commentator:On the third day, the third stage of the

interdisciplinary project, the students visit

the original site of early	 man, 'Hamearot

Wadi', on the slopes of Mount Carmel, together

with a guide from the nature preservation

society.	 Michael introduces himself and

suggests that he and the children behave like

hunters.

The assignment is to learn about the conditions,

such as the topography, tools and plants that

early man used for his survival.

The Activity: The children collect the stone

tools and are rewarded by their guide, who

praises their excellent findings.

Michael:	 The guide calls the students' attention to the

fact that we are in 1987 on the same site that

early man lived. He encourages them to examine

the site in order to be convinced that the early

man could have survived here. It means that

we have to examine the flora and fauna and the

topography he summarizes.



368

The Activity: Michael chooses an edible plant

and gives it to the children to taste. They then

proceed to the cave.	 Michael describes the

topography of the dark, deep cave that served

early man as an excellent place for self

protection.

The Commentator:As the students enter the cave they experience

the same fears that our forefathers have felt

confronting the unknown. As the last simulation

takes place in the natural environment of early

man, the students learn about the geographical

changes that took place throughout the ages,

completing the programme through personal

experience.

In order to make the experience more lasting, the museum staff

prepared a booklet for teachers on 'The Life of Early Man'. In

the pamphlet there is a short summary of the material that is

taught in the Museum Learning Module, and a few suggestions for

activities that can be carried on in the class.

To conclude the findings of the project, we wanted to find out

what were the children's reactions to the three day experience.

Two months later the museum staff came to the school, to project

the vicle.o to the two classes arid to hear the children's

reactions.
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There was a pleasant surprise waiting for the staff at the

school. An exhibition on the subject of mounted and painted

scenes in the life of prehistoric man had been prepared by the

pupils.

In the conversation that took place in the classroom, the

children reviewed what they had learned in each of the three

days. After the video had been projected, an alert conversation

developed between the museum educators and the children.

Here are a few of the children's reactions to the special

learning experience as compared with learning at school: We have

studied in a different way - not like at school; We learned

through things that we have seen - not like at school, where we

do not see things. It is difficult to visualize how things look

from books; Learning through objects by the senses: We learned

through touching the skulls and sorting the tools; We have seen

the actual site of early man; Through seeing objects, looking

at them and touching them, we understand better.	 Children

expressing ideas concerning the ultimate goal of education: we

have understood our origins, and man's origins; 	 We have

broadened our horizons; We enjoyed studying one subject for

three days, one after the other.

The final stage of the meeting of projecting the video, served

as a summary session of a new kind. The children could see

thmselves and recall different instances of the three day study

of early man.	 It was a joyful session of laughter and
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exclamations, and at the end the children applauded and thanked

the organizers of the project.
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Appendix No. VII:

A NEW MUSEUM OF ART AND SCIENCE - First progranime(1)

Concepts and	 A new museum for youth will attempt to provide

Goals	 the visitor with a new educational concept

through experience. The basic concept is the

realization of interrelationships between the

sciences and the arts of our modern world. The

content of the new museum will be designed

according to the dynamic needs and perception

of children and youth. The aim is to motivate

the youngster to observe and emotionally

experience the work of art;	 to absorb the

scientific	 information	 and	 enrich	 his

aesthetical appreciation on the assumption that

such a process will create motivation in

learning and research. It will evoke curiosity

towards scientific processes and artistic

techniques that will stimulate the individual

to create.

Integration of The new structure will benefit from

The Centre	 the experience and knowledge accumulated

in the field of visual-aesthetic education at

The Centre. The experienced teachers will be

invited to participate in the creation of the

1. Barnea, A. (1983) (MOl), Ceca, Stockholm, pp 9-10.
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new museum for youth. The regular educational

activities in the different museums at the Haifa

Museums will be integrated in accordance with

the needs of educational activity of the new

museum.

The structure will be based on three elements which are inherent

in science and in art, and will stress their interrelationship.

The three elements are: light, material and movement, each to

be displayed in its own hall. Each one of these exhibition halls

will be part of a whole. In their midst, in a large round hail

will be demonstrated by the contacts between the basic elements.

Each hall will contain two main centres dealing with one of the

three elements. One will exhibit scientific games which will help

to understand the nature of one of the above mentioned elements.

The second complementary centre will include exhibitions which

will show works of art that relate to the same element; for

example, the light and its effects on painting.

Courtyards containing scientific instruments and equipment will

be opened among the sections and for creative work in the arts.

This will reduce noise and allow freer movement for a larger

number of people. Lecture halls seating 100-150 people will show

films connected with aspects of the themes of the museums. A

learning centre will consist 	 a library, a music corner,

audio-visual equipment and data computers that will be at the

disposal of each visitor.
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The Administration Wing will contain teachers' and conference

rooms, offices, a large storage room for materials, rooms for

instruments, storage rooms for children's works, a maintenance

workshop and a dining area to be used by visitors who may bring

their own meals.

Advisory Bodies:l. A Steering Committee of five people with

diverse backgrounds and skills, e.g. in the

fields of administration, art and science. 2.

Teams of scientists and artists, experts in the

three	 interest	 areas	 of	 the	 museum:

Light-Optics,	 Material -Chemistry,

Movement-Physics and painters, sculptors, etc.

3. A special group of educators will launch

ideas in order to motivate gifted youngsters

in high schools, and students of the arts and

sciences to design projects that can be

displayed in the museums. 	 4. A liaison team

will	 develop	 contacts	 with	 existing

institutions and individuals, the sciences and

in the arts such as: music, dance, painting,

sculpture, etc.	 5.	 A team will collect

knowledge of existing data on institutions in

Israel	 and	 abroad	 dealing	 with	 the

interrelationship between science and art, and

its interpretation through education.
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In the way of conclusion, we may define the museum as a new

creation in the spirit of interdisciplinarity and collaboration

among a wide range of people.
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Appendix No. VIII:

Youngsters Work at The Centre, Haifa

1. Students learn from exhibits:

(a) Ancient Art Museum

(b) University Museum

Cc) Greek mythological images:

2. Moulding in clay at the workshop - a

sixth grader

3. (a) A Greek painted amphora, 600 BC

(b) A Greek vase - sixth grader's work

4. Athena: lino-cut print, sixth grader

5. Dionysus: lino-cut print, sixth grader

6. Atlas: lino-cut, sixth grader

7. Poseidon, sculpture in clay, sixth

grader

8. (a) Medusa; Marble, Roman, AD 100

(b) Medusa:	 lino-cut	 print,	 sixth

grader

9. Greek temples in clay, sixth graders

10. A mythological creature in clay, fifth

grader

11. 'People are equal': Paper-cut, fifth

grader

12. 'Relationship' - figures in clay, eighth

grader
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13. (a) A stone in clay	 a work of a

visually impaired child - ten years

old.

(b) Masks in clay - works of visually

impaired children - eight to ten

years old.
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ABSTRACT

THE MUSEUM AS A SETTING FOR NEW LEARNING

by

Aviva Barnea

Thesis submitted for the degree of Doctor of Philosophy

at the University of Leicester, Department of Museum Studies

December 1989

This thesis intends to validate the hypothesis that the museum is
a setting for new learning. It seeks to place a long experience
in education (1957-1989) in a theoretical framework.

Scanning many cultural institutions, that have the ultimate goal
of education, the museum was found to be an unexplored source, that
is, rich with possibilities to attain this objective: an
institution that stimulates re ideas and ethods i
World wide changes have accelerated social processes and the awareness
of museums of their responsibilities to society; mu.seurns have.
become accessible to various audiences, including pupils and students.

Part one presents a museum that responded to the socio-cultural
needs of a society in transition in Israel, through educational
programmes, devised by The Centre of Museum Education in Haifa.

Part two describes the contemporary museum, including the ecomuseum -
a kind of a museum that builds its programmes with the community and
makes them relevant to them.

Part three presents the theory of learning at the museum, a theory
that is underpinned by stances from general education. It combines
with the unique provisions of the museum, the collections, and
environment.

Part four validates the assumption that the museum is a setting for
learning by a case study, based on the Museum Education Centre in
Haifa. This Centre has developed programmes relevant to the theme
of peoples' culture, which are taught through the humanities approach
integrating theory and practice. Such a theme seems particularly
appropriate in multi-cultural societies like Israel and England.

The work concludes that the ke y role of museums, as generators of
culture is in developing new programmes and new kinds of museums
that point to the future, projects of this kind that involve both
museums and other institutions, in the spirit of interdisciplinary
and collaborative work for the sake of education and culture through
the spreading of knowledge.
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