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TO:ALAN 

FROM: GAIL 

I am still assuming that you and I are speaking on Sunday am. 8:00 am my time--I'm planning to 
call you at home unless you email or fax me otherwise. 

Our agenda needs to cover at least these items: 

1. The manual --you should have a copy of it plus my comments to MEF and bill's response to 
me 

2. Sharon/Deborah -- GA, Board meeting, Torah U'mesorah, Fox 

3. GA -- lee hendler, louise-jane 

4. Hirschhorn (he called the office, I spoke with him) 



.. 

D. 

II. 

A. 

2. Mentoring programs in action 
a. for novice principals 
b. for novice teachers 

Peer and "Expert" Coachin2 Program for Experienced Personnel 

1. Preparation of peer coaches 

2. Coaching programs in action 
a. for experienced principals 
b. for experienced teachers 

RECRUITMENT 

Developing teens and young adults 

1. Leadership programs for teenagers that involve them as counselors, youth group 
advisors, and teaching assistants 

2. Programs to support college age youngsters who are teaching and working as 
personnel in youth groups, camps, and in schools 

B. Developing alternative pools of teachers 

1. Recruiting and preparing "volunteer" teachers for supplementary schools (bringing in 
new populations to teaching force, e.g., public school/private school teachers, retirees) 

2. Retooling public/private school teachers for careers in Jewish education, particularly 
supplementary schools 

ID. RETENTION 

A. Salary and Benefits 

1. Benefits packages available for full time people 

2. Partial (proportional) benefits packages available for parMime people 

3. Synagogue, JCC Memberships 

4. Reduced day school and camp tuition (even for those teaching in supplementary 
schools in proportional way) 
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B. 

5. Free invitations to communal events 

6. Conference lines, membership in professional organizations 

7. Appropriate sabbatical and study opportunities in Israel and U.S. 

8. Tuition stipends/pay incentives for teachers taking Inservice courses 

Career Path 

1. Creation of full time positions for teachers that include teaching, mentoring new 
teachers, and peer coaching. 

2. "Community" Teacher (teacher who teaches in more than one institutions thereby 
creating full-time positions) 

3. Creating positiions in day schools and supplementary schools for curriculum 
supervisor, master teacher, Judaic studies coordinator, resource room teacher 

IV. PRE-SERVICE PROGRAMS 
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2. Programs 

a. Sequenced programs not necessarily developed for "training of 
educators" ( e .g., Melton Mini-School) 

b. Sequenced programs designed for educators (Early Childhood 
Institute) 

c. Sequenced programs designed for educators with classroom 
based cc ---iponent 

d. Induction (Site based or Communal) 

3. Retreat Experiences 
which will focus most particularly on personal/ experiential needs of 
participants (tefillah, Shabbat) 

{One way to frame items 1-3 could be the creation of a Teachers Institute with a variety of 
offerings for teachers of different subjects, settings, denominations, and ages.} 

B. 

C. 

In-Service Profl!ams for Educational Leaders 

Leadership Institute - Across Communities 
(as sub-groyps and across settings) 

1. Principals of Day Schools 
2. Directors of Early Childhood units 
3. Principals of Supplementary Schools 

Leadership Seminar - Within Communities (Using Best Practices and Other Resources) 

1. Directors of Early Childhood units 
2. Principals of Supplementary Schools 
3. Principals of Day Schools 

Courses, Programs, Retreats appropriate to leadership personnel also need to be 
developed 

Mentoring Profl!ams for Novices 

1. Preparation of mentors 
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TOW ARD A COMPREHENSIVE PERSONNEL ACTION PLAN 
(This document only deals with personnel in formal educational settings) 

WHAT WOULD AN ACTION PLAN LOOK LIKE? 

RUBRICS FOR UPGRADING PERSONNEL 
A PLAN IN PLACE WOULD HA VE THESE ELEMENTS: 

I. PROFESSIONAL DEVELOPMENT 

A. Differentiated In-Service Programs for Teachers (according to 
knowledge, training, setting, and need) 

(I'he following could be part of an individually or communally 
based plan for professional growth tied to licensing and increments) 

1. Courses 

a. Subject Matter Courses 

b. Educational Foundations/Pedagogy Courses 

c. Courses that blend subject matter and pedagogy according to age and setting 

Examples: 

* Early Childhood Teachers Seminar ( emphasizing Judaica component of 
the program as well as implications for pedagogy) 

* Seminar on the Teaching of Hebrew language 
* day schools - spoken Hebrew 
* day schools - text Hebrew 
* supplementary schools - reading and Siddur Hebrew 

* U-STEP (United Synagogue In-service courses) 

d. Courses that have "lab or practice" component 
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No. of Pages (incl. cover~ 

From: gall dorph 

Phone Number: 212-532-2360 

Fax Number: 212-532-2646 

LAST TRY: FOR MAY 10 FOR OUR TELECON-- AT 4:30 EDT. 

ISSUES AT HAND: 

1 . Cummings Grant 

2. Leadership Seminar 

3. Dates for August Consultation ( try August 2 3, 2 4) 

4. Map of current communal in-service offerings. 

Conversation will last 45 minutes at which point we'll schedule our next conversation. 

Please let me know where you will be if you will not be at your office. 
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Marci Dickman 410-466-17'a 
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Organization: 

Phone Number: 

Fax Number: 

COMMENTS: 

Attached you will find the minutes of our last telecon. 

Please go over them before we speak on Thursday. 
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MINUTES OF CIJE-LEAD COMMUNITY TELECON 
May 10, 1994 

Present: Janice Alper, Chaim Botwinick, Steve Chervin, Ruth Cohen, Gail Dorph, 
Ina Regosin. We were missing Marci Dickman 

Next telecon sct,eduled: May 18 -- lag B'Omer -- at 9:00 am EDT 

In this telecon we had an opportunity to discuss the Cummings Grant received by 
CIJE to prepare a cadre of educators who would be highly qualified to plan and 
implement professional development opportunities in supplementary school 
settings. 

Gail described the t wo dif ferent ways in which this program fits into the personnel 
planning process in communities: 

1. In each community as we have begun to develop pilot initiatives, we have 
been faced with the problem ,of local capacity to support more and different 
programs than currently exist . (She gave specific examples draen from 
Milwaukee's work on developing the long distance t raining program w ith 
Cleveland and wit h Baltimore's work on developing the M achon L'Morim 
program). This program attempts t o address the issue of building capacity 
for supporting t hese kinds of programs. 

2. All the personnel planning in communities thus far has been aimed at 
teachers, none has addressed the educational leadership. This is a national 
initiative that is addressed at creating sophisticated professional development 
opportunities for a cadre of educators that w ill not only enrich them but their 
institutions and commu·nities. 

Although the Cummings Grant only addresses needs in the congregational schools, 
CIJE would like to recruit teams of educators who 's expertise lies in both 
supplementary school settings as well as early childhood settings with the thought 
that many of the seminars will address issues in common arnd that some of the 
seminars will be more specialized. 

Much of our conversation focused on the logistical and financial implications of this 
grant for the communities. This will be a year long program, beginning and ending 
with a four day seminar at the Glidden House (retreat site on campus of Case 
Western Reserve) in Cleveland and four 2 day or three 3 day seminars in New York. 
First seminar will begin July 30 in the evening and run until 4:00 pm on Thursday, 
August 3rd if we can pull it off. 

Because CIJE would like to encourage community teams to participate, CIJE will 
cover the tuition costs of the program for all participants and the expenses of one 



person of a three person team from each community. Estimated costs per person 
(depending on travel expenses) + $3000-3500. 

The costs can be broken down in the following way: 

Glidden House 
$ 50 per night double occupancy 
$45 per day for food 
$300 per trip per person 

New York (meetings at CIJE offices; lodging at Roger Smith) 
$75 per night double occupancy 
$35 per day for food 
$300 per trip per person 

Travel costs, of course, will vary. 

Time ran out on us. Gail had already tried this idea out on Ina, Janice, and Marci--all 
of whom had supported the idea and were free for the dates. She shared that she 
had tried out the idea and the dates out on several other central agency directors in 
other communities. Hopefully in our next telecon, we will discuss the feasibility of 
getting this up and running by the end of July. 

Additionally, in our next telecon, we will talk about seminars for principals for next 
year. The thought is to perhaps run two different seminars at the Harvard Principals 
Center -- one like last years for principals who were unable to attend, and a second 
one on Building Community in Schools to which perhaps principals, a teacher and 
lay person from their setting could be the target audience. 

Talk to you soon. Gail 
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Teachers 

The El PMO school district 
is the first in the nation to hire 
an educator from the U.S. 
Defense Department's new 
teacher-recruitment program. 

'"!\-oops to Thacher&" helps 
discharged military penionnel 
become teachers at public schools 
in low-income areas. 

School officials in El Paso hired 
the first of the program's 
recruits 88 a bilingual leacher at 
an elementary school in June. 

The district is using the 
program to find -qualliied. 
disciplined individuals in areas 
where we really need te.achers, 
such 88 bilingual education," 
Superintendent Estaoislado 
Paz of the El Paso schools said. 

The recruitment eBort bas 
expanded into Calii>mia, another 
state that bas many districts 
grappling with teacher shortages. 

In addition to providing 
teachers to distrida that need 
them, the program aims to 
ease the transition for defense 
workcn1 moving into the 
civilian workforce 88 the military 
downsizes. The federal 
guvemment will subeidi7.e the 
salaries in exchange lor at 
least five years of eervice and will 
provide a stipend to pay iJr 
alternative certification hebe it 
places its recruits. 

~ Tuachera in ~land will 
~ subject to tougher teacher­

licensing proceduree under a 
new plan a pproved by the state 
board of education. 

The board voted last mooth to 
require teachers to pass new 
perfurmance standards every five 
years. Beginning next year, 
teachers must have satisCactory 
evaluations at least three out 
of five years, OOlllplete more 
aJUJ"lleWOnt in their fields, and 
design their own professional­
development plana. 

The changes are a radical 
departure from the state's 
previous policy, which required 
teachers renewing an 
advanced certificate to pay a $10 
fee every 10 years. 

Maryland education officials 
have said the new restrictions­
peseed after four years of 
debate and despite opposition 
&om the teachera' union--are 
apected to send the meesage that 
the state is serious about 
evaluating teachers based on 
cootinued improvemenl 

In addition to adopting the 
licensing changes, the board 
has propoeed requiring teachers 
to have five years of college 
training instead of four. 

The undergraduate 
teaching degree would be 
eliminated under the proposal 
and replaced with four years of 
bl>eral-arts coursework, plus 
one year of education studies and 
student teaching. 

The proposal, which is 
expected to be debated in 
public bearings this summer, 
must be approved by state 
higher-educatioo officials and 
funded by the legislature. 

A.F.T. Says Poll Shows Man: 
By Joanna Rlclwdson 

All4MIII, Calif. 

The American Federation of 
Tuachera bas ioteDJJilied it.a cam­
paign against "full inclusion" by 
releasing 8 poll showing that most 
teachera oppoee putting disabled 
students in regular cl8.118r00m&. 

The survey, released at the 
A.P.T.'s cooveotioo here last 
month, reinforces the union's posi­
tion on the full-ioclWlion move­
ment, which has gained momen­
tum over the past few years. 

Last year, the unioo called li>r a 
moratorium oo the practice until 
the issues of fuoding, teacher 
training, and extra classroom as­
ai.st.ance are addressed. (See &w­
cation Wed, Jan.. 12, 1994J 

And delegates paaed a reeolu­
tion last month denouncing the 
wholesale inclusion of special-ed­
ucatioo students without regard 
to the nature or severity of their 
diaabilities. 

The policy condemns "dump­
ing" practices, such as moving dis­
abled students into regular claas­
rooms without individualized 
education programs, as required 
by federal law. 

The National Education A890ci­
ation approved a policy at ita an­
nual meeting last month urging 
that disabled student.a be placed in 
regular classrooms only when 
teachers have received special 

~ Coli{--On liia 
20th annivenuy u president 
of the American Federation 
of 'Thachen, Albert Shanker 
opened the union's 
convention here oa a · 
bi~ note, thanking 
the huabed delegat,el ... dleir-
811pport during bis ~ 
battle with cancer. 

Mr. Shanker, who -
unaDUJlOIJJlly elected t.o another 
~year tam in office ~ 
the meeting last manfh, ia 
undergoing a 6nal rouad of 
tnatmeot ilr bladder cancer. 

Because rL bis health, 
l0lDe union inliden bad 
privat.ely queationed the 
stability <L the unim'• 
leadenhip. 

Mr. Shanker, a pianea- In 
winning collective­
bargaining riahts Ii:.- teachen 
and cme o{ the oounby'a 
ID08t ircefu) champianl o{ 

public education, admitt.ed 
having had aemnd thoughts 
about l8ekiog re-election. 

"It's been a very tough 
year: he aaid, bis voice 
breaking. 

But docton have given 
him •a very good prognolia" 
i>r recovery, Mr. Shanker, 
who is 65, IIIIIIUJ"ed the crowd. 

The 4,000 delegates 
greeted the news with a Nriee 
of at.anding ovations. 

Vice President Gore and 
U.S. Sec:retuy ofEducatioo 
Richan! W. Riley alao 

Albert Shanker, the president of the America, 
Anaheim, Calif., for ldloola to atop the "full l1 

training and assistance. The 
N.£.A., however, stopped short of 
insisting that the practice be dis-­
continued. 

The A.P.T.'1 preaideot, Albert 
Shanker, and other union leaders 
cited an iocreaae in claims by 
teachers that disabled student.a 
were monopolizing their time and 
making it difficult to devote atteo-

praiaed the union pn,aident in 
their apeechea here. 

Known iJr ~ povocativ&­
and~ Mr. 
Shanker thie year deliwred bis 
tradiaonal"llbdeofthe 
union" addr-ea despit.e 
11peculation tlm bis mo­
would bep him from the 
Ject.em. 

He reported that the 
union had grown by about 
66,000 membcn, to 852,000, 
llioce the last biannual meeting. 

• 
Mr. Shanbr allo 8lld the 

1eadenllup - proceeding with 
caution OD a pollib)e merger 
with the 2.2 million-member 

tion to oth1 
AdvocatA 

students b 
children gn 
lar claa8roc 
p-eparedto 

nn 
In the 8ll 

ter D. Har 

National Ee 
Aleoclatian 
Wed,Jul;y 

!'Don't 118 
happened, t 
~orl 
be aaid, poil 
unions'~ 
differenoes. 

TbeAJ.1 
tbeAJ.t..~ 
~stick 
itavotmg5 
unlimit.ed I 

Butthe1 
prevalliog 
organlzaticl 
odds,Mr. s 

MoltA.P, 
w-baoare8l 
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THE CURRENT STATIJS OF TEACHING AND TEACHER DEVELOPMENT 
IN THE UNITED STATF.s 

WANTED 

College graduate with academic major (master's degree preferred). Excellent 
communication and leadership skills required. Challenging opportunity to serve 150 
clients daily on a tight schedule, developing up to five different products each day to 
meet individual needs, while also adhering to multiple product specifications. This 
diversified position allows employee to exercise-typing, clerical, law enforcement, and 
social work skills between assignments and after hours. Adaptability helpful, since 
suppliers cannot always deliver goods and support services on time. Must be able to 
work alone without consulti.ng other colleagues. Typical work week 47 hours. Special 
nature of the work precludes fringe benefits such as access to a telephone or computer, 
but work has many intrinsic rewards. Starting salary $19,100 with the possibility of 
earning $29,000 after only 15 years. 

This want ad accurately characterized the typical secondary school teaching position in 
the United States in 1991. It describes an occupation initially structured to process large groups 
of students through factory model schools - an occupation that has, over much of this century, 
sought to employ relatively low-paid entrants and manage their work bureaucratically, with many 
prescriptions for practice, few investments in teachers' learning, and little opportunity for them 
to engage in decisions or work collaboratively with one another. 

Current education reforms challenge these aspects of contemporary schools, which were 
designed nearly a century ago when the advent of the ·manufacturing era transformed the rural 
one-room schoolhouse to ·the:; urb·an schoof bureaucracies we now have. For more than a decade, 
states and districts have been involved in concerted efforts to raise standards for student learning, 
improve teaching, transform school structures so that they better support student success, and 
decentralize decisionmaking in order to address problems more effectively at the school site. 

These reforms are motivated by major changes in society and the economy which make 
it clear that individuals who do not succeed at school cannot suzvive in an increasingly 
technological economy, and societies which do not succeed at education cannot survive in the 
global marketplace. Whereas in 1900, about half the nation's jobs required low or unskilled 
labor; today fewer than 10% do. And while fewer than 10% of jobs at the beginning of the 
century were professional or technical positions requiring higher education, more than half of 
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the new jobs created in this decade will require postsecondary education; 90% will require at 
least a high school education. 1 

There is little room in today's society for those who cannot manage complexity, find and 
use resources, and continually learn new technologies, approaches, and occupations. In contrast 
to low-skilled work on assembly lines, which was designed from above and implemented through 
routine procedures, work sites increasingly require employees to design their own tasks, plan 
and evaluate outcomes, and solve problems in teams. Restructured businesses and industry 
demand better educated, more thoughtful workers for virtually all kinds of jobs2. A more 
complex society also requires citizens who can understand difficult problems and manage ever 
more complicated social systems. 

Consequently, schools are being asked to prepare all students, rather than only a small 
minority, for •thinking work,• and teachers are being asked not just to · cover the curriculum• 
but to teach in ways that ensure that all students will learn. Teaching diverse learners to 
perform in these more challenging ways requires changes that cannot be "teacher-proofed" 
through new textbooks, curriculum mandates, or tests. As state after state has sought to re­
create schools so that they can meet 21st century demands, it has become apparent that their 
success depends fundamentally on teachers: What teachers know and can do is the most 
important influence on what students can le.am. 

Reforms aimed at building the capacity of teachers differ from past efforts of educational 
change which mandated new courses, tests, curricula, and management systems, but did not 
worry about how they would make it from the Statehouse to the schoolhouse. However, in 
contrast to teaching in other industrialized countries, supports for teachers and teacher learning 
in this couptry are meager. U.S. teachers are typically paid less than other college-educated 
workers, have lower levels of investment in their knowledge, have less time to work with and 

- learn from each other, and are given less decisionmaking authority. 

In addition, there are large inequalities across districts in teachers' salaries and teaching 
conditions. As a consequence, teacher shortages are common, especially in fields like math and 
science, where competing occupations offer more attractive opportunities, and in cities and other 
low-wealth districts where salaries and working conditions are not comP,Ctitive. The traditional 
U.S. response to teacher shortages has been to lower standards when vacancies need to be filled. 
This is producing an increasingly bimodal distribution of teachers. 

As teacher demand is growing, and as standards for teachers are being raised, the 
qualifications and abilities of teachers in advantaged communities are becoming ever more 
impressive. At the same time, however, over 50,000 teachers annually have been entering 
teaching on emergency or temporary certificates with little or no preparation at all.3 Most of 
these underprepared entrants are hired to teach in low-income schools in central cities and poor 
rural areas. In stark contrast to their students' needs, these teachers of disadvantaged students 
are least likely to have encountered knowledge about how children grow, learn, and develop, 
or about what to do if children are having difficulty. · 



While the hiring of unprepared teachers is a longstanding tradition in the U.S. going back 
more than 100 years, the practice had been sharply reduced during the 1970s with recruitment 
incentives, forgivable loans for college students preparing to teach, Urban Teacher Corps 
initiatives, and Master of . Arts in Teachi_ng (MAT) programs, coupled with wage increases. 
However, the cancellation of most of these federal supports in 1981 and a decline in salaries and 
recruitment incentives throughout the decade led to renewed shortages when student enrollments 
started to climb once again, especially in cities. Between 1987 and 1991, the proportion of new 
teachers entering teaching with a college major or minor and a license in their fields actually 
declined from about 80% to 65 %." 

Thus, while some children are gaining access to teachers who are better qualified than 
ever before, a growing number of poor and minority children are being taught by teachers who 
are sorely unprepared for their work.s This poses the risk of heightened inequality in 
opportunities to learn and in outcomes of schooling, with all of the social dangers that implies, 
at the very time when all students need to be prepared more effectively for the greater challenges 
they face. 

, . ! 

The juxtaposition of our need for substantially more -successful schools and current 
problems in staffing them with enough well-prepared teachers raise many questions: What do 
teachers need to know and be able to do to succeed at the challenging goals posed by current 
school reforms? How can teacher preparation be strengthened to ensure that teachers know how 
to teach their subjects and all students well? How can schools be organized to better support 
student and teacher learning? What steps are needed to recruit and hire well-prepared ~eachers 
in all communities, and to keep them in. the profession? These questions are at the heart of 
current efforts to redesign education and of this Commission's charge to develop a blueprint for 
recruiting, preparing, and supporting a teaching force capable of teaching all children to high 
standards in all ~mmunities. 

The Demands of Current School Ref onns 

Over the last decade the rhetoric of school improvement has changed from a language 
of school ·reform to a language of school restructuring, as signs of dysfunction in the education 
system have joined ~th new ~ial demands for greater education. In brief sketch, these includ~ 

o A rapidly changing industrial base providing fewer low-skilled manufactur-
ing jobs and more demand for advanced technological skills and problem-solving 
abilities. 6 

o An educational system that prepares only a small share of students for the 
higher levels of performance these jobs require. According to national and 
international assessments, fewer than 10% of students are prepared to do the 
kinds of thinking and problem solving required for college level work in 
mathematics, science, reading, and writing.7 U.S. students score near the bottom 
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of most international comparisons in mathematics and science, especially on tasks 
requiring critical thinking and problem solving skills.' 

. . 

o Continuing high dropout rates, which hover at 25% for all U.S. students 
and reach 50% for minority youth in central cities, for whom unemployment rates 
remain almost that high as well. 9 

o Fewer options for students whom schools have failed. A male high school 
dropout in 1986, for example, had only one chance in three of being employed 
full-time; this is half the odds of 20 years earlier. If employed, he earned only 
$6,700 a yeM, about half of what a high school dropout earned in 1973.10 

o Crime and delinquency that are also linked to inadequate education. More 
than half the adult prison population is functionally illiterate, and nearly 40% of 
adjudicated j uvenile ae_Unquents have ~eatable learning disabilities that were not 
diagnosed in the schools. 

Rapid changes in society mean that the traditional outcomes of our school system -­
academic success for some and failure for many others - are now more problematic than they 
have ever been before. While American schools have had high dropout rates and limited success 
with many graduates in past decades, there were decent jobs on the farm or in the factory to 
accommodate most of those for whom schooling was not a success. This is no longer true. Just 
as the last century's massive transformation from an agrarian to an industrial society created 
urban school bureaucracies to replace earlier one room schoolhouses, so this century's movement 
into a high-technology information age is demanding a new form of education and new forms 
for school organizations. 

Change proposals have shifted from efforts intended to make our current educational 
system perform more efficiently to efforts intended to fundamentally rethink how schools are de­
signed, how teaching and learning are pursued, and what goals for schooling are sought. In 
order to prepare all students for thinking work - for framing problems; finding, integrating and 
synthesizing information; creating new solutions; ]earning on their own; and working 
cooperatively - schools must create bridges between the very different experiences of individual 
learners and a common set of much more demanding curriculum goals. Teachers must use· a 
wide variety of teaching approaches to build on the different experiences, intelligences, prior , 
knowledge, and learning styles of their students. They must understand what their students think 
and how they learn, as well as what they know. 

There is another challenge, as well, that requires a more knowledgeable and highly 
skilled teaching force: the social setting for teaching is ever more demanding. One out of four 
Amen.can children now lives in poverty, and the largest wave of immigrants since the turn of 
the last century is entering schools. Children who encounter a wide variety of stresses in their 
families and communities are present in virtually every classroom. Educators are striving to 
attain more ambitious goals at a time when schools are more inc;:lusive than they have ever been 
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before. More students stay in school longer, and more students with special needs - many of 
them unserved several decades ago -- are served in more mainstreamed settings. The need to 
match learning opportunities to the needs of individual children defies the single, formulaic 
approach to delivering lessons that has characterized much regulation of teaching, many staff 
development programs, and a number of teacher evaluation instruments in the past. 

The new mission for education clearly requires attention to how teachers can acquire new 
knowledge and skills. In order to "teach for understanding," 11 teachers must understand the 
many different ways in which children learn and develop as well as the structures of subject 
areas and a variety of alternatives for both promoting and assessing learning. 12 As McLaughlin 
and Talbert (1993) note: 

Teaching for understanding promises to enhance the kinds of cognitive outcomes 
for students that the American system has heretofore been notoriously ineffective 
at producing .... [However], it requires change not only in what is taught but also 
in how it is taught.... Teaching for understanding requires teachers to have 
comprehensive and in-depth knowledge of subject matter, competence in 
representation and manipulation of this knowledge in instructional activities, and 
skill in managing classroom processes in a way that enables active student 
learning (pp. 2-3). 

As these needs have become more obvious, changes have begun to take place in teacher 
preparation programs across the country, approaches to licensing and accreditation are being 
reconsidered, and a new National Board for Professional Teaching Standards is beginning to 
offer recognition to highly accomplished teachers who can teach all learners for understanding. 
Policy makers and educators increasingly recognize that the capacities teachers need in order to 
succeed at the 21st century agenda for education can only be widely acquired throughout the 
teaching force by major reforms of teacher preparation, ongoing professional development, and 
major restructuring of the systems by which states and school districts license, hire, induct, 
support, and provide for the continual learning of teachers. u The recently enacted federal 
Goals 2000: Educate America Act links new standards for students to much expanded 
professional development for teachers. States and districts are beginning to rethink how 
teachers' work is structured in schools, so that teachers have greater opportunities to work 
collegially and to continually improve their knowledge and skills, and so that students and 
teachers have greater opportunities to work intensively together over time. In this way, teachers 
can come to know the minds of their students well. 

These efforts to improve teaching and teacher preparation have thus far been isolated and 
piecemeal, however, and have not yet been developed as a coherent plan linked to other school 
reform cff orts and integrated across the various stages of the teaching career -- from initial 
recruitment and preparation, through induction and ongoing professional development, to the 
demonstration and sharing of highly accomplished practice among expert, veteran teachers. 
Development of such a coherent plan should take into account the current status of teaching and 
teacher development and the possibilities for fundamentally different approaches and outcomes. 
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It must also consider the issues of how to recruit and retain an adequate supply of well-prepared 
teachers for all schools. 

Recruitin~ Teachers 

~ Over the next two decades the demand for teachers will increase substantially. Higher 
birth-rates and immigration have caused the teaching force to grow from 2.5 million in 1980 to 
2.8 million in 1991 and a projected 3.3 million by the year 2002. 1• (See Figure 1.) The 
teaching force has also aged considerably since the 1970s, when the last major hiring boom 
occurred. Nearly one fourth of teachers were over 50 in 1991, which means that we will be 
faced with replacing large numbers of teachers ·who will be retiring over this decade and the 
next; many of them -- such as the older-than-average population of mathematics and science 
teachers - in fields where there are already shortages. Over the next decade, more than 
200,000 teachers will need to be hired annually. 15 

Therefore, investment in teacher recruitment, preparation, licensing, induction, and 
ongoing development is crucial at this time. While demand for new teachers is increasing, the 
supply of newly prepared teachers dropped sharply throughout the 1970s and '80s and is just 
beginning to increase once again. Between 1972 and 1987, the number of bachelor's degrees 
conferred in education plummeted by over 50%, from nearly 200,000 annually to under 
100,000.16 The decline was especially severe for academically able minority candidates and 
women, who shifted their preferences from education to business, health professions, law, and 
other occupations during those years. 17 As these other professions opened up to women and 
minorities, the captive labor force for teaching - which had given teaching more capable 
entrants than its salaries would otherwise have attracted - began to disappear, forcing it to 
comp_ete with other occupations for talented entrants. 

_, 
- Since the late l 980s, attractions to teaching have improved somewhat, with salary 

increases closing some of the gap between teaching and other occupations, and returning teachers 
to the wage level they had received in 1972 before a decade of decline in real salaries." This 
has helped propel increases in teacher supply and quality. · In contrast to the 1980s, current 
teacher education students have better academic records than most other college students. 19 At 
current rates of increase in supply, we might optimistically expect the number of newly prepared 
teachers to soon reach 150,000 annually for the more than 200,000 openings to be filled . . 
Beyond that, a wide range of policy choices yet unmade will determine future trends. 
Obviously, teaching vacancies are being, and will continue to be, filled from other sources. 
Both attracting and retaining qualified teachers at higher rates will be essential to school quality. 

While teachers' salaries have improved in recent years, they remain lower than those of 
other similarly-educated workers. Overall U.S. teachers earn 20 to 30% less than other workers 
with the same amount of education and experience. In 1991, U.S. beginning teachers' salaries 
of $19,100 ranked above those of service workers, but below those of every other occupation 
held by recent college graduates, including clerical workers, technicians, and laborers, and 
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substantially below the $30,(X)() or more paid to beginning computer programmers, engineers, 
and health professionals. 20 (See Figure 2). 

Teachers' salaries vary greatly among districts and states. For example, average salaries 
in 1990-91 ranged from $20,354 in South Dakota to $43,326 in Connecticut.21 Even within a 
single labor market, there is often a marked difference in teachers' salaries based on the wealth 
and spending choices of various districts. Typically, teachers in affluent suburban districts earn 
more than those in central cities or more rural communities within the same area. These 
variations contribute to surpluses of qualified teachers in some locations and shortages in others, 
and they influence teacher retention, especially early in a teacher's career. Those who are better 
paid tend to stay in teaching longer than those with lower salaries. 22 

Recurring shortages of teachers have characterized the U.S. labor market for most of the 
twentieth century, with the exception of a brief period of declining student enrollments during 
the late 1970s and early 1980s.23 Currently, shortages are most pronounced in areas like 
bilingual education, special education, physics, chemistry, mathematics, and computer 
science, 24 in central cities, and in growing regions of the q>untry, such as the South and 
West.25 In 1991, nearly 10% of all teachers and one fourth of new teachers lacked a proper 
license in their field; however, the proportions were more than twice as high in central cities. 
In New York City, for example, 2,600 of the 4,500 teachers hired in 1m were unlicensed, 
bringing the total number of such teachers in the city at that time to 9,600.215 

Maintaining an adequate supply of well-prepared recruits is even harder during times of 
substantial new hiring, because new teachers leave at much greater rates than mid-career 
teachers, rr particularly if they do not receive mentoring or support during their first years of 
teaching. Typically, 30 to 50% of beginning teachers leave teaching within their first five 
years. 21 Teachers in shortage fields, such' as the physical sciences, also tend to leave more 
quickly and at higher rates. 29 New teachers often leave because they are given the most 
challenging teaching assignments and left to sink or swim with little or no support. The kinds 
of supervised internships provided for new entrants in other professions -- architects, 
psychologists, nurses, doctors, engineers - are largely absent in teaching, even though th~y have 
proven to be quite effective in the few places where they exist 30 

Some states and districts have addressed shortages by increasing salaries and providing 
scholarships and other incentives for prospective teachers. Others have instead reduced 
standards for entry by establishing alternative routes to certification or expanding the use of 
substandard and/or temporary credentials. 31 Despite current efforts to raise licensing standards 
for new teachers, more than one in four new hires in 1991 held either a substandard certificate 
or none at all. (See Figure 3.) Not surprisingly, those who were hired without certification 
were concentrated in shortage fields. One-third or more of all new teachers assigned to teach 
mathematics, science, social studies, physical education, and special education were neither 
certified nor eligible for certification in those fields. 32 These unlicensed entrants were younger 
and had significantly lower GP As in college than other new teachers. 33 
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FIGURE 3 

I Qualifications of New Hires, 1990-1991 1 
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The curricular implications of these shortages have not yet be.en fully reckoned with. 
Chronic shortages of mathematics and science teachers over the past 40 years, for example, 
have created a vicious cycle in which generations of students have received suboptimal 
instruction in these fields .. These shortages reduce students' access to higher-level content in 
mathematics and science by preparing too few students to take advanced courses and by 
offering too few teachers to teach them. International studies show that U.S. students 
receive less rigorous and less well-taught science and mathematics from at least the upper 
elementary grades throughout secondary school than do students in most other industrialized 
countries.J.4 In any given year, one third of U.S. high schools do not even offer a physics 
course. 35 And only about 3 % of American students have access to calculus, as compared to 
four or five times that ratio in other counries. 36 

Overall, 15% of all schools and 23% of central-city schools reported in 1991 that they had 
vacancies they could not fill with a qualified teacher. Schools with higher minority 
enrollments had the most difficulty filling vacancies.37 (See Figure 4.) English as a Second 
Language and bilingual po~itions were the most difficult to fill; followed by special education 
and physical sciences3' . To deal with these shortages, principals -hire less qualified teach­
ers, use substitutes, cancel courses, raise class sizes, or ask ._other teachers to teach outside 
their field of preparation. 

Out-of-field teaching is common. Fully one in five public school teachers reported in 
1987-88 that they were not teaching in the area in which they felt best qualified. As a result 
of these problems, iMer-city high school students in high-minority schools, for example, 
have only have a 50% chance o: being taught by a qualified mathematics or science· teach-

. er.39 (See Figure 5.) Many children in central city schools are taught throughout their 
entire school careers by a parade of short-~rm substitutes, inexperienced teachers who leave 
before their first year is up, and beginners with little or no preparation.10 

The prevalence of unlicensed teachers and out-of-field teaching poses real concerns 
for the quality of education students receive. A large body of research shows that fully 
qualified teachers are more effective with students than those whose background lacks one or 
more of the elements required for a license - subject matter preparation, knowledge about 
teaching and learning, or guided clinical experience;u Research also shows that the 
differences in teacher qualifications across schools account more than any other factor for the 
differences in student achievemen® 

Ironically, while shortages lead to the hiring of unqualified entrants, a great many 
prospective teachers do not enter the profession after they complete their preparation. Of 
those who prepared to teach in 1990, only about three fourths applied for teaching jobs and 
only 58 % actually entered teaching the yeM after their graduation; the proportion is even 
lower for minority teacher candidates. 0 This happens for a number of reasons. Many 
prospective teachers have trouble finding employment in areas where they want to work. 
Although most jobs for new teachers are in less affluent central cities, most teacher education 
students want to teach in well-heeled suburban schools that tend to have lower turnover 
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FIGURES 

Mathematics and Science Teachers' Qualifications, 
by School Racial Composition 
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and that hire experienced teachers rather than new teachers." Some have prepared to teach 
in fields where there is an oversupply of teachers rather than in fields where there are 
shortages. Others have prepared to teach in fields like mathematics or science but find the 
alternative jobs in business and industry more appealing. Still others take time off to do 
something else (graduate school, other employment, travel, or homemaking) after graduating. 
Some of these individuals enter teaching later; others do not. Some education students 
prepare to teach as a kind of insurance, while pursuing other possible career opportunities. 
Finally, some teachers decide not to enter the profession when they encounter difficulties in 
negotiating the shoals of districts' hiring procedures or when they experience unprofessional 
hiring practices. 45 

To heighten the paradox, while hiring statistics show more teachers entering low­
income districts with marginal qualifications, the overall academic quality of new recruits is 
stronger than ever before. Nearly one in four newly hired teachers in 1990-91 held at least a 
master's degree46 

, and a growing number are prepared in much more extensive and 
rigorous programs than previously. Thus, a dual standard increasingly characterizes entry to 
teaching; one that provides teachers of dramatically different qualifications for different 
students, exacerbating growing educational inequalities between the rich and the poor. These 
trends are related to the different policy choices made by states and districts about how to 
meet the demand for teachers. The structures and conditions under which teachers' work 
takes place also influence the distribution of qualified and under-qualified teachers. 

The Current Status of Teacbin~ and Teacher Development 

Given the ~act that fully half of the teachers who will be teaching in the year 2005 
will be hired over the next decade (and large-scale hiring will continue into the decade 
thereafter), this is a critical historical moment for transforming the capacity of the American 
teaching force by transforming the quality of their preparation. Over the past decade, many 
schools of education have made great strides in incorporating new understandings of teaching 
and learning in their programs for prospective teachers. More than 100 have created 
professional development schools ~ ~ teaching hospitals in medicine, provide new 
recruits with intensively suI5Crvised internships linked to their coursework.~ Most of these 
professional deyelopment schools are engaged in the simultaneous restructuring of schools 
and teacher education programs, aiming to transform teaching so that it focuses explicitly on 
student understanding and learner-<:entered practices. 

These efforts to upgrade teacher preparation contrast with earlier assumptions about 
teaching: that teachers needed only to master basic routines with cookbook rules to guide 
them, acting as recipients of packaged knowledge rather than the generators of knowledge 
about students and teaching. This view is beginning to give way in the face of current 
understanding that students are not standardized and the tasks of effective teaching are not 
routine. While the function of teacher preparation is increasingly seen as empowering 
teachers to own, use, and develop sophisticated knowledge about teaching and learning, a 



great many systemic changes are needed for this view to become widespread in preservice 
and inservice development. 

While a growing number of teachers are prepared in rigorous courses of study 
including intensive internships (increasingly these are five- or occasionally six-year pro­
grams), the majority are still prepared in underfunded undergraduate programs that are 
treated as "cash cows" by their universities. These programs are typically less well-funded 
than any other department or professional school on campus, producing greater revenues for 
the education of future businessmen, lawyers, accountants than they spend on the education 
of the future teachers they serve." Newly launched alternative certification programs 
include some that provide only a few weeks of training for entering teachers, skipping such 
fundamentals as learning theory, child development, and subject matter pedagogy and placing 
recruits in classrooms without previous supervised clinical experience. And a shockingly 
large number of individuals enter on emergency and temporary certificates, without any 
preparation any all. 

By the standards of other professions and of teacher preparation in other countries, 
U.S. teacher education has historically been thin, uneven in quality, and underresourced. 
Unlike other professions, professional accreditation is not currently required of education 
schools, and only 40% of education schools are accredited; thus, the quality of programs in 
the more than 1200 institutions that now prepare teachers ranges from excellent to very poor. 
In addition to a general lack of support for beginning teacher preparation, school districts 
spend less than one half of 1 % of their resources on staff development, as compared to 8 to 
10% of expenditures in me:: corporations and comparable proportions in other countries' 
schools. District staff development is still characterized by one-shot workshops that have 
very little effect on practice, rather than more effective, problem-based approaches to teacher 
learning that are built into teachers' ongoing work with their colleagues. As a result, many 
U.S. teachers enter the profession with inadequate preparation, and most have very few 
opportunities to enhance their knowledge and skills over the course of their careers. 

The lack of investment in teacher knowledge is a function of the factory model 
approach to schooling adopted nearly a century ago, whic~ invested (both in businesses and 
in "modem" school systems}.in an a~ministrative b~ucr3:cy ~o design, monitor, and inspect 
work rather than in the- kilowleoge ·ot the people doing the work.· In this view, teachers do 
not plan or evaluate .their own teaching; ipstead, they make decisions based on rules and 
uniform procedures -:- texts, curriculum guides, tests, grading and promotion policies -
develo~ and handed down· by others, rather than based on their own understanding of 
learning and b;aching strategies appropriate for diverse learners. As a consequence of this 

· view, presem:ce and inservice investments in teacher knowledge about curriculum, teaching, 
and student learning have been quite small compared to those in many other countries that 
structured teaching more professionally. 

In addition, teachers' working conditions still reflect a conception of teaching as 
consisting primarily of instructing large groups of stu~ents, in isolation from colleagues, for 



most of the day. Almost everything else a teacher does is considered ·released time• or 
"homework." Time for preparation, planning, working with other colleagues, meeting 
individually with students or parents, or working on the development of curriculum or 
assessment measures is rarely available and considered not part of the teacher's main job. 
With the exception of most teachers' daily "prep period, " often spent filling out forms and 

. standing in line for the telephone or photocopy machine, teachers have virtually no planned 
- time to consult with their colleagues on problems of practice. 

Despite a shorter school year - U.S. teachers work an average of 185 days per 
year49 

- no other nation requires teachers to teach more hours per week than the U.S. 
Japanese, Chinese, and most European teachers have substantial time for preparation, 
curriculum development, and one-on-one work with students, parents, or colleagues, 
generally teaching large groups of students only about 15 to 20 hours out of a 40 to 45 hour 
work week. 50 These nations assume that teachers must continually learn and consult with 
each other to make instructional decisions, rather than stamping students with formulaic 
lessons as they pass by on a conveyor belt. 

By contrast, most U.S. elementary teachers have three or fewer hours for preparation 
per week (only 8.3 minutes for every hour in the classroom), while secondary teachers 
generally have five preparation periods per week (13 minutes per hour of classroom 
instruction). Between 5 and 10% of teachers have no preparation time at school at all 51• 

Of course, most teachers are accustomed to working long .hours outside of school. On 
average, teachers work on teaching-related tasks an additional 10 to 15 hours per week 
outside of school hours. In most schools, teachers are not expected to meet jointly with 
other teachers, to develop curriculum or assessments, to obsetve or discuss each other's 
classes, nor is time generally provided for these kinds of activities. Not surprisingly, in 

_ 1988, fewer than 10% of public school teachers said they were highly satisfied with the 
. extent and quality of opportunities to collaborate with colleagues.52 · 

Will more time for collegial work and professional development ever be financially 
plausible in U.S. schools1 How can other countries afford,. such a· •tuxurious• schedule for 
teachers while spending virtually the same amount per pupil on education overall? While 
exactly comparable data are difficult to obtain, data on staffing patterns from many different 
sources all seem to suggest that U.S. schools have invested in a relatively smaller number of 
lower-paid teachers directed and augmented by larger numbers of inspectors, administrators, 
and other supervisory staff populating several layers of bureaucratic structures. 

Other countries, meanwhile, have allocated education funds primarily to better-paid, 
better-educated teachers, who comprise virtually all of the employees in schools and who 
make most of the teaching decisions. So, for example, while fewer than half of all public 
education employees in the U.S. are actually teachers, teaching staff comprise more than 
three fourths of all public education employees in Australia and Japan, and more than 80% in 
Belgium, Germany, the Netherlands, and Spain.53 These countries invest more of their 
resources in supporting the work of •front line workers• in schools than in trying to inspect, 



monitor, and control that work. 

As F igure 6 vividly illustrates, it is possible to provide students with larger numbers 
of teachers who themselves have greater time for collegial work if resources are allocated 
differently. With virtually the same numbers of students and dollars per pupil as a typical 
American school district (Riverside, California), public schools in Zurich, like those in other 
parts of Europe, provide an intensely student-focused educational environment with twice as 
many teachers and 10 times as many doctors and nurses per pupil by operating with much 
smaller administrative staffs and running much smaller, more personalized schools (roughly 
one fifth the size of American schools). Riverside's more than 1,000 administrative staff 
nearly equal the number of teachers it employs, and far surpass the modest 113 administra­
tive staff in Zurich. With equal expenditures of.instructional funds, Zurich's 2,330 teachers 
are also better compensated, better prepared, more involved in professional decisionmaking, 
and better supported with time for collegial work than those in Riverside. S4 . . . 

Ov~r time in the U.S. , the bureaucratic approach to schooling has led to reduced 
investments in the attual activities of teaching and learning, and in professional development 
for teachers. A vicious· cycle is created. Because the competence of the teaching force is 
questioned, there is a perceived need to maintain a large ·cadre of supervisors and specialists 
to manage practice, and to administer a wide array of special programs of all kinds. The 
bureaucratization of schools in turn absorbs the money needed to make adequate investments 
in classroom teaching. From 1950 to 1980, the number of administrative staff grew at more 
than twice the rate of the number of teachers in American schools. The U.S. Department of 
Labor reported that in 1986 school systems employed approximately one administrative staff 
person for every two-and-one-half teachers.55 By 1991, the proportion of public school 
staff who are classroom teachers bad declined to only 53% from over 70% in 1950.56 (See 
Figure 7). 

The American decision, made over a century ago when current school bureaucracies 
were conceived, to invest in large, highly speci~ school organiz.ations managed 
through hierarchical decisionmaldng may have led to a system that uses resources 
inefficiently. Overall, our system has invested much more in ~ting a highly 
bureaucratized and regulated system than in recruiting and preparing good teachers. It may 
be that solving the problems of teacher development will require different ways for 
structuring education and teaching work. - . 

Teaching and Teacher Development Abroad 

In contrast to the traditions of U.S. education, other countries have structured 
teachers' preparation, responsibilities, and ongoing professional development much different­
ly. Based on greater investments in teachers' knowledge and abilities, many countries tend 
to hire fewer administrative staff and specialists and more teachers who take on a broader 
range of decisionmaking responsibilities. As a con5e9uence of these hiring patterns, teachers 
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F1GURE 7 

Types of Full-Time Equivalent Staff as a Percentage of Total Staff 

80 

70 

60 

so 

40 

30 

20 

10 

0 

Classroom teachers 

80 

70 

60 

so 

40 
Administrative staff 
-----•------...... ----••• .... .-A-. 30 ____ ______.Ir-

• • 

1950 

Other instructional staff ......... . .. ······· ....... . 
.., .......... ,·········· Principals 

~ T - -- • • ....... 

1960 1970 1980 

Years 

r-------------------------. 
Teachers a • I 

Principals : 
I 
I 
I 

Other instructional s~ff • • • • • ··· • • Administrative su.ff I 

Source: U. S. Department of Education. National Center for 
Education Statistics, Statistics of State School Systems, 
Common Core of Dab, and unpublished estimates, 
Dig(St of Education Slali.$tics, 1992, tlbles 78 and 3. 

Published in The Condition of Eduazti.on I 1993. 

12 

1990 

20 

10 

0 



also have more time during each week for professional development activities, work with 
colleagues, and meetings with parents and individual students. 

The logic of these systems is that· the greater preparation and inservice support 
teachers receive helps assure that they can make good decisions about curriculum, teaching, 
and assessment without legions of curriculum writers and inspectors to prescribe and 
supervise their work. In some parts of Germany, for example, prospective teachers earn the 
equivalent of academic majors (sometimes even master's degrees) in at least two disciplines 
prior to undertaking two additional years of rigorOl;IS teacher preparation which combine 
pedagogical seminars with classroom-based observation and intensively supervised practice 
teaching. 57 For German elementary school teachers, a five-year program of preparation is 
required, most of ·which is spent on the study of teaching and learning; for secondary 
teachers, a six-year program is required.51 Preparation in Lux~mbourg is a seven-year 
process, including and extending beyond the baccalaureate degree to professional training.59 

In France, new models of teacher education send candidates through a five-year program of 
undergraduate s~dies and teac~er education leading up to an intensively supervised year-long 
int~mship in schools· much like the newly-launched (but not yet widespread) professional 
development schools in the U.S. In these countries, teachers are almost never hired without 
full preparation, a practice enabled by subsidies that underwrite teacher preparation and 
salaries comparable to those in other professions. 

A recent cross-national study reports that most countries who are members of the 
Organization for Economic Cooperation and Development are extending preservice education 
·requirements and internships, while also seeking to deepen inservice learning opportuni-
ties. 60 The same is true of Asian countries: Australia, Japan, Chinese Taipei, and New 
Zealand are moving toward five-year programs of teacher preparation, usually including , 
greater study of teaching and learning and a sustained and intensive internship or practicum 
component. 61 

In Japan, where inservice professional development opportunities are extensive, 
teachers spend between 15 and 20 hours per week with their classrooms of students, and the 
remaining time working with colleagues on deyeloping lessons, visiting parents, counseling 
students, and pursuing research, study groups, and other learning activities. Regular 
opportunities are provided for visitations to other schools, half- and full-day seminars provid­
ed by teachers, group research projects, ongoing teacher-led study groups in various subject 
areas, joint planning, and demonstration lessons, which teachers regularly offer to one 
another. About 5,000 teachers annually are subsidized to visit schools in other countries to 
look at teaching. 62 

By Japanese law, beginning teachers must receive at least 20 days of inservice 
training during their first year on the job and 90 days of professional development. Master 
teachers are released from their classrooms to advise and counsel them. 63 In Taiwan, 
candidates pursue a four-year undergraduate degree which includes an extensive set of 
courses on child learning, development, and pedagogy prior to a full-year teaching practicum 



in a carefully selected and supervised setting. In the People's Republic of China, beginning 
teachers start out after their teacher preparation as apprentices; working with a reduced 
teaching load, observing other teachers and preparing under the supervision of master 
teachers. They work in teaching teams f9r planning lessons and peer observation. 64 There 
are ongoing supports for collegial learning. 

Of their study of mathematics teaching and learning in Japan, Taiwan, and the U.S., 
Stigler and Stevenson (1991) note: 

(One of the) reasons Asian class lessons are so well crafted is that there is a 
very systematic effort to pass on the accumulated wisdom of teaching practice 
to each new-generation of teachers and to keep perfecting that practice by 
providing teachers the opportunities to continually learn from each other (p. 
46). 

Finally, in addition to these ongoing opportunities for professional learning, teaching 
in most other countries is not as bureaucratically organized as it is in the U.S., either within 
the teaching force or in terms of specialists and administrators who do not teach. It is not 
uncommon, for example, in Germany, Japan, Switzerland, and Sweden, for teachers to teach 
multiple subjects, take on counseling responsibilities, and teach the same students for 
multiple years, so that they come to know their students well both academically and 
personally. 65 Where similar arrangements for personalizing teacher-student relationships 
have been tried in the U.S., research shows that student achievement is significantly higher, 
as a consequence of ~eachers' greater knowledge of students' learning styles and needs, and 
greater ability to activate student motivation and effort. 66 

P05.5ibilities r or Transf ormine Teachine 

Ultimately, the quality of teaching depends not only on the qualities and qualifications 
of individuals who enter and stay, but also on how workplace factors and school structures 
affect teaching work and teachers' effectiveness. Teache~ who feel they are enabled to 
succeed with students are more committed and effective than those who feel unsupported in 
their learning and in their practice." 

Interestingly, structural workplace conditions having to do with autonomy, decision­
making authority, and administrative supports appear to exert more influence over most 
teachers' views of teaching than such factors as student behavior, often trumpeted by the 
media as ~ major problem in schools. Though the stresses of contemporary life, particular­
ly in urban communities, should not be minimized as an influence on students, families, and 
schools, teachers do not view student behavior, absenteeism, or drug abuse as the most 
overwhelming difficulty in their work, even in central cities. In 1991, no more than 14% of 
teachers felt that any of these were serious problems in their schools. 61 However, large 
numbers of teachers (25 to 40%) are dissatisfied with working conditions having to do with 
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how schools are structured and managed and with the control they have over their profession­
al lives. 69 Teachers who leave the profession permane~tly are often those who are most 
dissatisfied with these kinds of workplace conditions.70 

While U.S. teachers typically report that they do not have the time and resources to 
do their work, that they have too few opportunities to interact with colleagues and little 
influence on school policies and practices, those in restructuring school environments feel 
differently. A recent survey of teachers regarding the extent and effects of recent school 
refonns illustrates how professional working conditions affect teachers' attitudes about their 
work as well as their practices. 71 Those who reported that site-based management (SBM) 
had been introduced in their schools (about 50% of the total), were also much more likely to 
report that a whole series of other curriculum and organizational refonns had occurred. For 
example, 72 % of teachers in SBM schools said that cooperative learning had had a major 
impact on their school, as compared to only 35 % of those teachers in non-SBM schools. 
Also, more prevalent in SBM schools. were mixed ability-group classrooms, more rigorous 
graduation standards, performance-based assessment practices, emphasis on indepth under­
standing rather than superficial content coverage, accelerated learning approaches, connec­
tions between classroom practices and home experiences and cultures of students, and teacher 
involvement in decisions over how school funds are spent.72 

These kinds of changes in governance seem to be associated with other changes that 
provide teachers with the teaching circumstances they need to feel effective. Teachers in 
schools· that had been impacted by refonn were much more likely to report that their schools 
had become much better in the previous three years at providing structured time for teachers 
to work with each other on professional matters, enabling them to observe each other in the 
classroom and provide feedback about their teaching, allowing teachers to work in teams, 
giving teachers more time to plan instruction, and being willing to counsel students in home 
visits. 

These changes appear to affect teachers' views of their work. Teachers in refonn­
impacted schools felt they had more opportunity to adapt their instruction to. the needs of 
their students and to invent more effective methods, rather than being consa:amed by district 
routines or standardized curricula. They were more optimistic about principal-teacher 
relationships, about working conditions for-teachers, about the educational perfonnance of 
students, about the professional status of teachers, and about their own job satisfaction. They · 
were much more likely to report themselves very satisfied with their career as a teacher 
(61 % as compared to 44%) and to see teachers as the agents of refonn rather than as the 
targets of refonn. 73 

In addition to these school-.based reforms, important initiatives are currently underway 
to develop and implement more meaningful standards for teaching, including the move 
toward perfonnance-based standards for teacher licensing, companion efforts to develop more 
sophisticated and authentic assessments for teachers, and the development and integration of 
national standards for teacher education, licensing, and certification. These national efforts 



are being led by the new National Board for Professional Teaching Standards (NBPTS), 
established in 1987 as the first professional body in teaching to set standards for the 
advanced certification of accomplished teachers; by the Interstate New Teacher Assessment 
and Support Consortium (INf ASC), a consortium of more than 30 states working together on 
"National Board-compatible" licensing standards and assessments; and by the National 
Council for Accreditation of Teacher Education (NCATE), which has been strengthening 
standards for teacher education programs, recently incorporating the perfonnance standards 
developed by INT ASC. 

These initiatives have in common a view of teaching as complex, grounded in 
decisions that are contingent on students' needs and instructional goals, and reciprocal - that 
is, continually shaped and reshaped by students'-responses to learning events. This view 
contrasts with that of the recent "technicist" era of teacher training and evaluation, in which 
teaching was seen as the implementation of set routines and fonnulas for behavior, which 
were standardized and disconnected from the diverse needs and responses of students. The 
new standards and assessments also take into explicit account the multicultural, multilingual 
nature of a student body that also possesses multiple intclligen~ and approaches to learning. 
The standards explicitly view teaching as collegial work, informed by collective planning and 
problem solving and by continual reflection on practice with colleagues. 

Developin& a New Paradiwi for Scllool Reform 

Regulations do not transform schools; only teachers, in collaboration with administra­
tors and parents, can do that. Thus, rebuilding the human infrastructure of the educational 
system through strategic investment in the recruitment, preparation, induction, and ongoing 
learning of teachers is a key strategy for school refonn. The attempts presently underway 
across the country still tend to be embryonic, and are scattered rather than systemic, but the 
possibilities for rethinking how schools structure the use of teacher time, the opportunities 
for team teaching and collaboration, the development of teacher and school networks, and the 
responsibilities of teachers are probably greater now than ~ ey have ever been. A companion 
press to rethink teacher preparation, to create school-1.Dliyersity partnerships, and to develop 
collaborative arrangements with business and industry has opened up an array of options for 
teacher professional development. These initiatives have created an assortment of activities 
an~ commitments that arc promising, and could become powerful if coordinated around a 
common vision and agenda for strengthening teaching. 

This agenda is central to broader school reforms. Indeed, all of the problems cited by 
educational critics are constrained in their. solution by the availability of knowledgeable and 
skillful teachers, and by the school conditions that define how that knowledge can be used. 
Raising graduation requirements in mathematics, science, and foreign language, for example, 
is of little use if there are not enough teachers prepared to teach those subjects well. 
Exhortations for improvement in students' higher order thinking abilities can accomplish little 
without able teachers who know how to engender ~ thinking and who teach in an 



environment that supports rather than undermines this kind of learning. Concerns about 
"at-risk" children -- those who drop out, tune out, and fall behind - cannot be addressed 
without teachers who are well prepared tq understand and meet the diverse needs of students 
who come to school with varying learning styles, family situations, and beliefs about 
themselves and about what school means for them . 

. 
· 1n policy terms, strengthening teaching suggests developing more rigorous prepara­

tion, licensing, and selection practices, and more effective professional development in 
exchange for the deregulation of teaching -- fewer rules prescribing what is to be taught, 
when, and how. The theory behind this equation is that such steps are more likely to 
improve the quality of e.ducation and the level of knowledge in the profession as a whole by 
promoting-continual improvement, as "effectiveness" rather than "compliance" becomes the 
standard for judging practice. Coupled with strategies to ensure an adequate supply of well­
prepared teachers, and schools that are organized to use their talents well, reforms of 
teaching pose an alternate paradigm. They emphasize bottom-up strategies that build 
knowledge and capacity within the ranks of teachers and schools, betting on people rather 
than on bureaucratic systems as the source of improved productivity. They seek forms of 
accountability that will focus attention on "doing the right things" rather than "doing things 
right." As such, they demand changes in much exhting educational policy, in current school 
regulations and management structures. 

Professionalizing tea~hing may call for rethinking school structures and roles, and 
r~ocating educational dollars. If teache~s assume many of the instructional tasks currently 
performed by administrative staff (e.g. curriculum development and supervision), the layers 
of bureaucratic hierarchy will be reduced. If teachers are more carefully selected and better 
trained and supported, expenditures for management systems to control incompetence will be 
less necessary. If investments are made in the beginning of the teaching career for induction 
support and pre-tenure evaluation, the costs of continually recruiting and hi.ring new entrants 
to replace the 30 to 50 % who leave in the first few years will decline; the costs of band-aid 
approaches to staff development for those who have not learned to teach effectively will be 
reduced; and the costs of remediating or seeking_to dismiss poor teachers - as well as 
compensating for the effects of their poor teaching·on children ...: will decrease. Strategic 
investment in teacher competence should free up resources for innovation and learning. 

Although these arguments may 59und persuasive, it is important to realize that 
American education has been down this path before. The criticisms of current educational 
reformers .-- that our schools provide most children with an education that is too rigid, too 
passive, and too rote-oriented to produce learners who can think critically, synthesize and 
transform, experiment and create - are virtually identical to those of progressive educators at 
the tum of the century, in the 1930s, and again in the 1960s. What John Dewey called the 
"old education• in 1900, with •its passivity of attitude, its mechanical massing of children, 
its uniformity of curriculum and method" "was to be replaced with a child-rentered 
approach that focuses on the needs and aptitudes of students. Many contemporary reforms 
were pursued in each of these eras: a "thin.king" curriculum aimed at "higher order" 



performances and c...~tive skills, team teaching, cooperative learning, student~ntered 
instruction, and authe:;.tic assessment. Indeed, with the addition of a few computers, current 
scenarios for 21st ce::.:ury schools ,s are virtually identical to John Dewey's 1900 vision of 
the 20th century ideaj6 

• 

These efforts, aimed at more universal, high quality education, were killed by 
underinvestment in --ceher knowledge and school capacity. Cremin argued that "progressive 
education ... deman<i=: infinitely skilled teachers, and it failed because such teachers could not 
be recruited in suffici!nt numbers. •n Because of this failure, in each wave of reform, 
learner~ntered edo::ction gave way to standardizing influences that "dumbed down• the 
curriculum, in the e.::::ciency movement of the 1920s, the teacher-proof curriculum reforms 
of the 1950s, 2I1d fr.: •back to the basics• movement of the 1970s and '80s. Prescriptions 
for routine practice ~ the usual organizational response to p~umed or actual inabilities on 
the part of some woc"!ers to make sound decisions on their own. 

However, ~intment with tbe outcomes of these attempts to simplify and 
prescribe school pro::::dures led in tum in each instance to renewed criticisms of schools and 
attempts to restrua=: them. Current efforts at school refonn are likely to succeed to the 
extent that they are :w.lt on a strong foundation of teaching knowledge and are sustained by a 
commitment to stro=Iral rather than merely symbolic change. Major changes in the produc­
tivity of American s.:nools are likely to rest on our ability to create and sustain a highly­
prepared teaching ~ for all, not just some, of our children. 
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COUNCIL FOR INITIATIVES IN JEWISH EDUCATION 

MINUTES: 

DATE OF MEETING: 

DATE MINUTES ISSUED: 

PARTICIPANTS: 

COPY TO: 

I. Agenda/Overview 

COMMUNITY CONSULTATION MEETING 

DECEMBER 28, 1994 

JANUARY 13, 1995 

Chaim Botwinick, Steve Chervin, Ruth Cohen, 
Gail Dorph, Alan Hoffmann, Barry Holtz, 
Robin Mencher (sec'y), Nessa Rapoport 

Morton Mandel, Virginia Levi 

This meeting began with a restatement of our agenda for the day: Discussion of issues 
and strategies to be considered in developing comprehensive personnel action plans. 

The agenda was divided into two sections: 
1. The morning was devoted to hearing and responding to updates by Chaim 

Botwinick, Steve Chervin and Ruth Cohen on the issues/challenges/problems each of the 
lead communities is facing as they develop their plans 

2. The afternoon session focused on a presentation and discussion led by Gail 
Dorph and Barry Holtz on the characteristics of a comprehensive action plan with a focus 
on in-service education of teachers and the challenges we face in creating such plans. 

The day ended with a decision to reconvene in March of 1995 to 
A. discuss concrete iterations of community action plans with focus on steps 

needed for implementation. 
B. meet with leaders of denominational groups to talk through the roles of the 

national denominations in the development and implementation of community plans. 

II. Community Presentations 

A. ATLANTA 

Steve Chervin traced the actions in his community since reception of the results of the 
Educators' Survey in November. In general, his work group reacted positively to the 
report, noting some ambiguities in the data collecting process. 

The draft along with an introduction written by Steve (which emphasized next steps in 
community planning for personnel) was made public soon after it was received. It was 
presented at a series of meetings to key stakeholders including, CJ C ( continuity 



commission) committee members, and members of all three principals' councils (day 
school, supplementary school, and pre-school). The policy brief was given to these 
people as well. Additionally, the study and policy briefs were distributed to all 
congregational rabbis, members of the JES (Jewish Educational Services) board, 
congregational presidents, school committee chairs, and Jewish studies faculty at Emory 
University. 

The meetings proved to provide an open, honest forum for expressing concerns and 
connecting different groups of people to a shared communal agenda All those who 
participated in the meetings supported work towards developing an action plan for 
Atlanta, although the suggestions for how the community should proceed to develop a 
personnel action plan differed. 

The community plans to create focus groups of teachers in order to bring them into the 
process. The community is also looking for avenues to mobilize specific constituencies 
of individual organizations around the issues of building the profession. 

B. BALTIMORE 

Chaim Botwinick described the hard work of the small sub-committee of the CIJE 
committee charged with reviewing the draft of the document and giving feedback to 
Adam and Ellen. This committee successfully completed its work and Baltimore 
received a revised copy of the report in addition to receiving additional tables of 
information that addressed their planning concerns. 

Chaim then gave an overview of the dissemination plan in Baltimore. He reported that 
they had worked hard to develop a sense of urgency around the issue of personnel 
through dissemination of the report on the teaching force in Baltimore. The Baltimore 
report was sent out to the following groups and discussed in the following forums: 

Round One: Federation Committees 
1. executive committee of Associate 
2. board of CAJE (the Associated's committee on Jewish education) 
3. CIJE committee 

Round Two: Four Focus Groups 
1. lay chairs of congregational committees on Jewish education 
2. rabbis 
3. congregational school directors and pre-school directors 
4. day school directors 
5. CJES professional staff 
5. CJES board of directors 
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The policy brief was only given out to those who attended focus group meetings rather 
than mailing it out with the community report. There was some discussion of whether 
or not the polilcy brief should now be maiiled out. Chaim felt that attention to the policy 
brief might distract the community from moving ahead on the creation of its own 
personnel action plan. He felt now was the time for action and not the time for more 
discussion. 

The community of Baltimore has established a professional work group, consisting of 
educational professionals and a few rabbis and lay leaders. Beginning in mid January, 
this group will meet as an intensive think tank to develop short term, mid term and long 
term community plan for educators with attention to implementation and funding. In 
May, this work group will present the results of its work to the CUE committee. As part 
of this new planning process, Baltimore's educational committee structure will be revised 
to supervise the implementation of their action plan. This plan will develop further into 
micro-plans, directing specific institutions in the community. 

Two major challenges facing the Baltimore Jewish community were noted. 

1. In terms of dissemination, the focus group meetings were good meetings, but 
were poorly attended. Thus although all members of the groups got the report, 
few took the opportunity to respond to it. 
2. The pace of implementation of the action plans is directly related to the 
funding cycle of the community. The plan will be adopted in the spring, but 
cannot be funded until next fall, delaying activity in the community. 

C. MILWAUKEE 

Ruth Cohen began her presentation by noting the separation of powers within the 
Milwaukee Federation. While her role within the Federation is one of planner and 
advocate, she does not carry any implementation power within the system. The lead 
community committee has taken on five areas of concern based on a strategic planning 
process last November: personnel, teen programming, family programming, vision and 
goals, and funding for Jewish education .. 

In terms of personnel, Milwaukee received their report a year ago. A personnel action 
committee was formed to review the data. This committee went through all of the tables 
before the final draft of the integrated report was available. When the final report came 
through, two community wide receptions were held at which Adam Gamoran and Gail 
Dorph made presentations. One of the receptions was for educators, particularly teachers; 
the other was geared toward community lay leaders. The presentations were well 
received and the discussions that followed were quite good. The disappointment was that 
they were not as well attended as was hoped. 
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She recapped positive and negative events since the data on Milwaukee was released a 
year ago. On the positive side, two projects stood out as major steps forward on the road 
to building the profession in Milwaukee. The CIJE - Harvard Principals' Center Seminar 
provided information and inspiration to the educators in her community. More recently, 
the work towards creating a masters degree program for Milwaukee's teachers through the 
Cleveland College of Jewish Studies is also viewed by the community as an innovative 
development in building the profession. 

On the negative side, recent articles in the Milwaukee Jewish Chronicle have produced 
some negative responses from professionals and lay leaders, shifting the focus away from 
the progress being made in the community. Ruth felt that these articles had created 
tension and cast a negative aura on the survey and the lead community initiative. Alan 
and Nessa pointed out ways in which the lead community project of Milwaukee could 
use the media attention as an opportunity to keep the issues on the community agenda. 
They suggested a series of carefully crafted letters to the editor of the newspaper. 

Milwaukee currently faces five tensions in their work to improve educational quality: 

1. improving current programs vs. adding new program 

2. influencing institutions to take personal responsibility for reform vs. adding 
new professional positions to work with the institutions. 

3. investing in current personnel vs. bringing in new people 

4. building a partnership between planning and implementation: involving 
MAJE in teacher training towards systemic change 

5. adding programs that will lead to systemic change vs. expansion of programs 

m. Creating a Personnel Action Plan 

Gail Dorph and Barry Holtz presented a six part strategy for undertaking the development 
of community personnel action plans. This strategy is based on two central questions: 

1. What might a personnel action plan include in terms of content? 

2 . What are the steps a community could take to implement these goals? 

The strategy included the following steps: 

1. Assessing needs of teachers and leaders ( specifying needs for particular target 
populations) 



2. Projecting possible solutions to meet these needs 

3. Stating preconditions for success 

4. Surveying present in-service offerings and their strengths and weaknesses 

5. Deciding where we want to be in five years 

6. Laying out the activities in which you must be engaged over the next six 
months (a year, etc.) in order to arrive in that spot in five years. 

5 

As aids in the planning process, Barry and Gail distributed a skeleton of a comprehensive 
personnel action plan as well as several worksheet type documents to help in the planning 
process. 

Additions to these documents were made by the group as we moved through the exercise. 
In particular, suggestions for thinking about preconditions for success were expanded to 
include: 

Under B.--Building capacity for In-Service Training for Teachers, the following three 
areas were added: 

a supervisor/lead teacher 
b. teacher educators/national faculty 
c. in-service training 

Three new categories were added: 

1. motivation of teachers (mentioned were intrinsic motivation in terms of quality 
of programming, incentives for participation both financial and psychological, 
empowennent, need for networking) 

2. organizational context (that is, the readiness of institutions for teachers to be 
engaged in ongoing professional development( 

3. research and evaluation capacity (this was also added to The Critical Path) 

Three other items were mentioned in this regard that need to be on the table but did not 
seem to be preconditions to the success of the plan: establishing minimum requirements 
for teachers, some kind of certification program, thinking through the dynamics of 
individual learning plans ala first model in the article on in-service education models. 

{The seminar planning documents reflect these additions) 



V. Next Steps 

This group will reconvene March 8-9, 1995. Everyone had a homework assignment 
which includes a first cut to answering the questions in worksheets IV - VI: 

IV. What in-service opportunities currently exist in your community? What are 
there strengths and weaknesses? 
V. Where do you want to be in five years? 
VI. Given where you and where you to be, what's your plan for getting there? 
Chart the next six months time. 

On March 9th, the meetings will also include a discussion with representatives from the 
education departments of the denominational movements. 
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CREATING A PERSONNEL ACTION PLAN 

I. WHAT ARE YOUR NEEDS? 

TEACHERS 

SETTINGS PROFESSIONAL GROWTH OPPORTUNITIES 

.roDAICA EDUCATION BOTHJ& E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL 

DAYSCHOOL 

CONGREGATION 
-

EDUCATIONAL LEADERS 

SETTINGS PROFESSIONAL GROWTH OPPORTUNITIES 

JUDAICA EDUCATION BOTHJ& E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL 

DAYSCHOOL 

CONGREGATION 

(To be complete this matrix actually has to have many more cells which would be created by 
including all the populations and needs --and maybe more--included on the page called 
ACTION PLAN: FOR WHOM below) 

C:\CIJE\PLANS\FULLPLAN. WPD 



II. THE FOLLOWING CHART IS ONE EXAMPLE OF A STRATEGY DESIGNED TO 
MAP THE ISSUE OF NEEDS. 

TEACHERS 

SETTINGS PROFESSIONAL GROWTH OPPORTUNITIES 

JUDAICA EDUCATION BOTHJ&E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL Holiday Child Development Teaching Jewish Curriculum 
Cycle Holidays in Early Writing Seminar 

High Scope Childhood 
Classrooms 

DAY SCHOOL Bible Group Investigation Using Tal Sela in Talmud Shiur 
Model the elementary 

school years 

CONGREGATION Siddur Classroom Teaching the Preparing to be Lead 
Management Joseph Cycle to Teacher 
Strategies the Dalet Class 

using the Melton 
Bible materials 

(To be complete this matrix actually has to have many more cells which would be created by 
including all the populations and needs --and maybe more--included on the page called 

ACTION PLAN: FOR WHOM below) 
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ACTION PLAN: 
FOR WHOM? 

TO ANSWER WHAT NEEDS? 

POPULATIONS: 

TEACHERS AND PRINCIPALS 

Settings: 
Day School 
Pre-School 
Supplementary 

Experience: 
Novices 
3 to 7 years 
Over 7 years 

Background and Training: 
Trained in Education vs. Untrained in Education 
Trained in Judaica vs. Untrained in Judaica 
Trained in Both 
Untrained in Both 

NEEDS: 

TEACHER 

Judaic Subject Matter Knowledge 
Pedagogic Skills 
Pedagogic Content Knowledge 
Child Development 
Personal Growth Experiences 

PRINCIPALS 
Judaic Subject Matter Knowledge 

Leadership Knowledge and Skills 
Management Knowledge and Skills 
Supervision of Instruction and Teachers 
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ID. ARE THERE SOME TIIlNGS TBA T EVERYONE MUST DO FIRST? 
ARE THERE PRECONDITIONS FOR SUCCESS OF PLAN? 

A. Educational Leadership 

B. Build Capacity for In-Service Training for Teachers 
a. supervisor/lead teacher 
b. teacher educators/national faculty 
c. in-service training 

C. Motivation of teachers (mentioned were intrinsic motivation in terms of quality 
of programming, incentives for participation both financial and psychological, 
empowerment, need for networking) 

D. organizational context (that is, the readiness of institutions for teachers to be 
engaged in ongoing professional development( 

E. research and evaluation capacity (this was also added to The Critical Path) 
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IV. WHAT INSERVICE OPPORTUNITIES CURRENTLY EXIST IN YOUR 
COMMUNITY? 
WHAT ARE THEm STRENGTHS AND WEAKNESSES? 

5 



V. WHERE DO YOU WANT TO BE IN FIVE YEARS? 

1995-2000 

I OPTIONS I YEARS 

1995 1996 1997 1998 

1. Courses 

Subject Matter 
Courses 
--·-·----·- ·-·---·--·-·-
Educational 
foundations/Ped 
agogy courses 

---------------
Blend of Subj. 
matter and 
pedagogy 
----------·-
Lab/Practice 
courses 

2. Programs 

Sequenced 
programs: nQ.t 

necess. for 
training of 
educators 
-----------------
Sequenced 
programs: for 
training of 
educators 
-----------------
Induction of new 
teachers (site or 
communal) 
-----------------
Sequenced 
programs: with 
classroom 
component 
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1999 2000 



3. Retreat 
experiences 

4. Inservice 
programs for 
Ed. Leaders 

Across 
communities 
-----------------
Within 
communities 
------------------
Mentoring 
programs for 
novices --------------- -----
Peer and expert 
coaching for 
experienced 
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VI. GIVEN WHERE YOU ARE AND WHERE YOU WANT TO BE, WHAT'S YOUR 
PLAN FOR GETTING THERE? 

For some suggestions, approaches, strategies, see: 
CRITICAL PATH #Ill. p., 3, 4; 

(Particularly, map future needs in terms of leadership positions that will 
become available as well as predicting new opportu.nities) 

ACTION PLAN: HOW; and 
ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN 

COMMUNITIES 

Use chart that follows as possible worksheet 
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VI. WHAT DO YOU NEED TO DO IN THE NEXT SIX MONTHS? 

1995-96 

I OPTIONS I MONTHS 

February March April May June Sent. 

1. Courses 

Subject Matter 
Courses 
---·-----------·--·-
Educational 
foundations/Ped 
agogy courses 

~----------------
Blend of Subj. 
matter and 
pedagogy 
---·-·-·---·----
Lab/Practice 
courses 

2. Programs 

Sequenced 
programs: IlQ1 

necess. for 
training of 
educators 

-------·-
Sequenced 
programs: for 
training of 
educators 

!---·-·-·-- ·-·-·-·-
Induction of new 
teachers (site or 
communal) 
-------- --------
Sequenced 
programs: with 
classroom 
component 
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3. Retreat 
experiences 

4. Inservice 
programs for 
Ed. Leaders 

Across 
communities 
------------------------
Within 
communities 

~-----------------------
Mentoring 
programs for 
novices 

Peer and expert 
coaching for 
experienced 
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ACTION PLAN: 
HOW? 

1. MAPPING RESOURCES AVAILABLE: 
BJE 
Hebrew Colleges (local or regional) 
Denominations 
Local Secular Universities 
Out of town universities 
Rabbis in the community 
Judaica Professors 
Israel Programs 
CAJE 
JESNA 
Professional Groups (e.g. NATE, IBA) 
Melton Mini-School, Derekh Torah 

2. DEVISING APPROPRIATE APPROACHES TO ADDRESS ISSUES 
Individual Learning Plans 
Courses 
School-based Curriculum improvement project 
Training Sessions with Supervision and Feedback 
Programs (Sequenced Courses) 
Observation/assessment 

Peer Coaching 
Men!oring 
Supervision 

Structured Reflective Practice 

3. PRIORITIZATION: 
Economic Feasability 
Human Resources Available 
Scope, Content, Quality 

4. DEVELOPING INCENTIVES 
Extra Money 
Increased Salary 
Degrees/Certification 
Released Time 

11 



ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN 
COMMUNITIES 

1. Create a meeting of school directors (rabbis/lay leaders) to discuss: 

a. their respective curricula 
b. to decide if there are areas of overlap and potential cooperation for courses that need 
to be developed 
c. discuss appropriate auspices for such courses: community vs. denominational 
d. discuss appropriate venues for such courses: community vs. school based 

· 2. Other issues for discussion by this same group might include: 

a. incentives for participating in the program 
b. salary increments that would accrue for participation 
c. accreditation procedure that would accompany successful completion of "x" number 
of courses 

3a. Set up a three part program for teachers that would include: 

2 . J udaica courses that deal specific.ally with the con tent of the curriculum 
( examples: holidays, life cycle, Siddur, Parashat Hashavua, etc) 
These courses should also include where appropriate real life experiences and 
assignments as well as retreat type experiences focused on participants' "personal 

meaning making"). 

b. Pedagogic input and support for teaching the Judaica content ( either integrated 
with the course or as a lab component of the Judaica course ) 

c. Classroom coaching as support (to be provided either by teacher of whole course, 
teacher of the lab course, principal of the school) 

3b. Set up schoolwide professional development program to meet needs of setting (upgrade 
faculty, creates esprit de corps) 

4. Additional Questions: 

a. How would the above program be planned? 
b. How could it be coordinated/managed? 
c. How would it be orchestrated/taught? 
d. How would success be evaluation? 

12 



• 
CREATING A PERSONNEL ACTION PLAN 

I. WHAT ARE YOUR NEEDS? 

TEACHERS 

SETTINGS PROFESSIONAL GROWTH OPPORTUNITIES 

JUDAICA EDUCATION BOTHJ &E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL 

DAY SCHOOL 

CONGREGATION 

EDUCATIONAL LEADERS 

I SETTINGS I PROFESSIONAL GROWTH OPPORTUNITIES 

JUDAICA EDUCATION BOTHJ &E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL 

DAY SCHOOL 

CONGREGATION 

(To be complete this matrix actually has to have many more cells which would be created by 
including all the populations and needs --and maybe more--included on the page called 
ACTION PLAN: FOR WHOM below) 

A:\FULLPLAN. WPD 
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THE FOLLOWING CHART IS ONE EXAMPLE OF A STRATEGY DESIGNED TO 
MAP THE ISSUE OF NEEDS. 

I 
TEACHERS 

SETTINGS I PROFESSIONAL GROWTH OPPORTUNITIES 

JUDAICA EDUCATION BOTHJ& E ADVANCED 
OPPORTUNITIES 

PRE-SCHOOL Holiday Child Development Teaching Jewish Curriculum 
Cycle Holidays in Early Writing Seminar 

High Scope Childhood 
Classrooms 

DAY SCHOOL Bible Group Investigation Using Tal Sela in Talmud Shiur 
Model the elementary 

' school years 

CONGREGATION Siddur Classroom Teaching the Preparing to be Lead 
Management Joseph Cycle to Teacher 
Strategies the Dalet Class 

using the Melton 
Bible materials 

(To be complete this matrix actually has to have many more cells which would be created by 
including all the populations and needs - and maybe more- included on the page called 

ACTION PLAN: FOR WHOM below) 
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ACTION PLAN: 
FOR WHOM? 

TO ANSWER WHAT NEEDS? 

POPULATIONS: 

TEACHERS AND PRINCIPALS 

Settings: 
Day School 
Pre-School 
Supplementary 

Experience: 
Novices 
3 to 7 years 
Over 7 years 

Background and Training: 
Trained in Education vs. Untrained in Education 
Trained in Judaica vs. Untrained in Judaica 
Trained in Both 
Untrained in Both 

NEEDS: 

TEACHER 

Judaic Subject Matter Knowledge 
Pedagogic Skills 
Pedagogic Content Knowledge 
Child Development 
Personal Growth Experiences 

PRINCIPALS 

Judaic Subject Matter Knowledge 
Leadership Knowledge and Skills 
Management Knowledge and Skills 
Supervision of Instruction and Teachers 
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Il. WHAT WOULD AN ACTION PLAN LOOK LIKE? 

TOW ARD A COMPREHENSIVE PERSONNEL ACTION PLAN 
(fhis document only deals with personnel in formal educational settings) 

RUBRICS FOR UPGRADING PERSONNEL 
A PLAN IN PLACE WOULD HA VE THESE ELEMENTS: 

I. PROFESSIONAL DEVELOPMENT 

A Differentiated In-Service Programs for Teachers (according to 
knowledge. training. setting, and need) 

(The following could be part of an individually or communally 
based plan for professional growth tied to licensing and increments) 

1. Courses 

a. Subject Matter Courses 

b. Educational Foundations/Pedagogy Courses 

c. Courses that blend subject matter and pedagogy according to age and setting 

Examples: 

* Early Childhood Teachers Seminar (emphasizing Judaica component of 
the program as well as implications for pedagogy) 

* Seminar on the Teaching of Hebrew language 
* day schools - spoken Hebrew 
* day schools - text Hebrew 
• supplementary schools - reading and Siddur Hebrew 

* U-STEP (United Synagogue In-service courses) 

d. Courses that have "lab or practice" component 

4 



2. Programs 

a. Sequenced programs not necessarily developed for "training of 
educators" (e.g., Melton Mini-School) 

b. Sequenced programs designed for educators (Early Childhood 
Institute) 

c. Sequenced programs _designed for educators with classroom 
based component 

d. Induction (Site based or Communal) 

3. Retreat Experiences 
which will focus most particularly on personal/ experiential needs of 
participants (tefillah, Shabbat) 

{One way to frame items 1-3 could be the creation of a Teachers Institute with a variety of 
offerings for teachers of different subjects, settings, denominations, and ages.} 

B. In-Service Programs for Educational Leaders 

Leadership Institute - Across Communities 
(as sub-groups and across settings) 

1. Principals of Day Schools 
2. Directors of Early Childhood units 
3. Principals of Supplementary Schools 

Leadership Seminar - Within Communities (Using Best Practices and Other Resources) 

1. Directors of Early Childhood units 
2. Principals of Supplementary Schools 
3. Principals of Day Schools 

Courses, Programs, Retreats appropriate to leadership personnel also need to be 
developed 

C. Mentoring Programs for Novices 

1. Preparation of mentors 

5 
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D. 

II. 

A. 

2. Mentoring programs in action 
a. for novice principals 
b. for novice teachers 

Peer and "Expert" Coaching Program for Experienced Personnel 

1. Preparation of peer coaches 

2. Coaching programs in action 
a for experienced principals 
b. for experienced teachers 

RECRUITMENT 

Developing teens and youn~ adults 

1. Leadership programs for teenagers that involve them as counselors, youth group 
advisors, and teaching assistants 

2. Programs to support college age youngsters who are teaching and working as 
personnel in youth groups, camps, and in schools 

B. Developing alternative pools of teachers 

1. Recruiting and preparing "volunteer" teachers for supplementary schools (bringing in 
new populations to teaching force, e.g., public school/private school teachers, retirees) 

2. Retooling public/private school teachers for careers in Jewish education, particularly 
supplementary schools 

ID. RETENTION 

A. Salary and Benefits 

1: Benefits packages available for full time people 

2. Partial (proportional) benefits packages available for part-time people 

3. Synagogue, JCC Memberships 

4. Reduced day school and camp tuition (even for those teaching in supplementary 
schools in proportional way) 
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B. 

5. Free invitations to communal events 

6. Conference lines, membership in professional organiz.ations 

7. Appropriate sabbatical and study opportunities in Israel and U.S. 

8. Tuition stipends/pay incentives for teachers taking Inservice courses 

Career Path 

I . Creation of full time positions for teachers that include teaching, mentoring new 
teachers, and peer coaching. 

2. "Community" Teacher (teacher who teaches in more than one institutions thereby 
creating full-time positions) 

3. Creating positions in day schools and supplementary schools for curriculum 
supervisor, master teacher, Judaic studies coordinator, resource room teacher 

IV. PRE-SERVICE PROGRAMS 
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ID. ARE THERE SOME THINGS TBA T EVERYONE MUST DO FIRST? 
ARETHEREPRECONDffiONSFORSUCCESSOFPLAN? 

A. Educational Leadership 

B. Build Capacity for In-Service Training for Teachers 

C. 

D. 
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IV. WHAT INSERVICE OPPORTUNITIES CURRENTLY EXIST IN YOUR 
COMMUNITY? 
WHAT ARE THEIR STRENGTHS AND WEAKNESSES? 
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Va. WHERE DO YOU WANT TO BE IN FIVE YEARS? 

1995-2000 

OPTIONS YEARS 

1995 1996 1997 1998 

1. Courses 

Subject Matter 
Courses ____________ , __ , __ 

Educational 
foundations/Ped 
agogy courses 
-------
Blend of Subj. 
matter and 
pedagogy 

Lab/Practice 
courses 

2. Programs 

Sequenced 
programs: nQ1 

necess. for 
training of 
educators __ , __ ,_ , ___ 
Sequenced 
programs: for 
training of 
educators 

------
Induction of new 
teachers (site or 
communal) 

Sequenced 
programs: with 
classroom 
component 
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3. Retreat 
experiences 

4. Inservice 
programs for 
Ed. Leaders 

Across 
communities 

~- -----
Within 
communities 

Mentoring 
programs for 
novices 

-·- ·--
Peer and expert 
coaching for 
experienced 
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Vb. WHAT DO YOU NEED TO DO IN THE NEXT SIX MONTHS? 

1995-96 

OPTIONS MONTHS 

Februarv March Aoril Mav June 

1. Courses 

Subject Matter 
Courses 

--·----·----
Educational 
foundations/Ped 
agogy courses ._ ________________ 

Blend of Subj. 
matter and 
pedagogy 

~-----------
Lab/Practice 
courses 

2. Programs 

Sequenced 
programs: 1121 
necess. for 
training of 
educators ~--
Sequenced 
programs: for 
training of 
educators 

~--·-
Induction of new 
teachers ( site or 
communal) 
----------------
Sequenced 
programs: with 
classroom 
component 
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3. Retreat 
experiences 

4. Inservice 
programs for 
Ed. Leaders . 

Across 
communities 
----------·---
Within 
communities 
-----------
Mentoring 
programs for 
novices 
--·-----·------
Peer and expert 
coaching for 
experienced 
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VI. GIVEN WHERE YOU ARE AND WHERE YOU WANT TO BE, WHAT'S YOUR 
PLAN FOR GETTING THERE? 

For some suggestions, approaches, strategies, see: 
CRITICAL PATH #III. p., 3, 4; 

(Particularly, map future needs in terms of leadership positions that will 
become available as well as predicting new opportunities) 

ACTION PLAN: HOW; and 
ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN 

COMMUNITIES 
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ACTION PLAN: 
HOW? 

1. MAPPING RESOURCES AVAILABLE: 
BJE 
Hebrew Colleges (local or regional) 
Denominations 
Local Secular Universities 
Out of town universities 
Rabbis in the community 
Judaica Professors 
Israel Programs 
CAJE 
JESNA 
Professional Groups (e.g. NATE, JEA) 
Melton Mini-School, Derekh Torah 

2. DEVISING APPROPRIATE APPROACHES TO ADDRESS ISSUES 
Individual Learning Plans 
Courses 
School-based Curriculum improvement project 
Training Sessions with Supervision and Feedback 
Programs (Sequenced Courses) 
Observation/assessment 

Peer Coaching 
Mentoring 
Supervision 

Structured Reflective Practice 

3. PRIORITIZATION: 
Economic F easability 
Human Resources Available 
Scope, Content, Quality 

4. DEVELOPING INCENTIVES 
Extra Money 
Increased Salary 
Degrees/Certification 
Released Time 
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... 

ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN 
COMMUNITIES 

1. Create a meeting of school directors (rabbis/lay leaders) to discuss: 

a. their respective curricula 
b. to decide if there are areas of overlap and potential cooperation for courses that need 
to be developed 
c. discuss appropriate auspices for such courses: community vs. denominational 
d. discuss appropriate venues for such courses: community vs. school based 

2. Other issues for discussion by this same group might include: 

a. incentives for participating in the program 
b. salary increments that would accrue for participation 
c. accreditation procedure that would accompany successful completion of "x" number 
of courses 

3a. Set up a three part program for teachers that would include: 

a. Judaica courses that deal specifically with the content of the curriculum 
(examples: holidays, life cycle, Siddur, Parashat Hashavua, etc) 
These courses should also include where appropriate real life experiences and 
assignments as well as retreat type experiences focused on participants' "personal 

meaning making"). 

b. Pedagogic input and support for teaching the Judaica content (either integrated 
with the course or as a lab component of the Judaica course) 

c. Classroom coaching as support (to be provided either by teacher of whole course, 
teacher of the lab course, principal of the school) 

3b. Set up schoolwide professional development program to meet needs of setting (upgrade 
faculty, creates esprit de corps) 

4. Additional Questions: 

a. How would the above program be planned? 
b. How could it be coordinated/managed? 
c. How would it be orchestrated/taught? 
d. How would success be evaluation? 
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