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FOR DISCUSSION PURPOSES ONLY

LEAD COMMUNITIES AT WORK

A. INTRODUCTION

The Commission on Jewish Education in North America completed its work with five
recommendations. The establishment of Lead communities is one of those recommenda-
tions, but it is also the means or the place where the other recommendations will be played
out and implemented. Indeed, a lead community will demonstrate locally, how to:

1.

Build the profession of Jewish education and thereby address the shortage of qua'ified
personnel;

Mobilize community support to the cause of Jewish education;

Develop aresearch capability which will provide the knowledge needed to inform decisions
and guide development. In Lead Communities this will be undertaken through the
monitoring, evaluation and feedback project;

Establish an implementation mechanism at the local level, parallel to the Council for
Initiatives in Jewish Education, to be a catalyst for the implementation of these recom-
mendations;

The fifth recommendation is, of course, the lead community itself, to function as a local
laboratory for Jewish education.

(The implementation of recommendations at the continental level is discussed in separate docu-
ments.)

B. THE SCOPE OF THE PROJECT

3

A Lead Community will be an entire community engaged in a major development and
improvemeant program of its Jewish education

to demonstrate what can happen where there is an infusion of outstanding personnel into
the educational system, where the importance of Jewish education is recognized by the
community and its leadership and where the necessary resources are secured to meet
additional needs.
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The vision and programs developed in Lead Communities will demonstrate to the Jewish
Community of North America what Jewish education at its best can achieve.

2. The Lead Community project will involve all or most Jewish education actors in that
community. It is expected that lay leaders, educators, rabbis and heads of educational
institutions of all ideological streams and points of view will participate in the planning
group of the project, to shape it, guide it and take part in decisions.

3. The Lead Community project will deal with the major educational areas — those in which
most people are involved at some point in their lifetime:
e Supplementary Schools
e Day Schools
e JCCs
e [srael programs
e Early Childhood programs

In addition to these areas, other fields of interest to the specific communities could also
be included, e.g. a community might be particularly interested in:

Adult learning

Family education

Summer camping

Campus programs

Etc...

e o o o

4. Most or all institutions of a given area might be involved in the program (e.g. most or all
supplementary schools).

5. Alarge proportion of the community’s Jewish population would be involved.

C. VISION

A Lead Community will be characterized by its ongoing interest in the goals of the project.
Educational, rabbinic and lay leaders will project a vision of what the community hopes io
achieve several years hence, where it wants to be in terms of the Jewish knowledge and
behavior of its members, young and adult. This vision could include elements such as:
adolescents have a command of spoken Hebrew;

intermarriage decreases;

many adults study classic Jewish texts;

educators are qualified and engaged in ongoing training;

supplementary school attendance has increased dramatically;
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e alocally produced Jewish htstory curriculum is changing the way the subject is addressed
in formal education;
e the local Jewish press is educa:mg through the high level of its coverage of key issues.

The vision, the goals, the content of Jewish education would be addressed at two levels:

1. At the communal level the leadership would develop and articulate a notion of where it
wants to be, what it wants to achieve.

2. At the level of individual institutions or groups of institutions of similar views (e.g., all
Reform schools), educators, rabbis, lay leaders and parents will articulate the educational
goals.

It is anticipated that these activities will create much debate and ferment in the community,
that they will focus the work of the Lead Communities on core issues facing the Jewish
identity of North American Jewry, and that they will demand of communities to face complex
dilemmas and choices (e.g., the nature and level of commitment that educational institutions
will demand and aspire to). At the same time they will re-focus the educational debate on the
content of education.

The Institutions of Higher Jewish Learning, the denominations, the national organizations
will join in this effort, to develop alternative visions of Jewish education. First steps have
already been taken (e.g., JTS preparing itself to take this role for Conservative schools in
Lead Communities).

D. BUILDING THE PROFESSION OF JEWISH EDUCATION

Communities may want to address the shortage of qualified personnel for Jewish education in
some of the following ways:

1. Hire 2-3 additional outstanding educators to bolster the strength of educational practice
in the community and to energize thinking about the future.

2. Create several new positions, as required, in order to meet the challenges. For example: a
director of teacher education or curriculum development, or a director of Israel program-
ming.

Develop ongoing in-service education for most educators in the community, by program-
matic area or by subject matter (e.g.the teaching of history in supplementary schools; adult
education in community centers).

1-.)1
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4. Invite training institutions and other national resources to join in the effort, and invite them
to undertake specific assignments in lead communities. (E.g. Hebrew Union College might
assume responsibility for in-service education of all Reform supplementary school staff.
Yeshiva University would do so for Orthodox day-schools.)

5. Recruit highly motivated graduates of day schools who are students at the universities in
the Lead Community to commit themselves to multi-year assignments as educators in
supplemen- tary schools and JCCs.

6. Develop a thoughtful plan to improve the terms of employment of educators in the
community (including salary and benefits, career ladder, empowerment and involvement
of front-line educators in the Lead Community development process.)

Simultaneously the CIJE has undertaken to deal with continental initiatives to improve ‘he
personnel situation. For example it works with foundations to expand and improve the
training capability for Jewish educators in North America.

E. DEVELOPING COMMUNITY SUPPORT

This could be undertaken as follows:

1. Establishing a wall-to-wall coalition in each Lead Community, including the Federation,
the congregations, day schools, JCCs, Hillel etc...

2. Developing a special relationship to rabbis and synagogues.

3. Identify a lay “Champion” who will recruit a leadership group that will drive the Lead
Community process.

4. Increase local funding for Jewish education.
5. Develop a vision for Jewish education in the community.

6. Involve the professionalsina partnership to develop this vision and a plan for its implemen-
tation.

7. Establish a local implementation mechanism with a professional head.

8. Encourage an ongoing public discussion of and advocacy for Jewish education.




LEAD COMMUNITIES AT WORK

F. THE ROLE OF THE CIJE IN ESTABLISHING LEAD COM-

MUNITIES

The CIJE, through its staff, consultants and projects will facilitate implementation of
programs and will ensure continental input into the Lead Communities. The CIJE will make
the following available:

j %
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BEST PRACTICES

A project to create an inventory of good Jewish educational practice was launched. The
project will offer Lead Communities examples of educational practice in key settings,
methods, and topics, and will assist the communities in “importing,” “translating,” “re-in-
venting” best practices for their local settings.

The Best Practices initiative has several interrelated dimensions. In the first year the
project deals with best practices in the following areas:

*  Supplementary schools

* Early childhood programs

* Jewish community centers

* Day schools

* Israel Expenience programs

It works in the following way:

a. First a group of experts in each specific area is recruited to work in an area (e.g.,
JCCs). These experts are brought together to define what characterizes best practices
in their area, (e.g., a good supplementary school has effective methods for the teaching

of Hebrew).

b. The experts then seek out existing examples of good programs in the field. They
undertake site visits to programs and report about these in writing.

As lead communities begin to work, experts from the above team will be available to be
brought into the lead community to offer guidance about specific new ideas and programs,
as well as to help import a best practice into that community.

MONITORING EVALUATION FEEDBACK
The CIJE has established an evaluation project. Its purpose is three-fold:

a. To carry out ongoing monitoring of progress in Lead Communities, in order to assist
community leaders, planners and educators in their work. A researcher will be commis
sioned for each Lead Community and will collect and analyze data and offer it to

e p— ——
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practitioners for their consideration. The purpose of this process is to improve and
correct implementation in each Lead Community.

b. To evaluate progress in Lead Communities — assessing, as time goes on, the impact
and effectiveness of each program, and its suitability for replication elsewhere.
Evaluation will be conducted by a variety of methods. Data will be collected by the
local researcher. Analysis will be the responsibility of the head of the evaluation team
with two purposes in mind: 1) To evaluate the effectiveness of individual programs and
of the Lead Communities themselves as models for change, and 2) To begin to create
indicators (e.g., level of participation in Israel programs; achievement in Hebrew
reading) and a database that could serve as the basis for an ongoing assessment of the
state of Jewish education in North America. This work will contribute in the long term
to the publication of a periodic “state of Jewish education” report as suggested by the

Commissionn.

c. The feedback-loop: findings of monitoring and evaluation activities will be con-
tinuously channeled to local and CIJE planning activities in order to affect them and
act as an ongoing corrective. In this manner there will be a rapid exchange of
knowledge and mutual influence between practice and planning. Findings from the
field will require ongoing adaptation of plans. These changed plans will in turn, affect
implementation and so on.

During the first year the field researchers will be principally concerned with three ques-
tions:

(a) What are the visions for change in Jewish education held by members of the com-
munities? How do the visions vary among different individuals or segments of the
community? How vague or specific are these visions?

(b) What is the extent of community mobilization for Jewish education? Who is involved,
and who is not? How broad is the coalition supporting the CIJE's efforts? How deep
is participation within the various agencies? For example, beyond a small core of
leaders, is there grass-roots involvement in the community? To what extent is the
community mobilized financially as well as in human resources?

(c) What is the nature of the professional life of educators in this community? Under
what conditions do teachers and principals work? For example, what are their salaries
and benefits? Are school faculties cohesive, or fragmented? Do principals have of-
fices? What are the physical conditions of classrooms? Is there administrative support
for innovation among teachers?

The first question is essential for establishing that specific goals exist for improving Jewish
education, and for disclosing what these goals are. The second and third questions concern
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the “enabling options” decided upon in A Time to Act , the areas of improvement which
are essential to the success of Ie¢ad communities: mobilizing community support, and
building a profession of Jewish education.

PROFESSIONAL SERVICES

The CLJE will offer professional services to Lead Communities, including:
a. Educational consultants to help introduce best practices.

b. Field researchers for monitoring, evaluation and feed-back.

c. Planning assistance as required.

d. Assistance in mobilizing the community.

FUNDING FACILITATION

The CIJE will establish and nurture contacts between foundations interested in specific
programmatic areas and Lead Communities that are developing and experimenting with
such programs (e.g., the CRB Foundations and youth tnps to Israel;, MAF and personnel
training; Blaustein and research).

LINKS WITH PURVEYORS OR SUPPORTERS OF PROGRAMS

The CIJE will develop partnerships between national organizations (e.g., JCCA, CLAL,
JESNA, CAJE), training institutions and Lead Communities. These purveyors could
undertake specific assignments to meet specific needs within Lead Communities.

G.LEAD COMMUNITES AT WORK

The Lead Community itself could work in a manner very similar to that of the CLJE. In fact, it
is proposed that a local commission be established to be the mechanism that will plan and see
to the implementation and monitoring of programs.

What would this local mechanism (the local planning group) do?

a. Itwould convene all the actors;

b. Itwould launch an ongoing planning process; and

C.

It would deal with content in the following manner.

i ——— ————— —
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1. It could make sure that the content is articulated and is implemented.

2. Together with the team of the Best Practices project and with the Chief Education Officer,
it would integrate the various content and programmatic components into a whole. For
example: it could integrate formal and informal programs.

It could see to it that in any given area (e.g., Israel experience) the vision piece, the goals, are
articulated by the various actors and at the various levels:

e by individual institutions

e by the denominations

e by the community as a whole.

In addition, dealing with the content might involve having a “dream department” or “blues-
kying unit,” aimed at dealing with innovations and change in the programs in the community.

H. LAUNCHING THE LEAD COMMUNITY — YEAR ONE

During its first year (1992/93) the project will include the following:
1. Negotiate an agreement with the CIJE including:
a. Detail of mutual obligations;

b. Process issues — working relations within the community and between the com-
munity, the CIJE and other organizations

¢. Funding issues;
d. Other.

2. Establish a local planning group, with a professional staff and with wall-to-wall repre-
sentation.

3. Gearing-up activities, e.g., prepare a 1-year plan, undertake a self-study (see 6 below),
prepare a 5-year plan.

4. Locate and hire several outstanding educators from outside the community to begin work
the following year (1993/94).

5. Preliminary implementation of pilot projects that result from prior studies, interests,
communal priorities.

6. Undertake an educational self-study, as part of the planning activities:
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Most communities have recently completed social and demographic studies. Some have
begun to deal with the issue of Jewish continuity and have taskforce reports on these.
Teachers studies exist in some communities. All of these will be inputs into the self-study.
However, the study itself will be designed to deal with the important issues of Jewish
education in that community. It will include some of the following elements:

a. Assessment of needs and of target groups (clients).
b. Rates of participation.

c. Preliminary assessment of the educators in the community (e.g., their educational back-
grounds).

The self-study will be linked with the work of the monitoring, evaluation and feedback
project.

Some of the definition of the study and some of the data collection will be undertaken with
the help of that project’s field researcher.

1/93
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THE CHALLENGE OF SYSTEMIC REFORM:
LESSONS FROM THE NEW FUTURES INITIATIVE FOR THE CIJE

In 1988, the Annie E. Casey Foundation committed about $40 million over a five-year
period to fund community-wide reforms in four mid-sized cities: Dayton, Ohio; Little Rock,
Arkansas; Pittsburgh, Pennsylvania; and Savannah, Gt:-,v:)rgia.1 The reforms were aimed at

radically improving the life-chances of at-risk youth, and at the core of the agenda were changes

‘in educational systems and in relations between schools and other social service agencies. Despite

major investments, not only financial but in time, energy, and good will, from participants as well
as the Foundation, the New Futures Initiative has made little headway in improving education.

According to a three-year evaluation:

The programs, policies, and structures implemented as part of New Futures have not
begun to stimulate a fundamental restructuring of schools. For the most part,
interventions were supplemental, leaving most of the basic activities and practices of
schools unaltered. At best, these interventions have yet to produce more than superficial
change (Wehlage, Smith, and Lipman, 1991, p. 51).

This is not a matter of failing to allow time for programs to take effect, nor is it the problem that
weak outcome indicators prevented recognition of the benefits of innovative programs. Rather,

the programs themselves have been weakly conceived and poorly implemented.

There are striking similarities between the action plans of New Futures and the CJE’s
lead communities project. Consideration of the struggles of New Futures therefore provides
important lessons for the CIJE which may allow us to avoid the pitfalls that New Futures has
encountered. In this paper. I will describe the design and implementation of New Futures, and
show its similarities to the CIJE's agenda. Next, I will summarize New Futures’ successes and

frustrations.” Finally, I will explore the implications of the New Futures experience for the CIJE.



The Design of New Futures

Just as the CIJE was born out of dire oo.ncern for the fate of American Jewry, the New
Futures Initiative emerged in response to a sense of crisis in urban America. Like the CIJE, New
Futures is concentrating major assistance in a few locations, and emphasizing _oommunity-widc (or
systemic) reform, rather than isolated improvements. At the heart of New Futures’ organiza-tional
plan are community collaboratives: local boards created in each of the New Futures cities which
are supposed to build consensus around goals and policies, coordinate the efforts of diverse
agencies, and facilitate implementation of innovative programs. These collaboratives began with
detailed self-studies which served both as part of their applications to become New Futures cities,
and as the groundwork for the agendas they developed subsequently. Each city developed a
management information system (MIS) that would gauge the welfare of youth and inform policy
decisions. Like the CIJE, the Casey Foundation listed certain areas of reform that each city was
required to address, and encouraged additional reforms that fit particular contexts.

Another similarity between New Futures and the CIJE is the decision to play an active
part in the development and implementation of reforms. Unlike the sideline role played by most
grant-givers, New Futures provided policy guidelines, advice, and technical assistance. New
Futures has a liaison for each city who visits frequently. According to the evaluators, "the
Foundation attempted to walk a precarious line between prescribing and shaping New Futures
efforts according to its own vision and encouraging local initiative and inventiveness" (Wehlage,
Smith, and Lipman, 1991, p. 8).

The New Futures Initiative differed from the CIJE in that it began with clear ideas about
what outcomes had to be changed. These included increased student attendance and
achievement, better youth employment prospects, and reductions in suspensions, course failures,

grade retentions, and teenage pregnancies. New Futures recognized, however, that these were



. long-term goals, and they did not expect to see much change in these outcomes during the first
few years. The three-year evaluation focused instead on intermediate goals, asking five main
questions (Wehlage, Smith, and Lipman, 1991, p. 17):

1. Have the interventions stimulated school-wide changes that fundamentally affect all
students’ experiences, or have the interventions functioned more as "add-ons"...?

2. Have the interventions contributed to...more supportive and positive social
relations...throughout the school?

3. Have the interventions led to changes in curriculum, instruction, and assessment...that
generate higher levels of student engagement in academics, especially in problem solving
and higher order thinking activities?

4. Have the interventions...give(n teachers and principals) more autonomy and
responsibility...while also making them more accountable...?

5. Have the interventions brought to the schools additional material or human
resources...?

Although Wehlage and his colleagues observed some successes, notably the establishment
. of management information systems, and exciting but isolated innovations in a few schools, by and
large the intermediate goals were not met: interventions were supplemental rather than
fundamental; social relations remained adversarial; there was virtually no change in curriculum
and instruction; and autonomy, responsibility, and community resources evidenced but slight
increases.

New Futures’ Limited Success

New Futures’ greatest achievement thus far may be the "improved capacity to gather data
on youths" (Education Week. 9/25/91, p. 12). Prior to New Futures, the cities had little precise
information on how the school systems were functioning. Basic data, such as dropout and
achievement rates, were not calculated reliably. Establishing clear procedures for gathering
information means that the cities will be able to identify key areas of need and keep track of

progress. For example, the data pointed to sharp discrepancies between black and white



suspension rates, and this has made suspension policies an important issue. The outcome
indicators showed little change over the first three years, but they were not expected to. New
Futures participants anticipated that data-gathering will pay off in the future.

The intermediate outcomes, which were expected to show improvement from 1988 to
1991, have been the source of frustration. None of the five areas examined by Wehlage’s team
showed major improvement. For example, the most extensive structural change was the
rearrangement of some Little Rock and Dayton middle schools into clusters of teachers and
students. This plan was adopted to personalize the schooling experience for students, and to offer
opportunities for collaboration among teachers. Yet no new curricula or instructional approaches
resulted from this restructuring, and it has not led to more supportive teacher-student relations.

Observers reported:

(At cluster meetings teachers address either administrative details or individual students.
When students are discussed, teachers tend to focus on personal problems and attempt to
find idiosyncratic solutions to individual needs. They commonly perceive students’
problems to be the result of personal character defects or the products of dysfunctional
homes. "Problems” are usually seen as "inside” the student and his/her family;
prescriptions or plans are designed to "fix" the student. Clusters have not been used as
opportunities for collaboration and reflection in developing broad educational strategies
that could potentially address institutional sources of student failure (Wehlage, Smith, and

Lipman, 1991, p. 22).

The failure to take advantage of possibilities offered by clustering is symptomatic of what
the Wehlage team saw as the fundamental reason for lack of progress: the absence of change in
the culture of educational institutions in the New Futures cities. Educators continue to see the
sources of failure as within the students; their ideas about improvement still refer to students’
buckling down and doing the work. The notion that schools might change their practices to meet
the needs of a changed student population has yet to permeate the school culture.

Another example of unchanged culture was-manifested in strategies for dealing with the

suspension problem. As New Futures began, it was not uncommon for a third of the student



body in a junior high school to receive sﬁspcnsions duﬁng a given school year. In some cases,
suspended students could not make up work they missed; this led them to fall further behind and
increased their likelihood of failure. In response, several schools began programs of in-school
suspensions. However, out-of-school suspensions remained common, and in-school suspensions
were served in a harsh and punitive atmosphere that contradicted the goal of improving the -
schools’ learning environments.

The newspaper account of New Futures’ progress focused on a different source of
frustration: the complexity of coordinating efforts among diverse social agencies, schools, and the
Foundation. This task turned out to be much more difficult than anticipated. The article quotes
James Van Vleck, chair of the collaborative in Dayton: "As we’ve sobered up and faced the issues,
we have found that getting collaboration between those players is a2 much more complicated and
difficult game than we expected” (p. 12). Part of the difficulty lay in not spending enough time
and energy building coalitions and consensus at the outset. Otis Johnson, who leads the Savannah
collaborative, is quoted as saying: "If we had used at least the first six months to plan and to do a
lot of bridge-building and coordination that we had to struggle with through the first year, I think
it would have been much smoother” (p. 13).

The push to get started led to an appearance of a top-down project, though that was not
the intention. Teachers, principals, and social workers--those who have coatact with the youth--
were not heavily involved in generating programs. Both the news account and the evaluation
report describe little progress in encouraging teachers and principals to develop new programs,
and school staff appeared suspicious about whether their supposed empowerment was as real as it
was made out to be (see Wehlage, Smith, and Lipman, 1991, p. 31).

Inherent tensions in an outside intervention contributed to these difficulties. The use of

policy evaluation has made some participants feel "whip-sawed around" (Education Week, 9/25/91,
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p. 15). A Dayton principal explained, "We were always responding to...either the collaborative or
the foundation. It was very frustrating for teachers who were not understanding why the changes
were occurring” (Education Week, 9/25/91, p. 15). Another tension emerged in the use of
technical assistance: While some participants objected to top-down reforms, others complained
that staff dcvc[opmcnt efforts have been brief and limited, rather than sustained.

According to the evaluation team, the New Futures projects in the four cities have
suffered from the lack of an overall vision of what needs to be changed. How, exactly, should
students’ and teachers’ daily lives be different? There seem to be no answers to this question.

Implications: How Can the CIJE Avoid Similar Frustration?

The New Futures experience offers four critical lessons fﬁr the CIJE: (1) the need for a
vision about the content of educational and community reforms; (2) the need to modify the
culture of schools and other institutions along with their structures; (3) the importance of
balancing enthusiasm and momentum with coalition-building and careful thinking about programs;
and (4) the need for awareness of inherent tensions in an intervention stimulated in part by
external sources.

The importance of content. Although New Futures provided general guidelines, no
particular programs were specified. This plen may well have been appropriate in light of concerns
about top-down reform. Yet the community collaboratives also failed to enact visions of
educational restructuring, and most new programs were minor "add-ons" to existing structures.
Wehlage and his colleagues concluded that reforms would remain isolated and ineffective without
a clear vision of overall educational reform. Such a vision must be informed by current
knowledge about education, yet at the same time emerge from participation of "street-level”

educators--those who deal directly with youth.



This finding places the CIJE’s "best practices” project at the center of its operation.
Through a deliberate and wide-ranging planning process, each lead community must develop a
broad vision of its desired educational programs and outcomes. Specific programs can then be
developed in collaboration with the CIJE, drawing on knowledge generated by the best practices
project. In addition to information about "what works," the best practices project can provide
access to technical support outside the community and the CIJE. This support must be sustained
rather than limited to brief interventions, and it must be desired by local educators rather than
foisted from above. In short, each lead community must be able to answer the question, "how
should students’ and educators’ daily lives be different?"; and the best practices project must
provide access to knowledge that will help generate the answers. '

Changing culture as well as structure. Jewish educators are no less likely than staff in

secular schools to find sources of failure outside their institutions. Indeed, the diminished
(though not eradicated) threat of anti-semitism, the rise in mixed-marriage families, disillusion
with Israel, and the general reduction of spirituality in American public and private life,* all may
lower the interests of youth in their Jewishness and raise the chances of failure for Jewish
education. Thus, Jewish educators would be quite correct to claim that if North American youth
fail to remain Jewish, it is largely due to circumstances beyond the educators’ control. But this is
besides the point. At issue is not external impediments, but how educational and social agencies
can respond to changing exiernal circumstances. In New Futures cities, educators have mainly
attempted to get students to fit existing institutions. If CIJE communities do the same, their
likelihood of failure is equally great. Instead, lead communities must consider changes in their

organizational structures and underlying assumptions to meet the needs of a changing Jewish

world.



How do ClJE plans address this concern? The intention to mobilize support for
education, raising awareness of its centrality in all sectors of the community, is an important first
step, particularly since it is expected to result in new lay leadership for education and community
collaboration. New Futures’ experience shows that this tactic is necessary but not sufficient. In
New Futures cities, community collaboratives galvanized support and provided the moral authority
under which change could take place. Yet little fundamental change occurred. Educators have
not experimented much with new curricula, instructional methods, responsibilities or roles,
because their basic beliefs about teaching and learning have not changed.

It is possible that the CIJE's strategy of building a profession of Jewish education address
this problem. Perhaps unlike the secular educational world, where methods are well-entrenched,
professionalization in Jewish education will carry with it an openness to alternatives, encouraging
teachers to create and use new knowledge about effective programs. Professionalization may
bring out the capacity to experiment with "best practices” and a willingness to adopt them when

they appear to work.

Balance enthusiasm with careful planning. Those involved in New Futures believe they

should have spent more time building coalitions and establishing strategies before introducing new
programs. Douglas W. Nelson, executive director of the Casey Foundation, regrets that more
time was not taken for planning. He observed: "We made it more difficult, in the interest of
using the urgency of the moment and the excitement of commitment, to include and get
ownership at more levels™ (Education Week, 9/25/91, p. 13). Again, it is not just the structure
that requires change--this can be mandated from above--but the unspoken assumptions and beliefs
that guide everyday behavior which require redefinition. Institutional culture cannot be changed

by fiat, but only through a slow process of mutual consultation and increasing commitment.
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. Lead communities also need a long planning period to develop new educational programs
that are rich in content and far-reaching in impact. This process requires a thorough self-study,
frank appraisal of current problems, discussions of goals with diverse members of the community,
and careful consideration of existing knowledge. If "lead communities” is a twenty-year project,
surely it is worth taking a year or more for preparation. Deliberation at the planning stage
creates a risk that momentum will be lost, and it may be important to take steps to keep
enthusiasm high, but the lesson of New Futures show that enthusiasm must not overtake careful
planning. The current schedule for the lead communities project (as of January, 1992) appears to

have taken account of these concerns.

Awareness of unavoidable tensions. New Futures’ experience highlights tensions that are

inherent to the process of an outside intervention, and the CIJE must be sensitive so the effects
of such tensions can be mitigated. The CUE must recognize the need for stability after dramatic
. initial changes take place. The CIJE’s evaluation plan must be developed and agreed upon by all
parties before the end of the lead communities’ planning period. Technical support from the
CIJE must be sustained, rather than haphazard. While the CIJE cannot hold back constructive
criticism, it must balance criticism with support for honest efforts. Many of these tactics have
been used by New Futures, and they may well account for the fact that New Futures is still
ongoing and has hopes of eventual success, despite the frustrations of the early years.
Conclusion
The New Futures Initiative, the Casey Foundation’s effort to improve the lot of at-risk
youth in four American cities, has been limited by supplemental rather than fundamental chénge,
the inability to modify underlying beliefs even where structural changes occur. and by the

complexities of coordinating the work of diverse agencies. Although it will be difficult for the

. CIJE to overcome these challenges, awareness of their likely emergence may help forestall them
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or mitigate their consequences. In particular, the CLJE should help lead communities develop
their visions of new educational programs; think about cultural as well as structural change;
ensure a thorough self-study, wide-ranging participation, and careful planning; and remain
sensitive to tensions that are unavoidable when an outside agent is the stimulus of change.

Lo alecha ha-m’lacha ligmor, v'lo ata ben horin I'hibatel mi-menah. Ha-yom katzar v’ha-
m’lacha m’rubah, v’ha-poalim atzeylim, v’ha-sahar harbeh. U-va’al ha-bayit dohek -— Pirke

Avot.

(It is not your responsibility to finish the task, but neither are you free to shirk it. The
day is short and the task is large, the workers are lazy, and the reward is great. And the
Master of the House is pressing -— Sayings of the Fathers.)

NOTES AND REFERENCES

1. Lawrence, Massachusetts, was originally included as well, with an additional $10 million, but it was
dropped during the second year after the community failed to reach consensus on how to proceed.

2. This account relies largely on two sources. One is an Education Week news report by Deborah L.
Cohen, which appeared on Sept. 25, 1991. The second is an academic paper by the Casey Foundation’s
evaluation team: Gary G. Wehlage, Gregory Smith, and Pauline Lipman, "Restructuring Urban Schools:
The New Futures Experience” (Madison, WI: Center on Organization and Restructuring of Schools, May
1991).

3. The reforms required (or "strongly encouraged”) by the Casey Foundation were site-based management,
flexibility for teachers, individualized treatment of students, staff development, and community-wide
collaboration. This list is longer than the CIJE’s, whose required elements are building the educational
profession and mobilizing community support.

4. On the decline of spirituality in America, see Robert N. Bellah et. al, Habits of the Heart (Berkeley,
CA: University of California Press, 1985).
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MONITORING, EVALUATION, AND FEEDBACK IN LEAD COMMUNITIES e
TENTATIVE PLAN OF WORK FOR 1992-93

. CONTENT

For Lead Communities, 1992-93 will be a planning year. The agenda for the
evaluation project is to raise questions that will (a) stimulate and assist the planning
process; (b) enumerate the goals that Lead Communities intend to address; and (c)
identify current practice so that progress towards goals can be assessed in the future.
Broadly, the fieid researchers will raise three questions:

(1) What are the visions for change in Jewish education held by members of
the communities? How do the visions vary across different individuals or
segments of the community? How vague or specific are these visions? To
what extent do these visions crystalhze over the course of the planning year
(1992-1993)?

(2) What is the extent of community mobilization for Jewish education? Who is
involved, and who is not? How broad is the coalition supporting the CIJE's
efforts? How deep is participation within the various agencies? For
example, beyond a small core of leaders, is there grass roots involvement
in the community? To what extent is the community mobilized financially as
well as in manpower?

(3) What is the nature of the professional life of educators in this community?
Under what conditions do teachers and principals work? For example,
what are their salaries, and their degree of satisfaction with salaries? Are
school faculties cohesive, or fragmented? Do principals have offices?
What are the physical conditions of classrooms? |s there admlnistratlve
support for innovation among teachers?

Visions of reform. The issue of goals was not addressed in A Time To Act. The
commission report never specified what changes should occur as a result of improving
Jewish education, beyond the most general aim of Jewish continuity. Specifying goals
is a challenging enterprise given the diversity within the Jewish community.
Nonetheless, the Lead Communities project cannot advance -- and it certainly cannot
be evaluated -- without a compilation of the desired outcomes.

For purposes of the evaluation project, we will take goals to mean outcomes that are
desired within the Lead Communities. We anticipate uncovering multiple goals, and
we expect persons in different segments of the community to hold different and
sometimes conflicting preferences. Our aim is not to adjudicate among competing
goals, but to uncover and spell out the visions for change that are held across the
community. To some extent, goals that emerge in Lead Communities will be clearly
stated by participants. Other goals, however, will be implicit in plans and projects, and



the evaluation team will need to tease them out. The evaluation project will consider
both short-term and long-term goals.

Another reason for focusing on visions is that a lack of clear goals has hindered the
success of many previous reform efforts in general education. For example, the New
Futures Initiative, an effort by the Casey Foundation to invigorate educational and
community services in four inner-city communities, was frustrated by poor articulation
between broad goals and specific programs. Although the communities were
mobilized for reform, the connections between community leaders and front-line
educators did not promote far-reaching programs for fundamental changes. New
programs were generally supplemental, and they tended to produce superficial

changes.

Questions related to visions include asking about anticipated obstacles, about
overcoming barriers between segments of the Jewish community, and about how
participants foresee moving from goals to implementation. By asking questions about
visions, the evaluation project will not only document goals, but will help persons at all
levels of the Lead Communities project -- lay leaders, parents, educators, and other
Jewish professionals -- to think about their visions of the future. This process may lead
to interactive thinking about goals, and may help the communities avoid purely top-
down or bottom-up strategies.

It will be important to consider the concreteness of the visions in each community. Do
the visions include a concept of implementation, or do ideas about goals remain
abstract? Do participants recognize a link between their visions of change and the
structure they have established to bring about change?

Community mobilization. According to A Time To Act, mobilizing community support
for Jewish education is a "building block™ of the Lead Communities Project, a condition
that is essential to the success of the endeavor. This involves recruiting lay leaders
and educating them about the importance of education, as well as increasing the
financial resources that are commitied to education. The Report quotes one
commissioner as saying, "The challenge is that by the year 2000, the vast majority of
these community leaders should see education as a burning issue and the rest should
at least think it is important. When this is achieved...money will be available to finance
fully the massive program envisioned by the Commission (p.64)."

Recent advances in educational theory also emphasize the importance of community-
wide, "systemic" reform instead of innovations in isolated programs. Educational
change is more likely to succeed, according to this view, when it occurs in a broad,
supportive context, and when there is widespread consensus on the importance of the
enterprise. Hence, an important issue for the evaluation of Lead Communities is the
breadth and depth of participation in the project. What formal and informal linkages
exist among the various agencies of the community? Which agencies participate in
the visions of change that have been articulated?



As part of their applications Lead Communities are proposing planning processes for
the first year of work. In studying mobilization in the communities, we need to observe
how this planning process unfolds. Is the stated design followed? Are departures
from initial plans helpful or harmful? Is there broad participation? Are the planners
developing thoughtful materials? We will need to describe the decision-making
process. ls it open or closed? Are decisions pragmatic or wishful?

rofessional lives of Jewish educators. Enhancing the profession of Jewish
education is the second critical building block specified in A Time To Act. The Report
claims that fundamental improvement in Jewish education is not possible without
radical change in areas such as recruitment, training, salaries, career tracks, and
empowerment of educators. Hence, the evaluation project will establish baseline
conditions which can serve as standards for comparison in future years.

Field research may center on characteristics and conditions of educators including
background and training, salaries, and degree of satisfaction with salaries; school
facilities; cohesiveness of school faculties; administrative support for innovation; and
so on. Additionally, we will observe a subset of educational programs that are in place
as the Lead Communities project begins. These observations will be used as
baseline data for comparative purposes in subsequent years. We will try to consider
programs which, according to the visions articulated in the community, seem ripe for
change. -

II. METHODS

In the long term (e.g., four years?), it is possible to think about quantitative assessment
of educational change in Lead Communities. This assessment would involve limited
surveys that would be administered in 1993-94 and repeated perhaps every two
years. For the present, the evaluation project will make only limited use of quantitative
data, relying mainly on information gathered by the community itself, such as
participation rates, trends in funding, teacher turover, etc. The bulk of the
assessment carried out by the evaluation project, at least during the first two years, will
emphasize qualitative assessment of the process of change in Lead Communities.
The main methodological tools will be interviews and observations.

nowball sampling for i i A "snowball" technique for selecting interview

respondents appears appropriate here. In this approach, the researcher identifies an
initial group of respondents, and adds to the list of subjects by asking each interviewee
to suggest additional respondents. At some point in an interview, for example, the
researcher might ask, "Who else is involved in (program x)? Who else is a leader in
this area in this community?" Subsequently, the researcher interviews some of those
named by previous subjects, particularly if new subjects are named by more than one
previous informant.

In the snowball approach, it is important to begin with multiple starting points, so that
one does not become confined to a narrow clique within the community. We might use
the following three starting points from which we would snowball outward:



(1) Key actors identified in the Lead Communities proposal from each
community.

(2) A list of leaders of all community organizations that are involved in
education, possibly prepared by the head of the local Jewish federation.
The list must include leaders of any organizations that are not participating
in the Lead Communities project.

(3) Random samples of educators and lay persons not included in (1) or (2).

These samples should clarify the social ecology of the Jewish community.

Aims of evaluation. The purpose of the evaluation, especially in the first two years, is
weighted more towards developing policy than towards program accountability.
Feedback on the process is seen as much more important than summative evaluation
at the present time. We suspect that most Jewish educators recognize that Jewish
education is not succeeding, and will understand that the field researchers are not
there to document their failures. Instead, the field researchers can serve the educators
and their communities by helping them reflect on their situations and by serving as
mirrors in which their programs can be viewed alongside their goals.

In one sense, the evaluation project does emphasize accountability. By the end of the
first year, Lead Communities are expected to have well-articulated visions for change,
and implementation plans developed. The evaluation project will help judge whether
the processes within the Lead Communities are leading towards these outcomes, and
will assess progress toward these general goals in the spring of 1993.



Update from Adam Gamoran

January, 1993

RATIONALE FOR THE PROJECT

How will we know whether the lead communities have succeeded

in creating better structures and processes for Jewlish education?
on what basis will CIJE encourage other cities to emulate the
prograns developed in lead communities? Like any innovation, the
lead communities project requires a monitoring, evaluation, and
feedback component to document its efforts and gauge its success.

By <monitoring> we mean observing and documenting the planning
and implementation of changes. <Evaluation> means interpreting
information in a way that will strengthen and assist each
community's efforts to improve Jewish education. <Feedback> will
occur in the form of oral and written responses to community members

and to the CIJE.

Two aspects of educational change need to be addressed: The

<process> of change and the <outcomes> of change. At presant, we
are in much better position to study the process of change, because
the outcomes have not yet been defined. What results are we

expecting? Increased participation? Gains in Judaic knowledge?
More ritual practices?
Better affect towards Jewish institutions? We will uss our study of



the process of change to elicit the goals of the project that are
particular to the three communities taking part.

The lead communities project is a direct result of A TIME TO ACT.
Although that document provided the essential blueprint for the
project, it was silent on the gquestion of outcomes.

One contribution of the early stages of the evaluation project will
pe to enumerate the variety of specific goals envisicned within the
lead communities.

Despite the ambiguity about goals at present, there are a few

uncontroversial outcones. For example, all would agree that
increased participation in Jewish institutions by the Jews of the
community is desirable. This type of measure can be monitored from

the outset.
FIELD RESEARCH IN LEAD COMMUNITIES

Studying the process of change in lead communities should be a major
component of the CIJE strategy. Documenting the process is
especially important because the effects of innovation may not be
manifested for several years. For example, suppose Community X
manages to quadruple its number of full-time, professionally-trained
Jewish educators. How long will it take for this change to affect
cognitive and affective outcomes for students? Since the results
cannout be detected immediately, it is important to obtain a
qualitative sense of the extent to which the professional educators.
are being used effectively.

.Studying the process is also important in the case of unsuccessful
innovation. Suppose despite the best-laid plans, Community X is
unable to increase its professional teaching force. Learning fron
this experience would require knowledge of the point at which the
process broke down.

It is essential to begin monitoring the process of change as soon as
possible -~ ideally before the change process actually begins.
There are three reasons to commence this study early on:



(1) In oxder to understand change, it is cbviously essential to
gather baseline information before the change has occurred.
Baseline information means not only essential guantitative
data, such as enrollment figures, but understanding of tha
structure and culture of the community at the outset. What
ideas about Jewish education are prevalent? How are these
ideas, or visions, distributed through the community? What is
the nature of leadership and communication in this community?
To what extent is the community mobilized for Jewish education?

What characterizes the profaessional

lives of Jewish educators? Answers to these guestions must be
chronicled to strengthen the collective memory for later
comparison.

The earlier the evaluation staff is present, the socner they
can obtain a general background understanding of the community,
and can also establish a positive rapport with community
members. That way they are less likely to miss or
misinterpret changes that occur once the implementaticn
begins.

(2) The early presence of evaluation staff can help stimulate
new visions for Jewish education and can heighten the
mobilization of the community. Lead communities have the
opportunity to consider dramatically restructured approaches to

Jewish education in addition to modifications of existing
programs. By asking community members about their visions for

the future, and by providing feedback that facilitates
communication about such visions, the evaluation

project can encourage a constructive dialogue within the
communities,

(4) The CIJE is a long-term enterprise, not a one-shot deal.
There is every chance that more lead communities will be
created in the next three, five, or ten years. We need to
learn about the launching

and gearing-up process so other communities can learn from %his



experience. For example, very little is known about mebilizing
lay persons in support of education. We need to watch how this
occurs so other communities can follow.

To carry out this task, we have hired a team of three FIELD
RESEARCHERS .,
One researcher is based in each community, but they will all spend

time in all three communities. Thig is because they have
complenmentary strengths =-- they differ in their expertise as
researchers, and in their knowledge of Jewish education -- and

because keeping more than one pair of eyes on a situation provides
both a check and a stimulus for deeper interpretation.

The design of the lead communities project calls for each community
to carry out a self-study, which presumably would include
information on community composition, population trends, and
enrollment figures. The field researchers are prepared to assist in
this process, but they cannot be its primary agents, lest they have
no time for their other activities.

For next year, we are proposing a survey component to the evaluation

project, which would gather baseline data on affective, behavioral, °
and cognitive outcomes, probably from a selected youth cohort within
each community. We hope to proceed with the surveys despite the
lack of consensus about goals, because of the overriding importance
of gathering some form of baseline data on outcomes which can be
tracked over the years. The surveys would incorporate community
input into theirx design.



GOALS FOR JEWISH EDUCATION IN LEAD COMMUNITIES

The Commission on Jewish Education in North America did not deal
with the issue of goals for Jewish education in order to achieve
consensus, However, the Commission knew that it would be
impossible to avoid the issue of goals for Jewish education, when
the recommendations of the Commission would be implemented.

With work in Lead Communities underway, the issue of goals can no
longer be delayed for several reasons;
1) It is difficult to introduce change without deciding
what it is that one wants to achieve.
2) Researchers such as Marshall Smith, Sara Lightfoot and
David Cohen have effectively argued that impact in
education is dependent on a clear vision of goals.

3) The evaluation project in Lead Communities cannot be
successfully undertaken without a clear articulation of
goals.

Goals should be articulated for each of the institutions that are
involved in education in the Lead Communities and for the
community as a whole. At present there are very few cases where
institutions or communities have undertaken a serious and
systematic consideration of goals. It is necessary to determine
the status of this effort in the Lead Communities. There may be
individual institutions (e.g. schools, JCCs) that have undertaken
or completed a serious systematic consideration of their goals,
It is important to learn from their experience and to ascertain
whether an attempt has been made to develop curriculum and
teaching methods coherent with their goals. In the case of those
institutions where 1little has been done in this area, it is
crucial that the institutions be encouraged and helped to
undertake a process that will lead to the articulation of goals.

The CIJE should serve as catalyst in this area. It should serve
as a broker between the institutions that are to begin such a
process and the various resources that exist in the Jewish world
-= scholars, thinkers and institutions that have deliberated and
developed expertise in <This area, The Institutions of higher

Jewish learning in North America (Y.U., J,T.S.A..and H.U.C.), the.-

Melton Centre at the Hebrew University and the Mandel Institute
in Jerusalem have all been concerned and have worked on the issue
of goals for Jewish education. Furthermore, these institutions
have been alerted to the fact that the institutions in the Lead
Communities will need assistance in this area. They have
expressed an interest in the project and a willingness to assist.

The Mandel Institute has particularly concentrated efforts in
this area through its project on alternative conceptions of "The
Educated Jew." The scholars involved in this project are:
Professors Moshe Greenberg, Menahem Brinker, Isadore Twersky,
Michael Rosenak, Israel Scheffler, Seymour Fox and Daniel Marom.
Accompanied by a group of talented educators and social
scientists, they have completed several important essays offering
alternative approaches to the goals of Jewish education as well



as indications of how these goals should be applied to
educational settings and practice. These scholars would be
willing to work with the institutions of higher Jewish learning
and thus enrich their contribution to this effort in Lead
Communities,

It is therefore suggested that the CIJE advance this undertaking
in the following ways:

1. Encourage the institutions in Lead Communities to consider
the importance of undertaking a process that will lead to an
articulation of goals.

2 Continue the work that has begun with the institutions of
higher Jewish learning so that they will be prepared and ready to
undertake commnunity-based consultations.

3 Offer seminars whose participants would include Lead
Community representatives where the issues related to undertaking
a4 program to develop goals would be discussed. At such seminars
the institutions of higher Jewish learning and the Mandel
Institute could offer help and expertise.

The issue of goals for a lLead Com ity as whole, as well as
the question of the relationships of the denominations to each
other and to the community as a whole will be dealt with in a
subseguent memorandum.

Seymour Fox & Daniel Marom



Pos CIJE Interested Partias

From: Barry W. Holtz o
Re: Pilot Projacts

February 22, 1993

We have spent some time talking about the concept of the "Pilot
Projecots" for the Lead Communities. In this memo I will put down
some ideas that Shulamith Elster and I have been thinking about that
may halp our discuesions about the Pilots.

A Pilot Project ie an initiative undertaken by a Lead Community in
ite start-up phasa, even before the planning process is completed.
The purpose of the Pilots is to "jump start"” the process for change
in the Lead Communities as well as to build local enthusiasm for the
Lead Communities Project. In addition Pilot Projects can help in
the planning process or test on a small scale what may later be at-
tempted in a larger context.

All Pilot Projects should be centcred around the two main "direc-
tivee" of the CIJE, as stated in A Time to Act: a) build community
gupport for Jewish education; b) bulld the personnel of the profes-
sion of Jewish education.

hulamith and I have conceptualized three different "cuts” into the
ilots (which we call Pilot A, B and C€), all or some of which can be

launched in each Lead Community.

Pilot A

Pilot A is a series of consultations-- an ongouing educational
geminax-— by the CIJE and its guest consultants developed for the
Lead Cowmmunity Commission. Its purpose is to help the Lead Com-
munities plan, envision and launch the implementation of educational
change. These consultations would, in essence, form “he beginnings
of the "content" side of the planning process outlined in the Lead
Communities Planning Guide (see specifically pp. 31-33).

Tha "curriculum" of these consultatlons would be based on the work
of the Best Practices Project. Shulamith and 1 would lead (or ar-
range for other consultants to lead) a presentation and discussion
about cach of the areas in the project: supplementary schools, early
childhood Jewish education, the Israel Experience, JCCs, day
schools, the college campusg, adult education, camping, and
community-wide initiatives (those programs in training, recruitment,
board development, etc. that have been done at the community level
such as Federation or BJE). In addition, we will devote sessions to
the procesas of implementing change in educational settings.

e.g. the supplementary school), we will use those volumes as the
text"; where they are not available, experts in the field who are
working on the project will present to the group.

dherc the publications of the Best Practices Project are available
1
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The seminar will also include presentations from educators in the
Best Practices sitese and visits by the Lead Communities Commission
(or relevant task forces within it) to actual Best Practices sites.

Pilot B
Pilot A works at the level of community leadership; Pilot B aims at
the educational leaderchip in the local Lead Community. It focuses

on the introduction of new ideas into the the community. Here we
could imagine a similar approach to Pilot A, but with a different
audience: gessions with relevant educational leaders based around
the Best Practices Project; visits to sites; visits from Best Prac-
tices practitioners.

Pilot ¢

Pilot C aime to be lese oricented on planning and more focused on
practical skills, for a number of different potential populations:

#1: The Rabbis Seminar for supplementary schools. Based on Joseph

Reimer’s work for the Commission, this would be a mini-course for
ocal rabbis on improving their supplementary school. It would in-
lude visits by rabbis the Best Practices Project supplementary

schosla, This could be organized by the denominations or trans—

denominationally.

#2: The Bupervisor Level: a mini-course oriented toward the princi-
pala of schools or agency directors around some skills important for
thair work-- leadership in education, supervision, board relations,

ate.

#3: The "front line soldier": a project oriented for the teachers in
the field. This might include an inservice project for early child-
hood teachers, an Israel oriented program etc¢. It is likely that
these could come from national training and service organizations.

Examples:

The Melton Research Center/JTS has proposed an intensive program on
teaching using the arts for the Baltimore BJE. This project could
serve as a Pilot €, #3 project.

The Hebrew University’s Melton Centre has proposed developing a num-
ber of options for Lead Communities teachers-- a) sending a teacher
from each community to the Senior Educator program; b) using the
Melton Mini-School in the Lead Communities to provide Jewish content
nowledge for early childhood educators, etc. ¢) A Seminar in Israel
qculd be arranged for principals of Lead Communities dayschools to
repare them for bringing their staff the next summer.

Yeshiva Qniversity could be approached to offer a program for Lead
Communities day school teachers.
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coped with others. Teachers and students will bargain to case the
eflects of the requirements. A second consequence, Iypically ignored
by school reformers, is that educational requirements piled onto
high schools cannot substitute for real economic and social incen-
tives for study. If many demanding and rewarding jobs awaited
well-educated high school graduates, lots of students who now take
it easy would work harder. If college and university entrance require-
ments were substantial, many students who now idle through the
college track would step on the gas. But when real incentives that
make hard work in high school rational for most students are absent,
requirements alone have an Alice-in-Wonderland effect, crazily com-
pounding the problems lhat schools already have. For the require-
menls fly in the face of what everyone knows, inviting disbelicf
and cvasion, creating a widespread sense that the enterprise is dis-
bonest — and this sense is fatal to good teaching and learning.
Still, there is a certain logic to the requirements. It is easier to
crilicize high schools than it is to criticize great corporations. It
is easier to impose educational requirements on high schools than
itis to press higher education to devise and eaforce stronger entrance
requirements — especiafly when many colleges and universities are
lwngry for bodies. And it is easier to press requirements on public
institulions than it is to repair labor market problems that arise
in that diffuse entity called the private sector.
One encouraging feature of the cighties debate about high schools
is that it presented an opportunity to raise these questions. Dul
one discouraging fact is that they were raised so infrequently. It
seems plain enough that apathy, a sense of irrelevance, and compul-
sion are not the ingredients of good education. It seems plain that
compounding this stew of sentiments with more requirements cannot
-improve education much; it may only further corrupt it. But if
all of this is well known to educators, few voices were raised to
question their corrupting effects. Nor did many commentators point
out that even if problems in labor markets and higher education
will not be addressed, there are other ways to cope with youlh
who see nothing for themselves in secondary studics. One is a na-
tional youth service, open to students of high school age. Another
is lifetime educational entitlements for those who cannot make good
use of secondary school on the establishcd schedule. Still another
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is a lowered school-leaving age. These ideas have all been advanced
belore, and in one way or another America has had experience
wilh each. Yet they found little place in the eighties debate. Whether
or not schools are the appropriate target for reform, they are availa-
ble, visible, and easy to hit. They are an easy mark for officials
who [ecl they must respond to popular dismay about education,
but who have not the time or inclination to probe a little into the
sources of dismay. :

It seems odd that educators have failed to make these arguments
and have instead insisted again that high schools can mect all stu-
dents’ needs. They repeated the old litanies about programs that
are practical, interesting, and relevant. They urged that dropoute
be pressed back into school. And they pleaded only that more moncey
was required. In pact this is a reflex ol Iradition: cducators have
long been commitled to the evangelical notion that schools have
something lor everyone. In part it is sell-serving: most school systems
get stale aid based on the number of students attending. And in
parl it is political stralegy: educators have rarely pointed out the
misdirection of reform efforts because they want to capitalize on
public interest — even critical interest. Promising to do morc has
long been a way to avoid disappointing constituents while squeezing
oul more money, hiring more teachers, gaining more esteem, or
improving working conditions. The strategy makes sense from one
angle — appropriations 1o education have increased over the dec-
ades. But it bas also been foolish, because the added resources
have remained modest in comparison to the promises that educators
have made and the demands that they have embraced. What the
high schools delivered lor most students therefore has always been
much thinner and less effective than what was advertised. By promis-
ing to do everything well for everyoune, educators have contributed
to the growing sense that they can do wothing well for anyone.

There is one last, unhappy reason that educators have nol pointed
to certain misdirections in the current crop of reforms: one cannot
point to an incorrect direction without some sense of the correct
one. Bul American schoolpeople have been singularly unable to
think of an educational purpose that they should not embrace, As
a result, they never have moade much effort to figure out what high
schools could do well, what high schools should do, and low they

Jos
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could best do it. Secondary educators have tried to solve the problem
of competing purposes by accepling all of them, and by building
an institution that would accommodate the resull.

Unfortunately, the flip side of the beliel that all directions are
correct is the beliel (hat no direction is incorrect — which is a
sort of inteflectual bankruptcy. Those who work in secondary educa-
lion have little sense of an agenda for studies. There is only a long
list of subjects that may be sludied, a longer list of courses that
may be taken, and a list of requirements for graduation. But there
is no answer to the query, Why these and not others? Approaching
things this way has made il casy to avoid arguments and decisions
about purpose, both of which can be troublesome — especially in
our divided and contentious society. Bul this approach has made
it easy for schools to accepl many assignments that they could
not do well, and it has made nearly any sort of work from students
and teachers acceplable, as long as it caused no trouble.

Another way to pul the point is to say that most of the foundation
work of decent secondary education still remains to be done, seven
or eight decades after the system began to take shape. High schools
seem unlikely to make marcked improvement, especially for the many
students and teachers now drifting around the malls, until there
is a much clearer sense of what is most important to teach and
learn, and why, and how it can best be done. This is an enormous
job, one that is never linished but should long ago have been started.
We watched hundreds of teachers at work, but in most cases no
sense of intellectual purpose shone through. The most comman
purposes were getting through the peried or covering the material,

or some combination of the two. But why does one cover the mate-

rial? If the only answer is that it has been mandated, or that it is
in the book, then how can the material be laught well, or learned
more (han feetingly?

Americans will never completely agree on educational purposes.
But educators could, through study and debate, have made some
decisions 1o guide them in public argoment and professional work.
They might have decided, for instance, that their chiel purpose
was (o produce students who could read well and critically, who
could write plainly and persuasively, and wlo could reason clearly.
Reading, wriling, and reasoning are not subjects — they are intellce-
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Lual capacilies. They can be laught by sludy-ir.lg nf:adcm:; dl::;;:ll::'e.:}
but only if the teachers possess the c':n.pactlms in lg;(m : ;nwmr o
they are lrying to teach those capacilics rall:.l’:r‘:‘:l an a8
imaterial, and if the materials for study are arranged 50 ats it
those capacilies — a5 opposed, say, 1o the t-mpaalyt_o
a few facts, or write down ?:spmm:a:;l‘; ol; ::I‘(::on::::::::{me' * s
We do not imply that these ca !
ary ppraches o il e sl L S L,
are these capacities the same tiing o
fact, the capacilies we meation pmba‘bly_ccrulfi better b e
i across disciplines. Critical reading
lfb;ﬁcﬁl:rz;\:ifd:? llcotrca]::g: English as l[(’) learning history, nful
:!ear,masoning is no more the 5pocial' province oif' r;nalhima;l.:::;
dan i s of physics o losepty. BTt e orgtthe caac-
subjects makes it easy for students an ( bW
i coltivated, and easier lo pursoe .
iﬁlg\i;riﬁhnli;z bu::allcr of covering the malcr!al. _Al] 3:' the :l nn:
dard ncademic subjects are good material for cullwulsnfh tr::q:t ::mf:a:s
ities, but that is rather a different way of Jooking at the
be learned. :
m’l'lh&:lsll::icl' formulation leaves oul a good deal, but it does rc:::l
how much work remains to be done if high schools are :: 1m:wm
substantially. If educators could agree on SI}C‘I purposc;, .gn e
be better armed for debating n::. educ:’l:::ns :1:;1 ll::: ;:?:n pogﬂ -
i ! use ©
:?:I:iidl::zﬁs 3::(:0:;3? in a position lo think fcriously about
pedagogpy A that is, aboul how to achieve educational [;urp::k
Amazingly, high school educators have yel to laklt: up t ln_::m o
as a profession. They have iuhculcd‘ a few mt‘ch phrases It ooy
ives: making studies prach.ca.l;- meeling sludcn:s h;w;
building the curriculum around activitics — bu: evcndl ;3.2 I
not been much developed. Pechaps there is liltle to h‘eh w[;l.oo's
the moment we don't know, because 3 pedagogy for bigh s
w};;l:; ll?a':: been some beginnings, but most have n:ima:nlcd l:'nc:':r
Jimited, or have [allen into disuse, or both. From.l m;: : R
vadious reformers have tried to reformulate edumu:na P rm
and to sketch out suitable pedagogy, usually from the persp
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of one discipline or another. Many of these efforts — most recently,
the 1950s curriculum reforms — have been promising. But these
never spread very far, or cut very deep. Ouly a small number of
teachers ever used the new materials as the basis for working out
a pedagogy for secondary studies, and all reports suggest that most
of these efforts have since been abandoned, Of course, every teacher
has an approach 10 her or his craft, but each approach is practiced
in isolation and does not contribute to a body of shared professional
knowledge about how to teach. These separately practiced versions
of the teacher's trade do not contribuie to developing the skills of
those entering the profession, or to deciding about when teaching
is good enough, or to improving teaching when it is not good enough.
This is an unfortunate list, one that many teachers regret. For cvery
teacher must solve the problem of how to teach. But because the
schools have embraced so many purposes, they have impeded the
development of a body of professional knowledge about how o
teach well. The high schools' many successes rave helped to produce
this failure. -

What we outline is a tall order. We do so partly in the hope
that it may help a little in current efforts to improve the schools.
But our brief discussion of purposes and pedagogy also reveals just
how far high schools are from such improvement. The high schools’
grealtest strength has been their embracing capacity to avoid these
issues, to cope with many coalrary visions of education by promising
to pursue all of them. That has produced institutions that are re-
markably {lexible, ambitious, and tolerant, capable of making room
for many different sorts of students and teachers and many different
wishes for education. They are instilutions nicely suited to cope
with Americans’ fickle political and educational sensibilities. All
are imporlant strengths, but they have had crippling effects. They
have stunted the high schools’ capacity Lo lake all students seriously.
They have blocked teachers' capacity to cultivate those qualities
fong valued in educated men and women — the ability to read
well and critically, to write plainly and persuasively, and to reason
clearly. And they have nurtured a constrained and demeaning vision
of education among Americans, a vision that persistently returns
to haunt the profession that helped to create it.
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Conclusion: Renegotiating the Treaties

DEEFLY IMBEDDED in American history and deeply reflective
of American preferences, the shopping mall high school is likely
to withstand efforts to dismantle it: too many teenagers are scrved
in the way they want to be served, and too many school professionals
willingly provide the services. Many students arc served very well
indeed, and most graduate. Those are historic achievements. Whal-
ever school participants and the public in general may think about
high schools in the absteact, they seem generally satisfied with or
tolerant of the educational accommodations made in their own local
schools. Much of what is proposed as educational reform is thus
designed to make the mall more appealing to sellers and shopp::rs
alike, rather than to alter the cducational assumptions on which
it is based.

In most communilies and for most students, the mall works well
because it is so exclusively governed by consumer choice. Learning
is voluntary: it is one among many things for sale. The mall's cenl{al
qualilies — vaiety of oflerings, choice among them, and neutralily
about iheir value — have succeeded in holding most teenagers on
terms they and thicir teachers can live with, The will to learn .is
perceived, in a deceptively sensible formulation, simply as the re-
sponsibility of students and their families. Students who wanl to
learn generally can do so, especially if they seek oul or are sought
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and learn the difference between my own inhibitions and fears and the ‘3! 2 seem to develop between the sexes. Although the decision to become
real warnings of danger. Perceptions of today’s high schools, therefore, 3388 coeducational represented a criical and potentially discuptive change in
are plagued by romanticized remembrances of “the old days” and anxd- SR school culture, the planning was carefully executed, the choice was sell-
ety aboul the menacing slage of adolescence. Both of these responses Zg8¥ imposed, and the negotiations were internally controlled.
::l": to distort soclety’s view of high schools and support the general (S8 Highland Park offers an example of a fargely reactive instilution with
endency ta view them as other than good. L standards imposed from the outside. One is immediately aware of the
§ school’s permeable boundaries and sees the ways in which internal struc-
lures and goals reflect shifts in societal lrends. The conlio! of standards
B lugely oviglnales within the immediate conununity, which receives and
. Inlerprels messages from the wider soclety. The waves of change rever-
" berate within the school and administrators and facully are often pul in
TR (he position of trying to resist the shifts, negotiate a middle ground, or
#E offer allernative views. The principal describes his role as largely reac-
8" live. Poised between the often opposed conslituencies of parenis and
%' leachess, he acts as an interpreter and negotiator, and not as a visionary
B oc initiating leader, He remarks sadly that the school is no longer at the
@5 moral center of the community; that it has become a “satellite” In the
87 lives of students. The "real world” defines what is important and the
- school lags dosely behind or it risks obsolescence. d
3 The curriculum and academic structure of Highland Park, for exam-
ple, have dosely followed the trends of progressivism and liberalism that
dominated soclal attitudes during the late 1960s and 1970s, and reveried
back to the conservatism that reswrfaced in the early 1980s. When feoi-
nist rhetoric was at its height, it was not uncommon to see boys in the

o) On Goodness in High Sclools

PERMEABLE BOUNDARIES AND INSTITUTIONAL
CONTROL

The standards by which schools.define their goodness are derived from
internal and extemal sources, from past and present realities, and from
projected future goals, Cue Is struck by how much more control privale
schools have over definitions and standards of goodness than their public
sclfuol counterparts. In St. Paul’s, for example, there is a sustained conti-
nuity of values and standards that Is relatively detached from the mercu-
rial changes in the wider society; it is a continuity that is internally de-
fined. Surrounded by acres of magnificent woods and lakes and secluded
in the hills of New Hampshire, it feels faraway from the harsh realiies 3
faced by most public secondary schools, The focus s lnward and back- "
ward, Movement towards the future Is guided by strong and deeply rool- |§
ed h:'m-ial precedents, ingrained habits, and practiced traditions. The {38 home economics and Interlor design courses and many gicls clamoding
;:r:c en‘: are fiercely defended by alumni who want the school to re- 8B for cowses in auto repair and industdal arts, Now the traditional sex-
- n as ! eyfrem:mbu t, old and dedicated faculty who proudly carry (SBF related patterns have been largely re-established and the increased com-
he mantle o traditionalism, and the rector who sees the subtle interac- {3 * petition, rigid status hierarchies, and retumn to subjects that will “pay off”
tions of historical certainty and adventwous approaches to the future, |t

o !l echo the resurgence of conservative allitudes abroad in society. An old-
:_noi that St. P‘aul.s merely resists change and blindly defends tradition- timer on the Highland Park faculty, who has watched the shifting trends
ism, but that it views history as a solid bedrock, an anchor In a shifling

5 5 A B for almost three decades, refuses to become invested in the newest wiin- .

- 4 iBt: Ke. She wishes the schoo! leadership would take a fiomer, more con-
In addition, St. Paul’s faces changes with a clear consciousness and “ 3

great control over the choices i sdous posilion on the school’s intellectual goals and the moral values
culated, and balanced s it creates. The changes are delibesate, cal- @ that guide them, and looks with sympathy at her younger colleagues
mm,,;' e against the enduring habits. Ten years ago, for B8 who ride the waves of change not knowing where the tide will Jand.

€, St. Paul’s became coeducational, a major change in the popula- i Brookline, faced with many of the same shifls in standards and mo-
tion and self-perception of the institution. Certainly, there are ample ex- |

o A e g R

B! rality as Highland Park, has responded differemily. Certainly it experi-
::Il:f:l!:sd‘l’:c:r:s:;g m,'mk::m faculty are few and experience the 8%  ences similar societal reverberations within its walls, but Il haf alsa taken
ot il S :l‘l (; htn ‘r:rl Butl one is more impressed with the a more deliberate, initiating stance in relation lo them. In the mid-to-late

e oy “;'5':’ n of boys girls, the multiple leadership roles girls 1970s, the increased diversity of the student body caused factionalism,
play e of the school, and the easy, comlortable relationships that :38#  divisiveness, and eruptions of violence in the school. A counselor speaks
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of these harsh encountess as distind echoes of the radal strife in lhe St Iiberate attempts to define boundazies between inside and out. Boly Mas-
wider Boston comumunity. Under the new feadership of Bob McCarthy, : ‘
school violence was no longer lolerated. First, McCarthy helped his
'leache-rs express their long-suppressed rage at the inappropriate student
behavior; second, there were immediate and harsh punishments handed
down 10 all of the aggressors; and third, the school began to look upon Hg
“the problem™ of divessity as a rich resource. The baktie against factional-
ism is not won. The shifts in consciousness are elusive and difficult to
implant in community life. Everyone continues to speak of the stark divi-
sions among tacial and ethnic groups; but now those students who man-
age lo move acrass the boundaries tend to be percelved as stong and '8
unthreatened. There is a clear admiration for thelr risk taking and thelr A
versalility, The social worker who once saw the school as an echo of the 3
inequalitles and injustices of the community, now says It serves as an
asylum for many; a place of safety from violence; a place to learn differ- 78
ent patleins of behavior; a place 1o take risks. 3
) Headmaster McCarthy's attempts at restructuring pattems of authos- °
ity in Brookline High aze also almed at undoing behaviors and attitudes -
Jeamed in the wider world and marking the distinctions between school U#S: had reached.

and society, Adolescents are offered a piece of the power in exchange for o However, Mastruzzl's concern with defining workable boundaries is

Jesponsible action. It is an uphill battle. Many studenis prefer a more | PR 1ot limited 1o establishing relationships with the wider community. He is
at least as preoccupied with negotiating the bureavcratic terrain of the

passive, reactive role and resist the demands of responsibility and author- {48
ity; others are suspicious of bargalning with any adult and do not tust | il New York City school system. There are Jayers of administraloss and
Md:'.'arlhy"s thetoric. But the school’s elforts are conscious and deliberate, 388%: decislon makers in the central office whose prlorities and regulations
des,gned to counteract the cultwal, ideologlcal sweeps of conlemporary (i alfect the intemal life of Kennedy. These external requirements are fell
sociely and make dear decisions about philosophical goals and moral GEEE most vividly by the principal and assistant principals, who must find
codes, : W effeclive and legal adaptations of the prescribed law. Once again, Mas-
In !'a'tese Uuee examples we see great vazlations in the ways in which i . truzzi does not passively conform to the regulations of the “central au-
boundaries are drawn between the school and the comununity. St Paul's '3f 'i'thcrit'ses." He uies to balance the school’s need for autonomy and the
hl'gh standards, goals, and values are niost protected from societal lmper- © system’s need for uniform slandards. He distinguishes between the spirit
alives, most preciously guarded, and most thoroughly ingrained. They % and the lelter of the law, somelimes ignoring the latter when the literal
are ch'nsen and defended, Highland Pack mitrors the sodetal shifls, 1583 Interpretation s a poor match for his school’s needs. He also serves as a
somelimes offering resistance but rarely initiating consclous counler -jifii: “buffer” against the persistent intrusions of the wider system in order to
plans. Brookline lies somewhere between these approaches to the oulside olfer his faculty and staff the grealest possible freedom and initiative,”
wurld.. lts walls are not impenelrable, but neither are they lnvisible. 4 Institutional control is a great deal easier for schools with abundant
Brookline has permeable boundaties that provide intercourse with and 538 resources, non-public funding, and historical stability. It is not only that
separation from sodety, Attenypls are made to defend the school fom the Pt private schools tend to be more protected from societal trends, divergent
severity of sodietal intruslons, define educational goals and standards J%E community demands, and broader bureaucralic imperatives; they are also
through internal consensus, and bulld resilient intellectual and moral '_.. more likely to have the advantage of the material and psychological se-
shuctures. : sources of certainty. [n many ways, these six schools seem to exist in
Kennedy High Schwool resembles Brookline in its conscious and de-’ : dilferent worlds. The inequalities are dramatic, the soclelal injustices fla-
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 nomic, and cultural patterns of the surrounding community; the need lo
' have a heightened visibility in the neighborhood; and the need to be a
B keen observer of and padicipant in the political networks of the borough,

¢ palitically debilitating negativism rom neighborhood forces. But Mas-
' lruzzi does not merely reach out and embrace the communily, he also
3 wrticulates the sirong contrasts between neighborhood values and priori-
it ties and (hose that guide the schoot, it is not that he capitulates o com-
i, munily pressure. Rather, he sees his role as interpreter and negotiator of
it the dissonant strains that emerge in the school-community interface.
W’ Sometimes he must engage in calculaled, but bntense, battles where the

when he believed the Marblehead residents in the nearby working-class
neighborhood did not adhere lo the negotiated settlement both parlies.
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iﬂm has leelings of moral outrage as one makes the transition from 8 . I-.
¢ lush, green 1,700 acres of St. Paul's to the dusty streets of the Carver , B8

Homes where the median income is less than $4,000 a year. How could

we passibly expect a parity of educational standards between these s ) S

edly different environments? Of course, St. Paul's enjoys mwore conkrl,

more precision, more subtlety. Of course, life at St. Paul’s is smoolher I. -

and maore aesthelic.
Yet despile the extreme material contrasts, there are ways in which

each institution searches for control and coh i 1

erence, Gaining conlrol ‘38%
seems to be linked to the development of a visible and explicit ideolagy. R
Without the bulfers of land and weaith, Carver must fashion a s Be."

ideological message. It is not a surprising message. Eve
contrived rheloric of “inlerhdngmns"netﬁkiug" :s::hb;h;:.w;g
gans, the ideological appeal is hauntingly similar to the messages given
to many Carver student ancestors. Several generations ago, for example,
:;:oka T. Washington, one of Hogans's herves, spoke forcefully to young
a:l'; men and women about opportunities for advancement in 2 While
Ln:: s world. He urged them to be mannerly, civilized, patient, and en-
ng; not rebellious, headstrong, or critical. They were told of the dan-
gers of disruption and wamed about acting “uppity” or arogant. Al-
though they were encouraged in their patience, these Black ancestors
recognized the profound injustices, the doors that would be dosed to
them even if they behaved admirably. Industcousness was the only way
to move ahead and ascend the ladders of status, but Black folks recog-
nized that the system was witimately rigged.
! Carver's idelogical stance, enthusiastically aniculated by Hogans,
oes these early admoniions—be good, be dean, be mannerly, and
have a great deal of faith, Recognize the tigged race but run as hard as
you <an to win. School is the training ground for learming skills and
dvility, for learning to lose gracefully, and for trying again in the face of
defeat. Education is the key to a strong sense of self-esteem, to personal
and collective power. Hogans's thetoric, old as the hills and sleeped in
cultu‘ral metaphors and allusions, strikes a responsive chord in the com-
munity and serves as a rallying cry for Institution building. His ideologl-
cal message is reinforced by the opportunities Hogans creates for {he
';ll:}edinle gratification of success and profit and lo the connections he
- hwues between education and religion. When Carver students, in
eir gleaming white Explorer Jackels, ctoss the milioad tracks and enter
the place:s of money and power in downtown Atlanta, their éyes are open
lo new life possibllities. Hogans tells them thelr dreams can come true,

The work programs at Carver provide the daily experlences of h;dus!q,
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punctuality, and poise; and the immediate rewards that keep them in-
volved in school.

The connections to church and religion, though less clearly etched,
underscore the fervor attached 10 education by generations of powerless,
illiterate people, The superintendent of Atlanta uses spiritual melaphors

" when he urges parents and students to join the “conwnunity of believ-

ers.”® Carver faculty and administrators reinforce the religious messages
and link them to themes of self-discipline, community building, and hard
work at school, Hogans's sheloric is cullurally connected, clearly arlicu-
lated, and visibly executed in student programs, assemblies, and reward
ceremonies. The ideology is legible and enesgizing to school cohesion.
One sees a similar enthusiasim and ideological clarity at Milton
Academy. Humanism and holistic medicine are broad Jabels that refer to
a responsiveness to individual differences, lo a diversity of talem, and lo
the integration of mind, body, and spirit In educational pursults. Head-
master Pieh offers a subtle and complex message about providing a pro-
ductive and nucturant ethos that will value Individual needs; the registrar
develops a hand-built schedule so that students can receive their first
cholces of courses, and teachers know the life stories and personal dilem-
mas of each of their students. Underneath the New England restraint of

g - Milton, there is a muted passion for humanism. Studenls talk about the

spedial quality of relationships it provides {“They want us 1o be more
humane than huwman beings In the real world"), teachers worry over the
boundaries between loving allention and indulgence, and the director of
admisslons offers it as the primary appeal of Milton, a distinct difference
from the harsh, masculine qualities of Exeler, Although Carver and Mil

ton preach different ideologies, what is impoctant here is the rigorous
comsnitment 10 a visible ldeclogical perspective. It provides cohesion
within the community and » measure of control against the oscillating
intrusions from the larger society.

Hightand Pack lacks this clear and resounding ideological slance.
The educational vision shifts with the imes as Princlpal Benson and his
teachers listen for the beat of change and seek Lo be adaptive. Although
the superb record of college admissions provides institutional pride, it
does not replace the need for a shong ideological vision, Rather than
areating institutional cohesion, the quest for success engenders harsh
competition aowng students, The persistent complaints from many stu-
dents that they feel lost and alone is In part a statement about the missing
Ideological toots, Without a common bond, without a clear purpose, the
school fails to encompass them and does not Lake psychological hold on
their energles. The director of counselling at Highland Park obsecves
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students reaching out to one another throu
gh a haze of drugs in order lo
reduce feelings of isolation and dislocation. Drugs are the g:il Il}mle:r"

providing a false sense of connection and lessening the nagging pain, A '::

::::T-ihly of students are spared the loneliness and only a few can arlicu-
m[ts:iry;::‘blem. but it is visible to the stranger who misses "the
Idealogical fervor is an lmportant ingredient of
ties. Distant from the realities of the wot:]gd and m:‘:::}:?ﬂ: ﬂl:::l
inslitutions, these communities can sustain distinct value structures and
reward systems. In his book Asylums, Erving Goffman makes a distine-
ticn between “total institutions” that do nol allow for any Intercourse
with I.l}e outer world and organizations that require only a part of a
person’s time, energy, and cormmitment, [n order to sustain themselves,
}tuecl:;wef, al!I!:‘r:ltitu!lons must have what Goffman calls “encompassing
dencies’ wrap their memb i
sl ln;: i ers up in a web of identification and
Schools must find way of inspiring devotion and loyalty i
and students, of marking the boundaiies between insid: ll":l :utl::;:!:l?
taking a psychological hold on their members. Some schools explicil
mark their territories and offer clear rules of delineation, I’amddayl
schools, for instance, are more encompassing than public schools because
t!aey vigorously resist the intrusions of the outer wosld and frame their
rituals and habits to purposefully contrast with the ordinary life of their
students. Parenls who choose to send their children to parochial schools
support the values and ideological stance of the teachers and the clear
separation between school life and community norms,™ Quaker schools
often mark the transition from outside to inside schoot by several min-
u!e_s of silence and reflection at the beginning of the school day. After the
noise, energy, and stress of getting to school, students must collect them-
selves and be still and silent. Those moments separate them from non-
school life and prepare them to be encompassed by the school’s cullure,
{.Ilhough [ am not urging schools to become utopian communities or
total institutions, [ do believe that good schools balance the pulls of con-
nection to community against the contrary forces of separation from it,
Ad::thxlslmtors at Keanedy vividly poriray their roles as a “balancing
act.” They walk the treacherous “tightrope” between closed and open
doors, belween autonomy and symbiosis, Schools need to pmﬁdeo:; -
lum for adelescents from the rugged demands of outside life at the sanre
time that they must always be interactive with it. The interaction is essen-
tial. Without the connection lo life beyond school, most studenls would
ind the school's rituals empty. It Is this connection that motivates then,
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EE' For Carver students, it is a dear exchange, “T'll conunit myself to school
B¢ for the promise of a job . . . otherwise forget it,” says a junior who de-
8’ scribes himself as “super-realistic.” Milton Academy symbolizes the at-
¥ tempts at balance between separation and connection in its public rela-

tions material. The catalogue cover pictures the quiet, suburban campus

:‘ with the city looming in the background. The director of admissions
i speaks enthusiastically about the meshing of utoplan idealism and big-

dity realities. The day students arrive each moming and "bring the world
with them.” The seniors speak about the clash between the school’s hu-
manitarlan spirit and the grueling requirements of college admissions.
The protection and salace good schools offer may come from Lhe precious
abundance of land, wealth, and history, but they may also-be partly
approached through ideological clasity and a clear vision of Institulional

By values.

FEMININE AND MASCULINE QUALITIES OF
LEADERSHIP

The people most responsible for defining the school’s vision and arlicu-
lating the Ideological stance are the principals and headmaslers of these
schools. They are the voice, the mouthpiece of the institution, and it it
their Job to communicate with the various constituendes. Their personal
fmage is inextricably linked to the public pessona of the Institution.

The litesature on effective schools tends lo agree on at Jeast one
point—that an essential ingredient of good schools Js strong, consistent,
and inspired leadership."? The tone and culture of schools is said to be
defined by the vision and purposeful action of the principal. He is said to
be the person who must Inspire the commitment and energies of his
faculty; the respect, if not the admiration of his students; and the trust of
the patents. He sits on the boundacies between school and community;
must negotiate with the supesintendent and school board; mus? protecl
teachers from external intrusions and harrassnent; and must be the public
imagemaker and spokesman for the school." In high schools the princi-
pals are disproportionaiely male, and the jmages and metaphors hal
spring to mind are stereotypically masculine, One thinks of the military,
protecting the flanks, guarding the fostress, defining the territory. The
posture is often seen as defensive, the style clear, ralional, and focused.
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wichin the .state. We assurne, along with current restructuralists, that if we are o
significantly alter student duscomes, we must change what happens at the most basic Jevel
of education — in the classtooms and schools. However, we see in this procsss 2 more
prosctive role for the centralized elements of the system — particularly the states - one
which can set the conditions for change to take place not just in 2 small handful of schocls
or for 2 few children, but in the great majority.

‘Our discussion is divided into four parts. First, we present 2 picture of the
orginizational goal of the reforms: 2 sucesssful school. This is followed by an analysis of
the administrative, governance, resource, and policy barrers to effective schooling in the
USA. In the third section, we pose a strategy for transforming the system ac all levels —
but primarily st the state level - so that it will facilicate racher than inhibit the
improvement of schools on 2 broad and continuing basis. Finzlly, we relate this strategy to
othe issues and proposals currently under discussicn in the educational reform movement.

s

. “"‘. x

A-successful sehool

If our goal is to improve student outcomes and we believe that to accomplish this goal we
must change what happens in the school itself, one obvious place to begin 3 diséussion of
strategy is with a picrure of the kind of schools we would like to se= in the future. While
personal images of the ‘successful school’ will differ considerably in detail, both research
and common sense suggest thac they will have certain charscreristics in common. These
include, among other things, 2 fairly stable staff, made up of enthusiastic and caring
teachers who have 2 mastery both of the subject matter of the curriculum and of 2 vasiety
of pedagogies for teaching it; 2 well thoughe through, challenging curriculum that is
intagrated across grade levels and is appropriate for the range of experiences, cultures, and
learning styles of the students; a high level of teacher and studen: engagement in the
educational mission of the school — not just for the high schievers but the vast majority of
students; and opportunities for parents to support and participate in the education of their
childrea (Purkey and Smith 1983). s o
~ Beyond ~ or perhaps underlying ~ these resonzces available to the student, the most
_E.mive schools maintain 2 schoolwide vision or mission, and common instructional goals
witith tie the content, structure, and resources of the school together into an effective,
upified whole (Coleman and Hoffer 1987, Purkey and Smith 1983). The school mission
provides the criteria and rationale for the selection of curriculum materials, the purposes
and the nature of school-based professional development, 2nd the interpretation 2nd use of
stadent assessment. The particulars of the vision will differ from school to scheol,
depending on the local contexs; indeed, one of the goals of *choice’ advocates is to enzble
individual schools to establish unique identities and purposes (Chubb and Moe 1990,
Eimors 1986). However, if the school is to be successful in promoting active srudent
involvernent in learning, depth of understanding, and complex thinking — major geals of
the reform movement — its vision must focus on tesching and learning rather than, for
example, on control and discipline as in many schools todsy (McNeil 1986), In fact, the
very need for special attenton to control and discipline may be mitigated considerably by
the promoticn of successful and engaging learning expericnces. For these experiences and
this focus to be fully successful, however, new research suggests that they must embody a
Siferent concepeion of content and different pedagogical swrategies than those in
scoventional vse (Resnick 1986, Lampert 1988, Peterson 1987).

Finally, the literacice on effective schools has found thac sucessstul schools have not
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only 2 vision but also an atmosphere - or ‘school climate’ — that is conducive to teaching
and learning. Minimally, this means freedom from drugs, crime, and chaotic disruptions
within the school and a sense of mutual respect among educators and students (Purkey and
Smith 1983, Coleman and Hoffer 1987). More positively, it means the construction of a
school workplace for teachers and students that both contains the resources and embodies
the common purpose. and mutual respect necessary for them to be successful. This same
literature as well as that on school restructuring further suggests that the common vision
and positive school climate can best be promoted by 2 system of shared decmon-makmg
and shared responsibility where the instructional staff, in particular, have an active voice in
determining the conditions of work. This might involve shared control not only over how
the school is organized in time and space to advance learning and teaching, but also over
such things as the hiring of new staff and the expenditure of school discretionary funds.

While other commonalities may exist among successful schools, let us assume that
these characteristics — a schoolwide vision and school climate conducive to learning,
enthusiastic and knowledgeable teachers, a high quality curriculum 2nd instructional
strategies, a high level of engagemnent, shared decision-making, and parental support and

involvement — taken together form the core of the successful school. The obvious question

then becomes, why aren’t more of our schools like this? Certainly we can all think of a
handful, or probably more, of schools that exemplify this quality of education — that have
coherent and challenging instructional programs, that genuinely engage all or at least most
of their students, and that promote high achievement in their students. Yet these remain
the exception rather than the rule in US education.? Their very existence represents
tremendous commitment, expertise, and effort on the part of school and perhaps district
personnel. Moreover, even with all that effort, the stability and future of such schools are
at base quite fragile. Changes in principal, staff, school population or district policy may
serve to undermine a hard-built but nonmetheless tenuous foundation. The question
remains: why are these schools so exceptional and so vulnerable?

It is our contention that systemic barriers in the organization and governance of our
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educational.institutions inhibit such schools.from developing in most areas and serve to .

marginalize and undermine successful schools when they do emerge. We also argue that
even the very best of these schools are not accomplishing what they could do if (a) the
organizational environment were sufficiently supportive; and (b) the instructional content
were truly directed toward complex thinking and problem-solving. In the next section we
discuss the systemic barriers to effective schooling in the USA. Then, in the third section,
Wwe present one possible strategy for developing the supportive organizational environment
and challenging content needed for the next generation of students.

Systemic barriers to educational change

Most traditional explanations of poor schooling in the USA focus on low standards znd
inadequate resources. Yet the history of school reform demonstrates that even when
standards are raised and more or better resources are allocated, lictle lasting change occurs
in the classroom. (Cuban 1984, 1990, Elmore and McLaughlin 1988). Recognizing this,
some critics argue that the teaching profession itself is inherently conservative and resistant
to change, or that the increasing diversicy of the US student pooulariou makes broad-based
achievcmem gains unattainable. Of course, such reasoning ignores the exciting e\::lmpzc:s
of creative and successful schooling situated in unfrieadly environments among students
most often ideatified as ‘at risk’ for school failure. We present here a somewhat different
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of resources and services among districts became an important pare of the nation’s agenda,

Finally, the states 2re in 2 unique posicion to provide a coherent lesdership, resources,
and support to the reform efforts in the schools. States not only have the constitutional
responsibility for education of our youth, but they are the only level of the system that can
infuence all parts of the K~12 system: the curriculum and curriculum materials, teacher
training and licensure, assessment and zccouncability. In addition, the states, at least in
theory, could productively affecs the way in which the state system of higher education
might operate to help the K-12 educational system. Finally, becsuse of the size of the
markets they represent, the states are also in the best position to efactively leverage other
aspects of education thac are outside the system itself, such 25 textbook and materials
development. ‘

We do not mean to suggest that such leadership will come easily to sll or even to
most states. The nation’s tradition of local control had often led to passive, conservative

behavior by state departments of education. Party politics and conflicting agendas in state

legislatures and governors' offices often impede collective action. And states differ
considerably in their technical capacity to implement many of the suggestions we make
below. Yet there is a basis for optimism. More 2nd more, policymakers are beginning to
understand the interconnectedness of the system, and cooperative endeavers such as the
Council of Chief State School Officers and the Educacional Commission of the States
provide mechanisms for sharing technical resources 2mong states of varying capacicy.

A unifying vision and goals

In order for 2 state to fulfill this unique role - that is, for it to provide a coherent direction
and strategy for educational reform throughout the system - it muse have a common
vision of what schools should be like. Any vision will have 2 vardety of facets. One
straightforward conception is that all of our children should be able to seend 2 *successful
school’, in the terms we described earlier. Another view of the vision suggested here is
that schools within z state should operate within 2 coherent set of policies and practices
that encourage and support.a challenging and engaging curriculum and inseructional
program. State vision statements would cleatly go far deeper than these gemeral.
statements.

It is important to emphasize that underlying any coherent conception will be
important sets of values. We see two such sets of values as particulacly significant. One set
is the collective democratic values cricical to our society: respect for all peaple, tolerance,
equality of opportunity, respect for the individual, participation in the democratic
functions of the sociesy, and service to the sociery. A second ser has to do with the tasks
and atritudes of the teacher and learner - to prize exploration and production of
knowledge, rigor in thinking, and sustained intellectual effort. We believe thac these
values already exist in 2 latent form in the minds of most Americans, and especially
teachers, when they think zbout the educstional system. But they need to be awakened
and to permeate and guide the system and the schools. Held in common, these values can
help nourish and sustain over time eavironments in the schools that can intellecrually
stimulate 20d engage ALL children in the way that we should expect. The crisis rhetoric
that has prompted many of the recent reforms often has not been productive in this
tegaed. It has instead fostered project-odsnted, ‘magic builer’ solutions that satisfy
immediste political ends, wichour substantively changing the core of the educational
process. The new reforms must cuc dezper; to do so they need to be derived from a deeper
system of shared beliefs.
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Broad conceptions and values, however, will not be enough. We need goals that can

be communicated and measured if we are to mobilize the political support necessary to -

sustain the reforms over time. A carefully selected ser of goals and a related system of
indicazors would give those within the system and the general public a sense of purpose
and direction aud 2 basis on which to evaluate progress. Some of the goals could address
desired changes in the nature or quality of educational inputs, such as the quality of the
teaching force or of the curriculum used in the schools. Y
Other (and we argue more powerful) goals would be those related to students.
Statewide student outcome goals may be an extension and particularization of the national

" ". . gosls developed receacly by the governors. They could cover more than scademic
" achievement, including such things as ensuring school resdiness, developing students’ self-

% .th snd promoting collective responsibility, We believe that the goals should focus

. primarily on the core functions of the system; that is, on teaching and learning. To meet

the demands of the fusure, however, they must go well beyond the *basic skills® goals of

 the 1960s, '70s and early '80s. They must provide a standard that challenges the public and

the educarional system to prepare our youth to grapple thoughtfully with those problems

 that defy algorithmic solutions and to be skilled and confident learners in schoo] and later

on. Moreover, the goals aad indicators must address not only the average level of

. opporcunity and student achievement in the state bue also the variacion. Justics requires
 thac the goals of the stace promote equality as well as quality,

Given an 2gresd upon direction for reform, we suggest a two-pronged approach foc

 ateaining the established goals, The frst proog of the strategy is to create 3 coherent

system of instructional guidance, the purpose of which is to ensure thac all seudents have
the opporrunity to acquire 2 core body of challenging and engaging krowledge, skills, and
problem-solving capacities.’® Implementing this will require overcoming the
fragmentation of the system through coordinacing thres key funcrions affecting
instruction: curriculum, pre- 2nd in-service teacher training, and assessment. The zctual
{ ‘ordination of these functions, we argue, can best be handled on the state level, bur it
‘muss be linked to the second: prong of the strategy: an examination of the responsibilicies

and policies of ¥ach level of the governznce structure so that all levels operate in support of -~

each other and of the implementacion of the reforms.

A coherent system of instructional guidance

The first step in developing 2 coherznt system of instructional guidance is to work toward

' agreement on what students nesd to know and be able to do when they leave the system.

The second is thea to maximize the probabilicy thae all or most students will acquire the
desired capacicies by easuring at the very least thac they have the opportunity to do so -
thac is, by ensuring that studeats are exposed to the requisite knowledge 2ad skills
through the highest quality, most 2ppropriate human and maverial resources possible. For
the statewide inswructionzl guidance system to work would thus require coordination
among state curriculum frzmeworks, the more specific curricula of the schools, pre-service

~f+ and in-servics professional developrment 20d tescher cartificacion, amd system level
“wof:f assessmenc and monicoring mechanisms, Each of these aspects of the system is discussed
" oriedy below,

+ Curricuium frameworks: The basic drivers of the instrucdional guidincs system would be
. w L] - Al - 4 . - . L
. czmicslum Fameworks which ses ouc che best thinking in the feld about the kaowledge,




CIJE / LEAD COMMUNITIES MAY CONSULTATION

AGENDA

To continue joint planning and intensify partnership.

To foster and develop relationships within and across Lead Communities and
with the CIJE

To agree upon the role , content , and method of implementation of each element
involved in the Lead Communities project.

To develop an integrated joint action plan and calendar for each L.C
( "within ") and for the three L.C. ( " across " ) and the CIJE

3

0 Qverview
Partnership and joint planning

Examples of issues to be covered:

a) Issues related to launching a Lead Community.
b) How to coordinate and integrate the Communities' agenda and the
CIJE agenda.
¢) The relationship of the CIJE to funding and fundraising in L.C,
d) Different visions of the project by the various partners.
e) CIJE chain of command.
f) Partnership issues, e.g.:
1) Relationship within and across the L.C. and with the CIJE.
2) The denominations, the L.C. and the CIJE.
3) Relationship with major institutions, e.g. JESNA, JCCA, CJF



ID Draft Action Plan ,
A) The three Lead Communities together and the CUUE,

- Jointly draft a 18/24 months calendar / action plan for the 3 Lead Communities
and the CIJE.

Related reading material:
1) Commission on Jewish Education in North America: Background materials for
the meeting of February 14th 1990: " Community Action Sites " pp 18-25

B) Elements:
1) Svstemic change
a) The concept

b) The role of enabling & programmatic options.

¢) Personnel:
- Educators' survey
- Addressing the shortage of qualified personnel
- Strategies to recruit and train personnel ( short & medium term )

d) Community mobilization:
- The concept
- Wall to wall coalition - lay leaders, rabbis, educators, professionals,
& academics..
- Building strategies for Community mobilization



) Support projects

Comprehensive and planned approaches to content , scope & quality.

a) Best Practices:

- Best Practices as an inventory of " success stories " in Jewish Education.

- Pre-conditions for replicating Best Practices

- Initial areas in which Best Practices will be developed.

- Best Practices in the Supplementary school : Initial findings and
implementation,

- Pilot Projects and Best Practices

b) Goals
- The role of Goals for education
- Articulate goals for effective evaluation
- Participants in the deliberation on Goals

¢) Monitoring Evaluation and Feedback ( MEF )
- MEF as a tool to document the entire L.C, project and gauge its success.
- Developing the feedback loop
- The role of the Field Researchers
- Relationship of the Field Researchers to the Lead Communities



- Each community's strategy and action plan

11D Svathesis:

ID)A and II)C integrated into a joint action plan / calendar

IV) Open issues

Concluding discussion





