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TO: Participants of the Goals Seminar
FROM: Alan D. Hoffmann

DATE: August 4, 1924

Now that several weeks have passed, | hope you have had an oppor-
tunity to digest much of what we did at the Goals Seminar and to
begin to think of ways it applies to your work.

I am pleased to enclose a copy of the proceedings for the final day of
the seminar, as well as an article by Moshe Greenberg which was
referred to during the seminar. We have asked the community
representatives who reparted on the final day of the seminar to
pravide us with summaries of their remarks and will forward them to
you in the near future, For those of you who were not able to join us
for the concluding dinner at which the biographical summaries were
distributed, a set is enclosed.

I look forward to staying in touch with you as we undertake the next
steps in this Goals project.



GOALS SEMINAR: DAY 1 PROCEEDINGS
INTRODUCTORY SESSION

The morning began with words of welcome from Alan Hoffmann. Alan recalled for the group
the decision on the part of the Mandel Commussion on Jewish Education to avoid the issue of
substantive goals for Jewish education. The basis for this avoidance was the belief that addressing this
kind of a substantive issue would destroy the Commission: the views of the Commissioners on
matters of substance were so disparate and at odds, there was good reason to think that no good
purpose would be served by focusing on them at a time when the challenge was to work towards a
shared agenda for the improvement of Jewish education in North America. At the same time, it was
recognized by everyone that in the aftermath of the Commission, the issue of substantive goals for
Jewish education would have to be addressed. Increasing the number of full-time educators or the
number of children who get to Israel are goals of an important kind; and so is the larger goal of
changing demographic trends. But these kinds of goals cannot substitute for substantive educational
goals - that is, for goals that identify the kinds of skills, attitudes, understandings, and approach to
life one would hope to guide the young towards. Indeed, if the problem of Jewish continuity in North
America is to be effectively addressed, getting clearer about our goals and trying systematically to
achieve them will prove critical.

Alan indicated that the seminar represents the beginnings of a process in which we jointly
explore the various issues that need to be understood and addressed. While the seminar should help
us clarify the issues and our agenda, it will not eventuate in neat formulas. Alan also commented on
the rich diversity of the group: lay/professional, different denominational affiliations, different
communtties, different kinds of institutions, etc. Such diversity promises to ennch the seminar in
NUMErous ways.

This last point was reiterated by Seymour Fox in his words of introduction. Seymour went
on to speak of the background to the Goals Project. He referred to the way in which near the turn
of the century the Flexner Report turned medical education on its head, and he expressed the hope
that the work of Mandel Commission had launched a similar revolution in Jewish education.

No sooner was the work of the Commission over than the Educated Jew Project was
launched. The reason was simple: in a world like our own, where we can choose whether to remain
Jewish or not, Jewish education must frontally address the "Why remain Jewish?" question. If they
are to reach the young and engage them they must initiate them into forms of Jewish existence that
they will find so meaningful that they will win out in the competition with other forms of life that may
beckon. What this means is that these educating institutions must seriously ask the question: towards
what kind of an individual and towards what kind of a society are we educating? The "Educated Jew”
Project is designed to produce a variety of answers to this question, answers which can serve as
guides, as resources, or as foils for communities, institutions, and individuals in process of developing
their own answers to such questions.

Seymour underscored his point concerning the importance of having a powerful vision with
reference to general education. According to the work of Mike Smith, now Under-Secretary of



Education and former Dean of the Stanford School of Education, Troubled by the fact that most
reform efforts failed, Smith looked carefully at those that succeeded. What he found: the presence
of a powerful vision, internalized by the staff and reflected in the institution's goals and daily life, was
the critical variable. Not only, Seymour added, does the presence of a compeiling vision and
associated goals make for greater effectiveness, it's also a condition of accountability -- the kand of
accountability that is increasingly being demanded of Jewish educating institutions by the agencies
and leaders that are looking to them to improve our situation.

Following Seymour's introductory comments, Daniel Pekarsky walked participants through
the scheduled program. He noted that the seminar was designed to offer participants an opportunity
to deepen their understanding of the kinds of problems to which the Goals Project is a response; to
work towards a shared set of concepts, assumptions, and issues that would establish a working
universe of discourse,; to better understand what it means to speak of an institution as vision-driven
by looking at a number of such institutions; to look carefully, but with attention to alternatives, at
Moshe Greenberg's vision of an educated Jew as a way of a) developing a deeper understanding of
what enters into a vision and b) reflecting on the difficult task of moving from vision to the design
of an educational environment. In the last days of the seminar focuses on how institutions might
approach the process of become more vision-driven and goals-oriented than many now are, as well
as on the important question of what participants in the seminar and CIJE can do when the seminar
is over to help catalyze progress in this arena. Addressing this question is one of the issues that the
Comununity-based work groups will be struggling with.

Daniel ended his comments by asking participants to be sure to fill out the biographical
information sheet included in the packet of materials. Please try to return it by Monday evening.

PRESENTING THE PROBLEM

The structure of this session was as follows: participants were given a series of general
statements, some positive and some negative, concerning the place of goals in J ewish education, and
they were asked to offer examples from out of their own experience of the different generalizations.
In the context of discussing these examples , various dimensions of the goals-problem in Jewish
education emerged. In addition to helping to articulate this problem, the exercise was intended a)
to encourage participants to use the lens of goals to review educational settings they are familiar with,
b) to emphasize the importance of using their own experience to test out claims or hypotheses
considered in the seminar; and c) to highlight the fact that the picture in Jewish education is not all
bad —- that in fact some good things have been and are happening. It is important to note in this
connection that a variety of positive examples were discussed in this session, but because the focus
of the session was on "the problem", these examples are not highlighted below. (This said, it's
important to note that there is a lot to be learned from such success-stories! They may well be worth
returning to.) Below are some of the points discussed in this session:

No goals- or vague goals - informing the educational process. The initial point made under
this heading is that oftentimes educators are handed teaching assignments without any specification
of the goals to be achieved. They may, for example, be told to "teach Bible," as though it were self-
evident what educational goals are to be worked towards in the study of Bible. But this is far from




true: the Bible could be used as a vehicle of numerous and vaned educational goals -- as a vehicle of
teaching reading skills or interpretive skills; as a vehicle of encouraging certain attitudes or beliefs;
as a vehicle of learning about history, or about theology, etc. To say "Teach Bible,” unless the
context is one that make it very clear what that means, is to leave up to chance what will actually be
the focus of instruction.

Sometimes there are goals, but they may be very vague goals like "a strong Jewish identity,"
which, acceptable though they be, don't offer much practical guidance. We spoke in this connection
about two matters worthy of emphasis:

a. that lay-leaders and professional educators sometimes talk about the aims of Jewish
education using very different kinds of language, Whereas lay leaders may use
language like "strong Jewish identity”, professional educators may be inclined to use
much more concretely focussed concepts to define their mission. There is a need for
these groups to talk to each other about goals in more fruitful ways.

b. While vaguely expressed goals may sometimes grow out of unawareness that what
is being expressed is very vague, there are times when vagueness is more deliberate,
The more general, the more vague the language in which a goal is expressed, the
easier it is to galvanize consensus around it. But at a pricet The pnice is that the goal
fails to offer significant guidance for the educational enterprise. For it's consistent with
numerous interpretations. [Ideals expressed in vague language may also serve another
purpose: they may allow us to avoid thinking through carefully what we ourselves
really believe. It's easy to say that I'm for "a strong Jewish identity;" it's much harder
to offer a serious interpretation of what that means to me.

Goals that are inadequately embodied in the life of the institution. The general point here is
that while one can point to activities in the curriculum that correspond to goals, the relationship of
means to ends is often seriously problematic. That is, if one looks honestly at what's being done, it
becomes apparent that it's highly unrealistic to imagine that the activities in place are likely to realizes
the goals in question.

In fact, there are times when a careful scrutiny of what's being done might lead one to the conclusion
that our efforts are actually counter-productive.

To approach a goal seriously is to step back and to ask: "If we're really serious about trying
to realize this goal, what would we really have to do?" This might involve careful clanification of the
goal as well as a systematic effort to reflect on the kinds of experiences and settings that would be
likely to make goal-attainment a reasonable prospect. To work seriously towards the achievement
of a particular goal may require an enormous amount of effort and significant transformations of the
educational environment.

This point gave rise to the suggestion that educational institutions are more likely to be
effective if they limit themselves to a few carefully conceived goals, rather than to address a whole
lot of them. For the result of the latter is that they may end up not doing justice to any one of them.



To concentrate on just a few central goals is to make it possible to organize the institution's energies
and resources around their achievement in a way that would be impossible if there were many goals.
Reference was made in this connection to David Cohen et. al.'s book THE SHOPPING MALL HIGH
SCHOOL, which describes the way in which American high schools avoid deciding what's really
worth teaching and learning by incorporating every which goal and subject.

This comment prompted the observation that institutions - educational and otherwise -- are
well know to add new goals and priorities; but they find it much more difficult to subtract priorities --
that is, to say that in order to concentrate on X, which we now realize is really critical, we will no
longer emphasize Y and Z.

Are the goals compelling to the stakeholders? The next set of generalizations focused on
whether or not key stakeholders themselves identified strongly with the goals that define the work
of the institution. According to Senge, unless people are strongly identified with a goal, they are
unlikely to work hard towards its achievement -- especially when the going is rough. Conversely, if
they are really committed to the goal, they are likely to approach the effort with a seniousness and
ingenuity that may be very powerful in its effect. The reality in Jewish education is that many
stakeholders, including key educators, often don't identify at all, much less very strongly, with the
beliefs and norms of the institution in which they are teaching.

This point brought forth 4 number of issues, including the following:

1) given realities in the field, it may be difficult to find educators share the institution's
outlook (but here the question was raised: do institutions invest much energy in
guiding the educators that work for them towards a serious appreciation of the
institution's goals and outlook?)

2) When one asks, "Are the goals compelling to the key stakeholders, who does one
have in mind? Whose goals are they? To what extent do they reflect views of the
frontline educators or the views of the parents? And to what extent are efforts made
to get these categories of individuals to understand and identify with the institution's
priorities and aspirations? In this connection, the point was made that parents are
sometimes viewed by educators as "the pollution” which children need to be protected
against; whereas in fact they should be regarded as part of "the solution”. The point
here is that efforts to educate parents concerning the institution's goals and to elicit
their understanding and support are far more likely to be helpful than are efforts to
simply try to ignore or to compete with what children get at home.

In the course of this discussion, a number of other points were put on the table:

1. Issues relating to pluralism. Educating institutions that are committed to the acceptance
of diversity within the Jewish community often try to construct a tent that's large enough to house
everybody. This can give rise to a serious problem: if the institution wants to continue to be a place
where everybody feels at home, it may be forced to adopt educational goals that are so vague and
general as to offer little positive sense of direction. If, on the other hand, the institution decides to



develop more concrete substantive goals that offer more guidance to the enterprise, the result may
be to marginalize and possibly exclude individuals who don't fall within the framework of these goals.
Particularly in smaller communities, where there are few educational option for families, there may
be a reluctance to define the educational enterprise in terms of goals that will make some people feel
excluded in this way.

2. Turf-issues. A question arose concerning a situation in which more than one institution had
a stake in being the address for the attainment of a particular goal, For example, in a given
community,local congregations, a JCC and College of Jewish Studies might both have a desire to
engage the adult population in serious study. While it was noted that this kind of competition is not
necessarily a bad thing, it was also clear that it could be, and that this might be an arena in which
communal planning, guided by a larger vision of what the community should be working towards,
could prove invaluable.

VISION-DRIVEN INSTITUTIONS: GIVE ME A FOR INSTANCE

This session began with a final point concerning the place of goals in Jewish education:
namely, that sometimes it is not obvious why the achievement of a particular goal is desirable. The
point was made in this connection that educational goals are not self-justifying, that they are to be
justified by showing how they contribute to a form of Jewish existence that is intrinsically worthwhile.
That is, if one can show that and how the achievement of a particular goal is essential to living a kind
of Jewish life that is already recognized to richly meaningful, then the importance of achieving the
goal is self-evident.

This is one of the meanings of the phrase that goals must be anchored in vision. One's vision
of a meaningful Jewish existence becomes a source for identifying important educational goals --
namely, those the achievement of which are written into the vision. Beyond this, the vision functions
to interpret the goal. The example of Hebrew proficiency was given: a number of people might agree
that Hebrew proficiency is important, but depending on the vision of Jewish existence that guided
their endorsement of hebrew proficiency, they might understand Hebrew proficiency and its
comtribution to life very differently. A secular-Zionist and the head of a Haredi Yeshiva might both
think Hebrew proficiency, but because of underlying differences in their visions of the way we should
live as Jews, they would understand the nature of Hebrew proficiency, the contexts in which it is to
used, its purposes, and the aititudes to accompany the use of hebrew in very different ways. In such
cases, vision does more than to say that Hebrew proficiency is important; it also explains why it's
important and even what it means. (Later a similar point was made in relation to the ideal or goal of
"life-long learning": the teachers in the Haredi Yeshiva described by Heilman and a teacher in the
Dewey School might both espouse a passionate commitment to life-long leaming. But this
commitment grows out of radically different visions of how life should be lived, of why life-long-
Jearning is important, of what kind of learning is worthwhile learning, and of what kinds of skills and
attitudes are necessary for it. It is only in relation to the underlying vision of a meaningful existence
that "life-long leaming” acquires its meaning, its justification, and its educational implications.

The suggestion that goals need to be justified in a vision of a meaningful Jewish existence



raised questions about how we are to understand the concept of "meaningfulness”. The comment was
made that to speak of a Jewish existence is meaningful is to say that the person (whose existence it
is) finds it personally meaningful (on one or more levels). As noted earlier, if our contemporaries do
not find living Jewishly personally meaningful, they may go elsewhere. Though this point was not
challenged, the point was made that to speak of Jewish existence as "meaningful” may -- and perhaps
should - also mean something else: namely, that it is a worthy form of Jewish existence.

THE DEWEY SCHOOL AS A VISION-DRIVEN INSTITUTION

A simulation of a short episode in the kitchen of the Dewey school provided the background
for looking at Dewey's vision of a meaningful human existence and the way it was embodied in the
life of his school. In the simulation, the teacher and the 6th graders struggled with two problems: the
cake that didn't rise and the child whose kashrut would stand in the way of his eating the hamburgers
that had been put on the menu.

Afer the simulation, key elements of Dewey's vision were discussed: his commitment to the
method of science as the method of everyday life; his betief that life at its best is a process in which
we are constantly learning and growing from the experiences that we have; and his beliefs conceming
the importance of encouraging individuality and personal growth but in such a way that the individual
continues to contribute to the well-being of the community. The ideal community is one in which each
is engaged in work that is a source of personal growth and that contributes in a perceptible way to
the welfare of the community.

After clarifying elements of the vision, we examined the ways in which this vision was implicit
in the episode we looked at; for the claim was made that in a vision-driven institution, you'd find
evidence of the vision in any snapshot or cross-section you looked at. In the context of this
discussion, questions arose concerning a) the adequacy of the simulation as an example of what
Dewey would have done; b) whether Dewey's ideas are appropriate to the arena of Jewish education,
c) questions concerning Dewey's vision -- for example, does it have room in it for an individual who
wants to go his/her way in independence of the group?

This part of the session concluded with a summary of some key features of vision-driven
institutions:

1. there is a clear, shared, and compelling vision of the kind of individual and community toward
which one believes one should educate.

2. Anchored in this vision are clear educational goals which guide the enterprise.

3. Curriculum, pedagogy, physical organization, social organization, ethos all in various ways reflect
the goals and the vision that the institution is committed to. The vision suffuses the kife of the
institution.

4. The educators are whole-heartedly identified with the vision and goals the institution represents;
they embody it in their own lives and it guides their efforts at education.



5. Because the vision is genuinely compelling to the key stakeholders, because they genuinely care
about its actualization, gaps between the vision and actual outcomes are deeply troubling and serious
efforts are made to close these gaps.

Another feature of such institutions, noted as a follow-up to this list by one member of our
group, is that such institutions have a profound sense of mission; they believe that they are necessary
to achieve some important state-of-affairs which, in their absence, would not be accomplished.

In response to point #5, the point was made that the gap between vision and outcome can be
closed in more than one way: one of them to transform our educational practices so as to achieve the
vision; another is to revise the vision in such a way that the gap disappears. This matter is discussed
by Senge, who claims that, faced with a gap between aspiration and attainment, we are often too
quick to lower our aspirations rather than to tackle the difficult but challenging question of what we
might do to actually achieve our aspirations.

Another issue that was raised was the following: can a vision-driven institution be successful
in its efforts when it is not surrounded by a familial or general culture that is at one with its at one
with its outlook? That is, what other the social conditions under which such an institution is likely to
have a profound impact?

At the conclusion of the Dewey discussion, the point was made that although Dewey himself
works from vision to educational design, this is not the only route for an institution interested in
becoming more adequately organized around compelling goals. While an institution's efforts at self-
improvement might begin with a systematic effort to articulate its vision, its efforts might begin at
another level — say, with an effort to figure out what it's really after in its history, or Bible, or Hebrew
curriculum. Taken seriously and pursued, such questions might only illuminate practice but carry one
"upwards" to reflection concerning questions of basic goals and vision.

THE EXAMPLE OF EARLY SECULAR-ZIONISM

The Deweyan example of vision-drivenness was fcllowed by a discussion of the role that
vision played in guiding early secular-Zionist debates concerning education. Daniel Marom suggested
that Palestine was a kind of "lead community” for secular-Zionist ideology, the arena tn which its
leading ideas were to be tested out and embedded. It was clear to the leaders of the Yishuv that

education would need to play a critical role in this process, and they set about systematically trying
to embed the tenets of their viston in early educational istitutions. These tenets included:

1. Hebrew as a living language, integral to being a nation,
2. Integration of Jewish and general aspects of existence.

3. The Land of Israel, with emphasis on the role of the Jewish People as producers
(rather than middlemen)

4. Incorporation of Jewish tradition into national consciousness.



The power of this example lies in the fact that efforts of the visionaries who were dedicating
to embedding their vision in the Yishuv were successfull An example, Eliezer Ben Yehudah's
passionate commitment to the Hebrew language, his insistence on speaking it at all times in a period
when nobody else used it as an everyday tongue, eventuated in the development and spread of the
language.

An examination of the debates surrounding, say, the attempt to turn to Tu Bi"Shvat into a
tree-planting festival clearly revealed the extent to which the Teacher's Union that struggled with this
matter were guided their vision of what a secular-Zionist community needs to be and how education
¢an contiribute to this effort.

This being an example of the successful effort to transform a vision into a shared social reality,
the question was raised: what happens after the vision is realized? Once it's fully embedded in the life
of the community -- in the way, say, that Hebrew or the celebration of Tu B'Shevat now are in Israel -
does the vision become routinized? Does it fose its power? In response, it was suggested that though
this may sometimes happen, sometimes ways are found to pour new meaning into the vision, or into
the customs associated with it. An example of this was linking Tu B'Shevat in the USA to issues of
ecology that were on the minds of Americans.

The session concluded with a discussion of the fact that the two themes that are central to
Dewey - life-long leaming and the integration of individual and community -- are also central within
Judaism, there being a variety of textually grounded interpretations of these notions. It was agreed
that in our efforts to think about the kinds of visions that guide Jewish education, such interpretations
need to be considered. One such interpretation will be found in Professor Greenberg's vision of an
educated Jew.

CONCLUDING ACTIVITIES

The end of the day included the first opportumty for the Community-based work groups to
meet together to discuss ideas put on the table and to begin thinking about the development of a
community plan designed to encourage local institutions to wrestle with increasing seriousness
concerning issues of goals. There was also, after dinner, a chance for small groups to gather to
discuss the portraits-exercise.

In addition, over dinner, Shmuel Wygoda offered an orientation to our upcoming visit to
Yeshivat Har Etzion. His discussion began with an articulation of the vision that guided traditional
Lithuanian Yeshivot and the ways in which that vision has been expanded by the Hesder movement
in Israel. The ideal of Torah LiShmah, of Torah as a guide to life, and of the Talmid Chacham
remains intact, but it is accompanied by a vision of the ideal Jew as one who is also deeply committed
to securing the welfare of Israel as a political and social community. While the rabbis who head
Yeshivat Har Etzion are in their own lives "on the Left", they don't urge this on their students; what
they do urge is that they take seriously the political, social and military issues that the country faces



and do their share to address them. In various ways that Shmuel articulated, institution reflects this
complex vision that he described.



CIJE GOALS SEMINAR -- PROCEEDINGS FOR DAY 2
DVAR TORAH

The moming began with Bob Hirt's Dvar Torah. Using an interpretation of the story
of Cain as a springboard, he articulated a classical Jewish position concerning the parental
respounsibility to educate one's children. To assume that one's child is already an 'Ish"”, a
fully developed person (as did Cain's parents), and thus to abdicate the responsibility to
educate 1s to ask for serious trouble. Cain belatedly understood how he himself had suffered
from this abdication; in the spirt of tshuvah he took his own responsibilities as an educator
very seriously, as evidenced by his naming his son "Chanoch” - "the educated one." The
Dvar Torah concluded with a very moving image of Jewish learming drawn from the writings
of the late Rabbi Joseph Soloveitchik. In the piece we looked at Rabbi S. is engaged in
learmuing with a group of students -- in the presence of figures like the Rambam, who add
their voices to the conversation. The students discuss and argue not just with the Rabbi but
also with these giants of Jewish thought who show up as partners to a conversation that spans
the generations.

REVIEW OF DAY 1 PROCEEDINGS

The review of Day 1's proceedings brought forth a number of observations. The
staternent that Rabbi Lichtenstein was "on the Left" was corrected with the suggestion that
what needed to be said is that the leaders of the Har Etzion Yeshiva are "identified in their
own lives with the political center and the Left.”

It was observed that the proceedings did not adequately emphasize that one of the
senous obstacles to the development and implementation of educational goals is that there
1s often a substantial dissonance between the outlooks of professionals and the student-
population.

We also retumed to tssues concerning pluralism and inclusivity that had not been
adequately summanzed in the proceedings. Here are some points that were made:

1. One of the points that was reiterated in this context is that sometimes in the
effort to include everyone, there is a tendency to bow to the requirements of
the most observant, of skewing things in their favor.

2. In the beginnings of an educational institution,it may be easier to discuss
goals and vision in a serious way -- to articulate what you are and are not
strongly committed to -- than later on; but even then,there are counter-
pressures, €.2. the need to generate a clientele.



3. The push towards inclusivity may derive from financial necessity (in
institutions struggling for membership), or from a desire not to "leave somneone
out in the cold,” or from a commitment to an ideal of pluralism. But the push
towards mclusivity may bring a number of problems that were articulated: a)
sometimes the most powerful faction ends up dictatmg the terms of the
institution's life; b) sometimes, m the mame of creating consensus the
institution develops a very watered-down, pareve agenda -- for example, the
institution that gave up all tfillah because of an mability to find a formn of
prayer that would be satisfactory all around; c) sometimes the search for a
vision that will satisfy everyone leads to an effort to achieve a consensus of
different views, without any serious effort to engage in the kind of serious
study in which an adequate vision could be grounded.

4. Tt was suggested in this connection - really reiterated from the day before -
that mature and wise institution is one that realizes that the price of trying to
satisfy everyone is too high, that, even at the price of excluding some, it must
take a stand concerning what is and is not important to it. As suggested above,
this may be easier to do m some stages of an nstitution's life than in others.

In general, the issue of inclusivity and pluralism —of the possibility of reconciling
mclusivity with a vision that is substantively rich and compelling enough to guide but not
marginalize the constituent groups - was addressed in this discussion. It remains in need of
further discussion.

VISIT TO YESHIVAT HAR ETZION

This visit offered an opportunity to see a living example of a vision-driven institution.
Therefore, both parts of the expenence -- the chance to look around and the chance to hear
about the undetlying vision -- were critical. The summary of what we saw when we looked
around is selective; it focuses on those features (some, certainly not all) of the settings we
visited that seemed to aptly reflect the vision. Only in some cases do the proceedings
explicitly make these connections; if in the other cases, the connections are unclear, this
should be discussed.

Looking around. In the Bet Midrash, we saw young and not so young men, including
Rabbi Lichtenstein, engaged in study. Some studied alone, others in pairs. There was a lot
of noise, some movement. The sun shining through the windows created an airy atmosphere;
looking through the windows, one could see the beautiful hills in the distance. The room
was filled with chairs that were tied to the floor; but they swiveled in such a way that one
could face the table in front of one or turn towards one's study partner with ease.




In the library, we were told, the books cover a much greater range than is typically
associated with a Yeshiva — books that go beyond the world of Talmud and Halacha. In the
library many of the cabinets are dedicated to students who had served as soldiers and been
killed. To honor their memory,their names and their pictures were found on these cabinets.

In the Pedagogic Center upstairs, we discovered an even broader array of books --
including books written by non-traditional Jews and gentiles. These books, which might
include general history, philosophy, and literature, were sometimes read by the students
when, after a long day's study, they wanted "a break." The Pedagogic Center was regarded
as the critical site in the movement from vision to educational practice, and there were many
books devoted to the work of the educator.

THE MEETING WITH RABBI LICHTENSTEIN

Some of us saw Rabbi Lichtenstein in three settings in the short time we were there:
studying alone in the Bet Midrash, teaching a class to a group of some 60 students, and
meeting with us to discuss the institution's vision. In his presentation, Rabbi L. began by
speaking of the gap between "what we are and what we would like to be". Though there is
significant resemblance between actuality and ideal, there is inevitably a gap -- a gap which
energizes the instifution towards improvement.

Rabbi L. charactenzed the Yeshiva by explaining what yeshivas,in general, are like;
what Hesder is; and what the unique features of this mstitution are. In speaking of the
features of yeshivot in general, he began by stressing their non-professional character -- the
fact that those studying there are domg so not to secure professional advancement, but for
very different reasons. The engagement in study is a response to a Mitzvah -- the
commandinent that we exercise our intellectual powers in the world of Revelation. The goal
of the Yeshiva is to prepared its students for a full and proper engagement in such a life.

The focus of study is the "Oral Tradition”, not the Wntten Law. In the Oral Law much
more than m the Written Law, there is an emphasis on normatvity. The focus is on our
religious life as commanded bemgs.

In the Yeshiva, the atmospbere and the modes of study all testify to the existential
significance of what is gomg on. Study is grounded in the belief conceming the divine
character of the text that is bemg examined. In this sense, though the activity is heavily
intellectual, it is not merely mtellectual; it is an act rich with spiritual, religious meaning and
provides the student with spiritual uplift. The inviolate sanctity of the text also explains the
loud arguing that goes on and the careful attention to detail: for if the text really is an
expression of God's law, it is of the utmost importance that we do everything we can to
clarify its meaning.



In speaking of Hesder Yeshivot, Rabbi L. emphasized their emphasis on "Torat
Chesed" — on Torah that is accompanied by the desire to do good, to engage in acts of mercy
and kindness. Interpreted within the framework of Hesder Yeshivot, this means a
commitment to study and live with an eye towards contributing in positive ways to
interpersonal sitnations as well as to the life of the nation. Torat Chesed is associated with
study informed by a desire to teach; but it is also associated with the desire to participate in
Israel's overall defense effort and to respond in other ways to national and communal needs.
Such activity is not separate from, but an expression of, one's spiritual life and groundedness
in Torah.

Yeshivat Har Ftzion, as distinct from other Hesder Yeshivot, reflects a much broader
range of ideas and books -- a much greater openness to the larger secular culture. Many of
the faculty are university educated, and Rabbi L. himself frequently alludes to the likes of
Milton, Ben Johnson, Burke, etc. Rabbi L. said quite explicitly that he felt that there were
important things one could learn from such figures. While this bespeaks a kind of openness,
he acknowledged that to outsiders the Yeshiva might still seem somewhat monastic. The
general message: to the extent that the students are sclidly grounded in Torah, reaching out
to the general culture may be ok and even desirable. (One of the questions raised by one of
our group concemned whether the ideology and the practices of the institution in areas relating
to "outside learning" were sufficiently developed.)

In discussing the Rav's role as an authority, Rabbi L. was asked how his political
views did or did not enter into his teaching and guidance. He indicated that most students in
the yeshiva do not share his views; nor does he seek to impose them. Still, an important kind
of political education does go on at Yeshivat Har Etzion. Students are encouraged to
appreciate the importance of understanding and participating in the political hife of their time
and responding in a thoughtful and active way to the issues and needs of their ime. The
same kind of thoughtfulness that enters into study should go into the investigation of the
country's political issues. In addition, the yeshiva emphasizes respect for other views.

The Rav was asked whether the institution's vision was transmitted to new faculty by
formal orientations or through the kind of osmosis that takes place when one is participates
in the life of the institution. His answer: most of the faculty are themselves graduates of the
institution and hence already share its outlook. Great care is taken in deciding who to allow
in as faculty — with greater emphasis put on their spiritual outlook than on their approach to
teaching.

ELUL

In listening to Ruth and to Moti, we got a picture of a very different kind of vision-
drven institution. Ruth, who describes herself as a secular woman, expresses her strong
unhappiness that there is no room for her at an institution like Yeshivat Har Etzion. Elul is



a place where anyone - Orthodox or secular - can come to study as an equal with others.
Below are summarized some of the central tenets of its vision and the practices associated
with them. As you look at them, you may want to think about the very different ways each
of the items mentioned would be addressed at Yeshtvat Har Etzion.

Range of students. The students include males and females, Orthodox and non-
Orthodox. Everyone who wants to study is welcome. The school is, say Ruth, a bus;
everyone is welcome to come on aboard, sit down, and participate on the journey. The
presence of cribs for babies highlights the mstitution's commitment to make it possible for
everyone to participate.

Range of texts studied. The texts studied include classical Jewish texts like the Bible
and the Talmud but also works in modern Jewish philosophy and modern Hebrew literature
and poetry. What is actually studied from year-to-year is detenmined through a democratic
process in which all members can participate. Topics are proposed, and subjects are
determined through election.

What is "leamning” in Elul? Leaming Elul is done without the guidance of a rabbi and
without frontal teaching. There is a lot of learning in Chevruta, which is followed-up by
group discussions. Study tends to be mter-disciplinary. A subject is chosen and a variety of
texts that might illuminate it are then selected from out of 4 varicly of disciphnes that might
inchude Tanach, Talmud, philosophy, literature, and the like. In the eyes of members, their
study is enriched by the different voices that participate in the dialogue, male and female,
orthodox and secular. Participants are encouraged to hring their very different sensihilities
and concerns to the discussions that bring them together. There is a lot of disagreement, a
lot of argument together, but also a lot of closeness among the participants.

Study, not praver. Rabbi Lichtenstein has stressed that there is no separation between
prayer and study, that they are really one with one another; hence, the Bet Midrash which
serves as the setting for both. In Elul, the opposite is true. As Moti put it: "I can't study with
the people I pray with; and I can't pray with the people I study with.

AFTERNOON PROCESSING SESSION

Here are some of the observations that were made:
1. To some people, the role of a powerful individual -- of "a zealot" - seemed to be critical
in helping to establish an institution. Such a person is willing to say what he/she is genuinely

for and not for -- even at the price of losing potential members.

2. Someone commented that it may be easier for a visionary person to establish a new
institution than it is for a long-established institution to work towards a meaningful



CONSENsus CONcerning vision.

3. It was suggested that if existing institutions do want to work towards any kind of shared
vision, a good place to begin is by giving the rank-and-file members the chance to discuss
their own journeys and visions in a kind of narrative form. Feeling heard is a good start in
the process.

4. The question of "community-visions" came up again, and the suggestion was made that
a community-vision could include:

a. encouragement to local institutions to develop their own visions, including and
especially efforts to engage them in serious discussions concerning questions of vision and
goals;

b. an effort to discover in what local institutions come up with certam common themes

(the Istael experience, Tzedaka, Text Study) that might be meaningfully woven together and
turned into a community-vision.

This discussion moved towards the articulation of convictions and concerns relating
to the ways in which a vision-driven institution might come into being (e.g. starting from
scratch or finding a way to work towards shared vision n an existing institution).
Acknowledging the importance of such issues and noting that they are on the agenda for later
in the seminar, Alan closed the session by taking note of the fact that the mtent of this
session was to provide a powerful living example of a vision-driven institution. Ruaning
through the formal features of a vision-driven mstitution articulated the day before by Damiel
P., he suggested that the two mstitudons we had looked at each satisfied each of these
criteria.

INTRODUCTION TO THE EDUCATED JEW PROJECT

In Seymour Fox's introductory comments, he discussed 5 critical elements that define
the different dimensions of the Educate Jew Project -~ elements that range from philosophy
of education, to curriculum, to implementation, to evaluation. He indicated that while the
Educated Jew Project began its efforts with attempts to articulate visions of an educated Jew
and to examine their educational implicatons, the effort to move towards more goals-
sensitive education could begin at any of the levels he descnibed.

Seymour described the range of individuals who have written for the project and
described the ways in which the conversations they have had with educators have forced both
the educators and the writers to address difficult questions concerning the meaning of the



conception and the feasibility of implementation.

Each vision, Seymour urged, suggests very different educational implications,
including a different conception of the ideal teacher and teacher education and a different set
of emphases for educational policy. He emphasized in this connection the role that having
a compelling conception of an educated Jew can play in helping educators select fTom among
competing goals (and thus avoid the deadly temptation to try to do a little of everything.)

The session also included some comments conceming the importance of evaluation.
Reference was made to Ralph Tyler's claim that we usually evaluate too lat e m the game --
long after it will do us any good.

At the end of this session, we broke into two sub-groups charged with working
towards a better understanding of Greenberg and developing questions for him.

QUESTIONS GRAVITATING TO THE TABLE

In the course of the last couple of days, we've done a lot of tatking concerning a
number of issues. As we have done so, a number of questions seem to be surfacing for at
least some members of our seminar, questions that we may need to be adding to and paying
attention to before the seminar is done. Here is a list of some of these questions, some of
which have not yet reached the table in any formal way:

1.Is it really necessary to spend so much time looking at visions? Would we lose anything
if we only looked at vision-driven institutions and dida't then go on to focus our energies on
images of an educated Jew?

2. Exactly what are the five levels Seymour referred to in his presentation, and what did he
mean when he said that efforts to become more goals-sensitive and vision-driven could begin
at any one of them? Could he offer examples? What might this mean concretely for a
community interested in encouraging its institutions to become more goals-sensiive or
vision-driven?

3. We have seen examples of vision-driven institutions begun by charismatic visionaries. We
have yet to see examples of existing institutions that have become more vision-driven,
especiaily institutions that feature the kinds of diversity and apathy we are familiar with.
What might this process look like?

4. Is it possible to have meaningful communal goals or a meaningful communal vision? What
might they look like? How might they function? How might they anse?



5. What role will CIJE be playing beyond the seminar in our efforts to encourage and guide
the efforts of local institutions?

6. What role, if any, could the portrait-exercise play in mstitutional efforts to become more
vision-driven? Are there reasons to encourage and/or to be wary of relying on this activity?

If there are other questions you think are worth raising now that we are almost half
way through the seminar, this might be a good time to articulate them so that - over the next
3 days - we can find ways of addressing them,



CIJE GOALS SEMINAR, DAY 3 PROCEEDINGS

DVAR TORAH

In keeping with the seminar's interest in vision, Rob Toren's Dvar Torah built on some
comments from the Talmud Bavli to point to the power that a vision may have. In this passage, Rabbi
Yishmael b. Elisha suggests that it is the vision of a life gnided by Torah and Mitzvot that ultimately
justifies our continued existence; stripped of the opportunity to be guided by these, { we decreed upon
ourselves not to marry and have chidden. That 1s, Rabb: Yishmael suggests that so fundamental is
the vision that life itself is not worthwhile if we cannot live according to it.

REVIEW OF DAY 2 PROCEEDINGS

Pointing to a passage in which it was said that in the desire to be inclusive, sometimes basic
things like Tfillah are gotten rid of, it was suggested that if the issue of tfillah does in fact divide
people in an educating institution, perhaps it is not so bad to remove it from the communal agenda--
particularly if, through so doing, the various participants who walk through the door are able to fulfilt
the higher Mitzvah of study. Others disagreed with this view, sugpesting that the tfillah-example ably
exemplified the dilution of substantive in the name of inclusivity.

It was also suggested that the termn "“zealot”, which had been used to describe those
passionate visionaries who seem to play such an important role in the deveiopment of many vision-
driven institutions, carries a negative connotation and should probably abandoned in favor of more
neutral language like “passionate visionary." This prompted a number of comments:

a. some disagreement. It was suggested by the person who had made the original comment
concerning "zealots" that the kinds of people whom he was thinking of have something that goes
beyond being passionate visionaries.

b. In a very different vein, one participant suggested that we shouldn't forget that sometimes,
under the right circumstances, very ordinary people do very great things, More specifically, there are
times when people who may in fact be quite ordinary may p.ay the pivot role in organizing a group's
understanding of and efforts towards a vision. (Here a comparison was draw to Schindler in the
movie SCHINDLER'S LIST))

¢. The comment was made that the proceedings did not adequately capture Ruth Calderon's
sense of passion, as well as her narrative. It would, this person indicated, have been important to
highlight her inability to be fulfilled in traditional settings and the way in which this inability led her
in the direction of founding Elul.

It was noted that although an institution may begin to lose membership if its desire for
inclusivity leads it to dilute everything too much, there is sometimes an opposite phenomenon. That
is, there are times when trying to build too much substance and too many expectations into an
institution may operate to drive people away.



ISSUES IN NEED OF BEING PLACED ON THE TABLE

Day 2's Proceedings ended with an articulation of a number of questions and issues
concerning the seminar that seemed to have been surfacing for some of the participants. Participants
were asked to review these questions and then to put whatever concerns they may have on the table.
Here is what came out:

1. One person suggested that we ought not to limit the concept of vision to the ideal
product of a Jewish education. On the one hand, we should be thinking of our vision
for, say, 7 year-olds; on the other hand, adults are not finished products. Having
moved in the direction of actualizing one vision, there will be new ones on the
horizon.

2. A number of folks felt that question #3, which focuses on reform in already-
established institutions, definitely needed attention.

3. The view was expressed that we need to understand the difference between
developing and receiving a vision. In the one case, the vision is offered by leadership
and then, if the leadership is successful, the vision will be received; in the other case,
the emphasis is on growing a vision.

4. How does the Greenberg piece relate to the CIJE enterprise?

5. What is the vision that guides the Educated Jew Project -- and what's the role of
the seminar participants in this vision? What are we supposed to be buying into?

6. How do visions arise? What does the process look like? Who should be part of it?
How could such things be decided? Is there a model, or a good example, of
how a vision is arrived at in an already-established institution?

7. Are we looking to arrive at a community vision which will then guide local efforts -- or
should we be encouraging local visions which will eventually give rise to a community-vision?? That
is, do community visions arise deductively or inductively?

8. The point was made that as important as it may be to get ideas down on paper in the effort
to formulate a vision, it must be kept in mind that "it's just words” until the ideas on paper are
interpreted more and more concretely. This led to the thought that we may need to focus on the role
of the community as a living interpreting body.

9. It is an error to convey to local institutions that they know and have nothing in the
domain we are interested in. It is critical to look at their efforts, listen to them as part
of the effort to work with institutions in local communities?

10 Does CIJE have all the expertise it may need to work with institutions struggling
to become more vision-driven.



11. Another participant reported on effective schools research that suggests the cntical
role of the principal in galvanizing energy and direction.

In light of such questions and the one reflected in the proceedings, participants were asked
to identify two or three central themes in the comments that had been made -- themes on which we
could concentrate in the last part of the seminar. The two themes that stood out were: a) community-
vision, and b) the question of encouraging progress in already-established institutions of the kind we
are familiar with back home. The latter effort was described as "developing vision and goals in messy
situations!" It was agreed that these two issues would need to occupy a prominent part of our
agenda in the last two days of the seminar. Staff of the seminar agreed to look for useful ways to
address them in the light of the developing discussion.

TRANSLATING GREENBERG

If the development of a clear, coherent, and compelling vision is an important achievement,
so is the translate of that vision into educationally meaningful terms. This session was devoted to the
subject of translation, with Greenberg to be used as an illustration. A byproduct of such a discussion
might also be a better understanding of Greenberg's outlook prior to meeting with him.

Because the Camp Ramah movement was guided by an ideal that is close to Greenberg,In his
discussion of translation, Seymour Fox used the development of Camp Ramabh to illustrate a number
of the critical points. He stressed and developed a number of themes, including the following:

a. that Greenberg's vision could not be adequately realized in a school, that an enclave
was necessary that included and integrated both formal and informal dimensions. The
informal domain was critical if there was to be an arena in which to live out, interpret,
and apply the general principles learned in one's formal studies; moreover, those
things that happened in the informal domain - say, on the baseball field -- would
become maternial for what happened in the classroom setting. It would be in the
informal domain - on the ball field - that educators would have the chance to
see whether the leamnings had actually been meaningfully internalized. The idea of an
enclave suggested in this discussion, and found in the Ramah idea, is an educational
sub-culture that is much more than a traditional school, on the one hand, or a youth
group, on the other. [Just as in the Dewey School the shop teacher, like everyone else
involved, could explain what he/she was doing in terms of the larger Deweyan vision,
50 too in the Greenberg-enclave, or in the Ramah Camp, everyone, down to the
swimming or baseball coach, understands his’her work in Jewish terms.

b.The space and time provided by the enclave-setting provides the student, whose
development as a spiritual being is of the essence, with a space and time needed to
develop. In contrast, the pressure towards achievement found in the traditional school
may make such development an impossibility. Implicit here is the suggestion that the
adoption of spirituality as an educational aim, if taken senously, also represents a



decision not to make "achievement” (getting as many students into Harvard as
possible) the aim of one's efforts. The systematic effort to pursue the one aim may
well preclude the systematic effort to pursue the other.

¢. For both Ramah and for Greenberg, the initiation of students into the activity of
studying Jewish texts is at the heart of education Seymour's discussion of the
Ramah Camp's approach to reading texts highlighted the complex set of skills that
enter into that activity and the correspondingly complex set of educational principles
that guided the Ramah effort to enable students to study texts meaningfully. His
discussion of the effort to develop these skills in the appropriate sequence in more
than one subject-area year-by-year highlights some of the complexity involved in a
systematic effort to translate a vision into practice.

At various points in the course of Seymour's discussion, questions and concerns was voiced.
In one case, a commerit was made sugeesting that the kind of integration of formal and informal that
Seymour was recommending was ailready, in at least a few schools, a reality.

In another case the question was raised whether the Greenberg ideal was at all applicable
outside a Day School setting - say, for high school aged children attending a supplemental school.
In the words of one participants, our major problem is this latter population -- that is, that great
majority of students that attend supplemental schools. Seymour's response was to note that wile the
education of those not attending Day Schools represents a critical challenge, so, too, is the education
of children attending Day Schools. For here, too, education often fails to be clear about and to
systematically work to achieve its major purposes. Hence there is good reason to take time to do
what this session is concerned with: namely, to look at the way the Greenberg ideal would play out
in a Day School setting.

Nonetheless, the question concerning the high school aged student who found text study for
the birds continued to occupy some attention. One thought expressed was that the key to solving this
kind of a problem is to begin at a very early age to initiate the child into appropriate skills and
attitudes. Another thought expressed was that educational institutions, supplemental or otherwise,
rarely reflect systematically on the question: If we're really committed to encouraging serious text-
study (as we understand it) what kinds of preparatory experiences, pedagogy, settings, etc. have a
chance of being successful with the category of individual we're thinking of. Perhaps a careful
effort of this kind, one that perhaps learns from success-stories we're familiar with, would give rise
to educational efforts that are much more successful than wee might think possible.

(Greenberg himself, when asked about the possibility of cultivating his vision in a
supplemental school setting of the kind most American Jewish children participate in,
expressed some skepticism concerning the possibility of success. By implication, his
own instinct would probably be to encourage increasing numbers of children into Day
School settings.

Some people felt that Greenberg was unduly pessimistic concerning the possibility of
success in the supplemental setting; a single success, it was suggested, in catalyzing



a powerful spiritual encounter with the text might itself have a revolutionary impact
on the student -~ and one should not give up on the possibility of catalyzing such an
experience in the supplemental school setting.)

In the course of the discussion, one of the participants noted that if the teacher himself/herself
quietly but perceptibly embodies the profound relationship to the text that Greenberg stresses, this
might powerfully affect his/her effectiveness with students in the classroom setting. The point
underscored the importance of personnel and suggested an important guiding principle both in
selection and education of educators.

Though the preceding point was not exactly about charisma, it gave rise to some discussion
of charisma. In contradistinction to some of the comments made at the seminar concerning the
importance of this trait (whatever it actually is), one of the comments made at this stage was that in
some instances emphasis on the role that charismatic leadership plays may serve to discourage
educators who don't think of themselves and their colleagues as particularly charismatic. The point
was illustrated by Walter Ackerman in his comments concemning showing the movie STAND AND
DELIVER to a group of educators working with a reform project in an Israeli development town.
Though the movie was supposed to inspire them, in fact it filled them with a sense of inadequacy.

Towards the end of this session a question arose concerning the feasibility of Greenberg's
Hebrew requirements in the American setting. Related to this, could you, in the absence of Hebrew,
still do something very meaningful that would get at much that Greenberg was after? (As explained
by Greenberg later on, his own feeling is that reading the text in the onginal really is the ideal -- for
the same reason that one loses a lot if one tries to read Huckleberry Finn in Hebrew. But while he
would not in any way compromise his sense of what's really ideal, he by no means implied that this
is an "all or nothing" matter and suggested that in the absence of Hebrew something meaningful
could nonetheless be accomplished.)

In response to a question raised concerning the place of Greenberg in the Educated Jew
Project in relation to CIJE, Seymour stressed there was no intention at all that anybody would accept
Greenberg's vision or that of any other paper represented in the Educated Jew project. Rather, the
intent is to catalyze serious thinking concerning what one saould be educating towards through the
struggle with these visions. To come away thinking Greenberg is dead-wrong may be extremely
valuable, if accompanied by an effort to understand what's inadequate about his view and
what a more adequate view would look like.

THE SESSION WITH MOSHE GREENBERG

The session began with the articulation of a number of questions that were on people's minds,
questions which Professor G. then responded to in sequence of his choosing.

Greenberg stressed that Jewish texts offer us answers to basic questions concerning the
meaning of our existence. This does not mean that literature from outside the Jewish domain is
irrelevant: on the contrary, disciplines like mathematics are common to a wide variety of traditions;
as for the (non-Jewish) humanities, they can be invaluable in offering contrast and comparison with



Jewish views and thus can make us much more aware of the nature and sigmficance of our beliefs.
In this respect, the Diaspora, where Jews are constantly being asked to see the world through non-
Jewish eyes, may have an advantage over Israelis. To see the world in this way, to step out of one's
tradition temporarily and to see it critically fromn the outside, has historically served Judaism well,
preventing fossilization.

A number of Greenberg's comments focused on issues concerning feminism and women.
While Greenberg is doubtful that femimst scholarship has done much in the way of producing
significant exegetical insights concerning the original meaning of the Biblical text, this scholarship
has served to sensitize many, including Greenberg, to the way a woman who has not been
specially prepared to encounter the text might experience the Bible. Greenberg illustrated these
observations with the story of Jephtha, as understood by him, by the Midrash, and by some recent
feminist scholarship. Greenberg also spoke extensively concerning the basis for his view that many
Halachic rules that result in differential expectations of mern and women no longer apply today.

Another question he was asked about concerns the participation of students in creating
Midrash, Greenberg's response was that it would not be possible to create Midrash until one had
significant exposure to Midrash -- just as one could not invent new dances until one had become
familiarized with dances that already exist. Not everyone agreed with Greenberg on this point, and
Seymour suggested that the disagreement reflected one of the great lines of division among
educators: those who feel that one cannot begin to create a personal version of a given form
(Midrash, dance, song, etc.) prior to serious opportunities to understand the form in the ways
that it has come down to us, and those who feel that it is possible spontaneously to create such forms
without such prior immersion. How one settles this issue has significant educational implications.

BREAKOUT GROUPS

In the late afternoon, the comment was made that some people seemed eager to go
significantly further with the exercise of translating the Greenberg-idea into practice, with an eye
towards better understanding the process and issues associated with translation. Others seemed ready
to move on to other subjects, notably "community-vision" . Based on this, it was proposed that we
seif-select into two groups, each dealing with one of these topics. The suggestion seemed acceptable
and this is what we proceeded to do.



CIJE GOALS SEMINAR, DAY 4 PROCEEDINGS
DVAR TORAH

Barbara Penzner's Dvar Torah used the story of the Exodus from Egypt as the
prototype or model for the realities, the challenges, and the possibilities that need to be
addressed by CIJE and the communities it is working with in their effort to encourage
revolutionary change in Jewish education. Through Barabara's playful yet serious comments,
the Biblical tale was shown to illuminate our current situation; similarly, our current situation
offered a new perspective on the biblical tale. Whether this was the first time Moshe was
described as a Federation Executive is a question for which one or more of you may have the
answer.

REVIEW OF DAY 3 PROCEEDINGS

On p. 3, item 11 discussed the emphasis in effective schools research on the critical
role of the educational leader, or principal. What was not adequately treated was the role that
the educational leader played. Two very different kinds of views (with a vamety of
intermediate variants) can be found in the literature on change: one of them focuses on the
principal as someone with a vision that he/she encourages others to identify with [See, for
example, the work of Edgar Schein on organizational development], while the other focuses
on the leader's role m stimulating a process that allows a vision to emerge from among the
people who make up au institution [Senge's view is closer to the latter].

Referring to the comment on p.2, #7 concerning deductive and inductive approaches
to community vision, one participant added to the preceding day's discussion by introducing
Michael Fullan's view. According to Fullan, whereas we sometimes tend to think it is
important to start with "the big picture," with a grand, over-arching vision, sometimes - and
very fruitfully - the process begins with small projects, each guided by a compelling vision.
Qver a period of time, the visions guiding these small projects get drawn together and woven
into a larger community vision. It was commented that it is a mistake to assume that
successful small projects will automatically "spread,” that is, impact what goes on in other
spheres. An educational leader hoping for such spread should develop mechanisms for
encouraging it.

REPORT CONCERNING THE GREENBERG-TRANSLATION EXERCISE

Barry and Gail reported concerning the work that went on in this exercise. The
exercise asked participants to experiment with translating Greenberg's ideas into educational
practice in a Day School and supplemental school setting: "if you were working as a planner
and had decided you wanted to create a Greenbergian school, how would the Greenherg
vision affect the varied details?



Barry's group focused on the supplemental schoo! setting and explored the sub-topics
of staff-issues, home/family, and curricuium. They thought about these topics in relation to
the furthering of concrete goals that derive from a Greenbergian educational agenda -- for
example, the development in the student of the kind of interpersonal morality Greenberg
thinks desirable, or the development of the ability and desire to be seriously engaged in text-
study.

In discussing this latter subject in relation to staff, it was clear to the participants that
all the staffing a Greenbergian school would need "to know texts" very well; but it was added
that the very idea of "knowing texts" was not self-evident; indeed, it -- and the skills it
involved -- would themselves have to be interpreted in relation to Greenberg's larger
conception. Once clarified, this would be provide a helpful tool in selecting staff and doing
in-service training.

Gail's Day School Group focused on spirituality, and they considered the question,
How would parents/family have to be involved if we are to have a chance of encouraging
spirituality m these children? Believing that the family's involvement is critical if we are to
succeed in this area, questions concerning the kind of family involvement that would be
helpful were addressed.

When the two sub-groups returned from their activities, they discussed the question:
"What difference did it make to have a vision (of the kind of person you were educating
toward) as a guide to your deliberations? The answer they came up with was that while
anchoring your deliberation in a vision may limit you m some ways, it also frees you to focus
on a few critical goals and to pour your energy into accomplishing them well.

In the course of the translation-group's discussion, a tension was identified between
what the vision seemed to dictate and what the translator may have felt or wanted "in his/her
guts.” This in turn resurrected the question of whether it is possible/ok selectively to use
Greenberg's ideas -- that is,to make use of some and to 1gnore some of the others.

Reacting to the report of the translation sub-group, the comment was made that only
in certain kinds of educational settings would educators have the time, ability, and desire to
engage in the kind of careful effort to translate Greenberg's ideas into educational terms and
then to try to implement them in a thoughtful way. Most educational settings are not made
to encourage this kind of thoughtful approach to their work on the part of teachers. Engaged,
by virtue of the way the educational environment had been set up, in such activities as
crowd-control, they do not have the time to engage in the translation effort.

In the course of this discussion, it was noted that although the translation of his
conception into educational terms is not at the heart of Greenberg's agenda, he has written
a powerful essay on the role of the teacher -- with special attention to the problem of what



the teacher should do in dealing with a text in which he/she does not believe. A number of
people expressed an interest in this text, and it was agreed that an effort would be made to
get hold of it and to get it to interested individuals in the seminar.

COMMUNITY-WIDE VISION GROUP

Alan reported that this group viewed its task as opening up a discussion which would
provide a springboard to a discussion that will follow on Thursday. Our initial question, "Is
there, can there be, such a thing as a community-wide vision" soon led to a more basic
question, "What do we mean by community?" After discussion, the group seemed to
gravitate towards the following operating definition of community: all of those institutions
that are providers of education, with Federation as convener of the process. To this it was
added that the character of "the community" might grow clearer through the conversation on
goals.

Alan added that the group went on to discuss a number of different ways of
interpreting the notion of a "community-wide vision. While there was no closure the group
settted on what some might view as a minimalist interpretation of the term. According to this
interpretation, the community-vision appropriate for a community that is serious about
Jewish education is that of a community which makes it possibie for all local educating
institutions to be vision-driven along the lines specified in the seminar (see, for example, the
proceedings for Day 1). The community’s role in encouraging local institutions to wrestle
with issues of vision was referred to as its "envisioning role”. Is such an interpretation of
"community vision" all form and no process? Not necessarily: it was felt that the effort to
become vision-driven in the sense specified would necessarily involve institutions in
wrestling with serious content 1ssues.

Alan' concluding comments focussed on the disappointment expressed by one meinber
of the "commumity vision" group that the seminar had not yet provided significant
opportunities for the different communities to hear from one another concerning the efforts
they have previously undertaken to encourage a stronger goals-orientation, as well as insights
and issues that had emerged through these efforts.

In response to Alan's comments, three observations were inade:

1. that while we have tended to distingutsh between "the community" and
"institutions,” in fact we need to remember that institutions are themselves
communities, and that it may be very helpful to so regard them in deliberating
about thetr needs and about how to interact with them.

2 There is considerable research concerning different ways of understanding
the concept of community; and it may be that a study of some of this research



would provide us with new and perhaps very revealing ways of
conceptualizing what we are doing.

3. While it may be fine to define "community" as the organized Jewish
community (along the lines suggested by Alan), it needs to be remembered (if
such a definition ts accepted) that there are inany individuals - and perhaps
the majority! - who are in some sense members of the greater community who
may feel no ownership in, or understanding of, decisions and programs
emanating from "the community” in the narrow sense described above.

KYLA EPSTEIN'S CASE-STUDY

The morning's principal session was organized around Kyla's case-study of her
congregation's efforts to develop a vision that was supposed to carry significant implications
for the congregation’s educational program. The session began with a request to participants
that they respect the delicacy of Kyla's situation in discussing her congregation's efforts in
this forum, and that, in this spirt, they treat whatever Kyla was to say about her institution
as confidential.

Kyla began by descnibing the institution along various dimensions and went on to
explain what prompted the effort to develop and then interpret a new vision, as well as the
way that effort developed. She paid special attention to the composition, the work, and
outcomes of the task-force that was concemed with education. Along the way she discussed
the extent of her own involvement and that of other ceniral figures (like the Rabbi), and she
also identified what were for her the critical issues that the overall process raised for her.
Because much of the material describing the case was handed out to you, no attemnpt will be
made to summarize these various matters in any systematic way. Below some of the issues
that were ceniral for Kyla and that transcend the particulars of this case are summarized:

1. lay/professional roles in the process of developing and interpreting the implications of a
vision for different arenas of congregational life. Who should be part of the process and at
what point in the process? What kinds of roles should the participants decided on have? Who
should be deciding these matters?

In the case-study, there was a great deal of ambivalence on the part of the
congregation concerning the involvement of its professionals -- along with a
strong reluctance (really, an inability) to address the issue frontally. The result
was many mixed messages and the exclusion of the professionals from a great
deal of deliberation. The upshot of this is that in the educational arena a whole
lot of decisions were made concerning strategic goals without significant
involvement on the part of the congregation's senior educator and the Board
she works with.



2. What/who is to be regarded as authontative mn the process as a whole and/or at its different
stages?? That is, who should have, or should be regarded as having, final authority over the
process as applied to education and other domains? Possible candidates include: the
president, the Text, the Rabbi, God, the educational director, the Congregation's membership,
an outside consultant offering social scientific or other kinds of wisdomn?

In the case-study, the congregation had formally announced in its new vision-
staternent that it is a democratic institution, an institution in which everyone,
except professionals, have a vote. What this implies is that the greater Judaic
and educational knowledge which the senior professionals in the institution
possess do not establish for these professionals any special status of authonty
in the overall process. On the contrary, at many points they were actively kept
out of the process. Another implication of the congregation's democratic
structure is that members who come to the Temple once a year carry as much
weight in the process as those who are actively involved on an ongoing basis.

3. What is the appropnate balance of process and content in the effort to develop a vision for
the congregation as a whole and for its educational program in particular? Is it important to
insist that content-issues (relating to both educational and Judaic knowledge) be given
prominence in the effort to arrive at a shared vision? If so, can such content be introduced
in such a way that the non-expert lay participants in the effort do not feel overwhelmed and
disempowered by the professionals who bring with them various kinds of expertise? Is the
introduction of content and employment of content-experts consistent with a sense
of real ownership on the part of the lay membership? Also, if content is deemed desirable,
what kind of content would be most helpful? What kinds of expertise might be desirable?

In the case-study described by Kyla, content and the "content-experts” (the
professionals) tended not to play a significant role; the empliasis was on
process. As an example, the task-force concemmed with education
recommended a school newspaper on the grounds of a need for
"communication®, but it seemed very little interested in what the newspaper
would communicate, that is, in the kind of content that the educating
mnstitution should be trying to pass on.

4. What are appropuate critenia for evaluating the kinds of activities and programs that
should have a place i the congregation as a whole and especially in its educational
program?  And what is the basis for deciding on these cnteria?

To what extent should basic decisions be made based on whether the membership "is happy
with them"?




In the case-study, "the bottom-line" seemed to be "customer-satisfaction" -- that is,
the extent to which a given program or activity was found satisfying by the participants.
There seemed to be no attention to, nor any acknowledged principles that would ailow
anyone to judge, whether the program or activity was "important” and worth doing (quite
apart froin whether it made people "happy™). It was suggested by one of our participants that
a principal reason for this kind of approach was the institution's reliance on social scientific
expertise.

5. In the process of trying to move from vision to practice, what role does the vision-
statement that has been amrived at play? How is it utilized? Is the periodic re-visiting of the
vision-statement butlt mto the process? How can the process be structured so that, along the
way, attention to means doesn't push to the side the vision-statement that is supposed to
guide the overall effort?

In the case-study, once the focus turned to strategy, attention turned away from
the vision-statement, and a number of the strategies decided on were utterly
disconnected from the vision-statement.

6. Emotional process. The effort to arrive at a vision and a strategic plan is time-consuming,
stressful, exhausting, and sometimes very frustrating. How can the process be organtzed so
as to reduce negative emotionality, and how can such emotionality be dealt with so as to
stave off an overflow of frustration, or cynicism, or withdrawal?

SOME OF THE ISSUES/INSIGHTS DISCUSSED AFTER THE INTTTIAL PRESENTATION

1. It was striking to some individuals that organizations and institutions like the UAHC and
Hebrew Umon College were not encouraged to enter into this process. It was felt by those
who made these comments that mvolving them might have led to the design of a much more

effective process and to the introduction of content in a way that could have been very
helpful.

2. A comment was made that the completely process-dominated approach described in the
case-study stands in sharp contrast to CIJE's strong emphasis on content. The question was
raised; can an approach be developed that mamies content- and process-issues in an effective
way?

3. A point - one that has frequently been made in CIJE-discussions - was made concerning
the importance of "the Holy Trinity" in effecting significant change in institutional settings,
the trinity consisting of the Rabbi, a powerful lay leader, and the educational leader. All
three must be seriously engaged and working together if the process is to have a good chance
of turming out well. In the case under consideration, two of the three -- the educator and the



rabbi -- were rendered relatively disenfranchised and powerless. Related to this, the point
was made that a critically important role for the larger community leadership is to find a way
of encouraging institutions to engage all 3 of the relevant parties in the process.

4. At various points in the seminar, the point has been made that serious discussion
concerning vision and/or goals can be launched in more than one way or context. As an
illustration, the point was made that the list of strategic educational goals that had been
developed in the course of the process that Kyla described were in many cases extremely
vague and ambiguous. But this, it was suggested, could itself be positive in that it could be
used to force a serious discussion of what these vague, ambiguous statements should be taken
to mean. Such a discussion could serve to raise the level of consciousness concerning goals
in significant ways.

5. There was some discussion of the relationship between visions and vision-statements. The
suggestion was made that having a vision-statement may or may not be evidence of having
a vision. What was intended was that in order for the vision-statement to qualify as, or to
represent evidence of, a vision:

a) it would need to include (or be known to its drafters to entail) an
interpretation of what is really meant by general terms it employs like
"behaving ethically” or "committed to the activity of study”, etc.

b) it needs to be, as Seuge puts it, not just a series of statements but "a force
in people's hearts."

In this connection, it was mentioned that it might well be possible to develop a vision-
statement that is sufficiently detailed as to offer a real sense of what the institution is and is
not about, without being so detailed as to leave no room for refining, reinterpreting, and re-
visioning along the way. Just as it may be very important to establish a vision-statement that,
by going beyond vague rhetoric, can offer real guidance, so too, it was suggested it may be
important for the vision-statement to be open enough to allow acts of re-visioning along the
way.

6. A question was raised, but not discussed at lengths, conceming the possible or desirable
role of students in the process of developing a vision for an educating institution.

7. The suggestion was made that if the process of developing a vision and a strategic plan is
not to be very counter-productive, it is very tmportant that it be implemented m a meaningful
way without too great a lag-time.



GENERAL INSIGHTS AND ISSUES EMERGING FROM THE CASE STUDY

Many of the general points that people expressed in the statements they drafted at the
end o the session are represented above. An unedited copy of the statements that were
drafted is available to anyone who want it -- except that names have been removed. Below
is a summary of a few of the themes that seemed to me (DP) salient in your statements:

1. The lay-professional alliance is of critical importance. It needs to be nurtured in such a
way that both parties feel included both in the process and in the product of their efforts.
To this someone added that "in the absence of ongomg involvement, the professional needs
to be able to "ride the crest” and use the process to further his/her legitimate educational
goals.

2. While outside consultants may offer an institution important insights that they may be
incapable of generating for themselves, they may also steer the institution in undesirable
directions (as a result of the ways of thinking that they bring to their analysis and their lack
of concrete familiarity with the religious tradition and the institution they are looking at.

3. "Process must never be allowed to bury or overpower the vision. "When you are up to
your "tuchis” in alligators, it is hard to remember that the original purpose is to drain
swamp."

4. A way must be found that marries serious attention to content to a process that empowers
the stakeholders and gives rise to a sense of shared ownership.

5. The planning- or visioning process needs to be developed in such a way as to minimize
the likelihood that participants will walk away or become cynical. One cannot assume that
being involved in such a process is necessarily rewarding.

AFTERNOON EXERCISE

The mtroduction to the exercise stressed that there are many ways of
facilitating/encouraging efforts towards becoming more focussed around meaningful goals
and more vision-driven. The exercise prepared for the afternoon is an attempt to marry
process with content. Four questions were to guide the exercise: 1. how would you imagine
a process like this taking place m your situation? 2. what issues would need to be addressed?
3. How would this effort be launched? 4. What would you need to carry the process through
successfully?

On this occasion, seminar-participants were divided based on job-a-like criteria. After
they met i groups a de-briefing process took place. With apologies, the summary of what






CIJE GOALS SEMINAR, DAY 5 PROCEEDINGS
DVAR TORAH

With Tishah B'Av ouly three days away, Be verly Gribetz's Dvar Torah called our
attention to the 8th Mishna in Masechet Ta'Anit, which describes the customs and the joyousness
associated with the 15th of Av, only 6 days after the 9th of Av, on which day our atteation is
focused, in a spirit of mourning and atonement, on our tragedies as a nation. Berverly suggested
that the 15th of Av celebration is an antidote 1o the 9th of Av. Equally important the carefully
chosen words of the 8th Mishnah are themselves comments on, and antidotes {0, several verses
in the Book ‘of Lamentations. As against the cessation from darcing and the destruction of the
young men described in the Book of Lamentations, the Mishneh deseribes the 15th of Avasa
festival in which the young men have resappeared, in which the daughters of Jerusaiem go forth
0 dance in the vineyards, and in which marriage unions that will reach into the future are made
with great joy. The message of the Mishna, Beverly suggested, is an affirmation, against the
hackground of national tragedy, of Jewish continuity.

ANNETTE HOCHSTEIN ON THE MANDEL INSTITUTE FOR THE ADVANCED STUDY
AND DEVELOPMENT OF JEWISH EDUCATION

Speaking on behalf of the Mandel Institute, Annette Hochstein described the Institute's
work, with attention to purpose and rationale, to the way the Instinute works, and to kinds of
activities and initiatives the Institute launches. The Institute invents and sets up instittions for
which there is a need; these institutions eventuaily become independent of the Institute but retain
a kind of familial relationship to the Institute. Among the activities the Institute has been engaged
‘with pver -the years are the following: it staffed the Mandel Commission; it developed the School
for Educationa! Leadership; it guided CIJE in its initial phases; it organized and continues to
spongor the Educated Jew Project, and it has become the organizational home of the Jerusalem
Fellows Program.

The Institute's activities are grounded in a number of convictions: 1) Great ideas in
combination with great leaders are the source of change; 2) Communities are the Jocus of chenge;
3) Planning is the critical means for promoting change, Without strong leaders and careful,
thoughtful plannii' -, powerful ideas prove sterile.

As an illustration of the way in which the Institute works, An tte discussed the Schoo!
for BEducational Leadership, which is a response to the shortage of senior personnel in education
in Israel. Annetts took us through the process through which the Schoo! for Educetiona!
Leadership came into being. The upshot of this effort is that in each of the last two years there
have been close to 1,000 applicants for 20 positions. The curricutum of the school testifies to the
Institute's insistence on serious philosophical thinking. Its commitment to pluralism is reflected
in the fact that its student body, which includes both secular and religious Jews of very different
kinds, is immersed ina curricutum which requires everyone to engage both with traditional Jewish
sources and study (for example, through encoumters with the Talmud) and with the more general
Western intellectual tzadition.



REVIEW OF DAY 4 PROCEEDINGS

As & foilow-up to the comments in the Proceedings concerning the role of the consultant
in the process-described by Kyla, the comment was made that, for better or for worse, the choice
of the consultant is a critica! decision, since his/her orientation will determine the langusge and
dlrectlon of the inquiry and the nature of the findings.

. Scanning the preceding day's Proceedings, one participant suggested that the distinction
between process and content was 1ot always being drawn in a consistent and/or helpful way. The
main point was thix: there were times in the procesdings and possibly In our discussions where
the m "process™ was being used to describe activities in-which there was indeed a lot of content
~ for exampls, the sfforts of & group of individuals to wnearth and reflect on their own and one
ancther's beliefs and understandings concerning the nature of their Jewish commitments, The fact
that in such situaticms the participamts are not listening and reacting to outside-inputs which put
new kinds of content before them does not mean that they.are not seriously wrestling with content.
This comments suggests

1) that we need to be more careful in the way we distinguish process from content,

2) that within the domain of content, we distinguish between content-oriented
sessions in which there is &n encounter with a body -of ideas that flows towards the
participants "from the outside” and content-oriented sessions where the emphasis
is on unearthing the participants’ own ideas.

It i3 worth 'stressing that while separated out here for purposes of clarification, the kinds of
activities referred 1o in this paragraph are not, in practice, mutuelly exclusive, Indeed, at the
heart of our seminar is the suggestion that they are all pertinent and impotiant and that ways need
to find 0 integrate them,

: As a follow-up t0 a commert concerning the critical importance of engaging the Rabbi,
the lay-leader, and the educational leader in the effort at educational reform, the comment was
made that an important challenge for CIJE may be to work with rabbinical seminaries with an-eye
towards better preparing future tabbis to understand and adequately Idress the challenges they
will face in the arens of Jewish education, It is, for exatuple,-important that they come to
understand the importance of developing an enthusiastic united from In the educational domain
that includes rebbi, ley-leader, 2nd educational leader; similarly, it is important that they become
more thoughtful about how to nurture a culture that supports educational reform in their
institution,

- CHE, THE GOALS PROJECT, AND THE LOCAL COMMUNITIES
‘Alan Hoffn n's comments concerning the role of CLJE began with the sugpestion that
- it is important to visw the Goals Project in a larger CUJE context. He reminded participants that
the basic mission of CIJE is not Lead Communities or the Goals Project, but systemic reform in
North America. Ity task is to transform the terms of reference in Jewish. education in North
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America, principally via two strategies: 1) building the profession; 2) mobilizing community
leadership,

Viewed in this context, Lead Communities are to be understood as laboratories it which
to demonstrate the possibility of systemic reform, This effort needs to be recognized as long-term,
difficult and very important. The last.two years have witnessed slow progress - but progress
nonetheless. Below --and as background to our efforts in the area of goals - is Alan's skelstal
summary of what has been, and will be happening,

Personne! front, The effort to disgnose strengths, weaknegses, and challsnges is
already well under way, via the research efforts that have been undertaken in the
Lead Communities, The data-that have been collected will help these communities
develop Personal Action Plans that address their personne! weaknesses. The
Principals Seminar that will take place at Harvard in the fall represents one way in
which CLUE is working with the local communities to encourage improvement in
the area of personnel in response to what we are learning.

While the knowledpe generated through the study of personnel in the Lead Communitics
is expected to help these communities, CIJE believes that its vatue with go beyond these local
endeavors. [ts suspicion is that some of what will be learned in the Lead Communities will be
generalizzble, and hence of practical velue, to many other communities as well.

fitoring., evaluatio pdback, Alongside the personnel-efforts has been the
work of the Mcrmtoring and Evaluation and Feedback team. Not only have they
been integrally imvolved with the personnol-piece, but they have also been
systematically engaged in studying the process through which the Lead
Communities have been irying 10 mobilize their resources and energies. towards the
improvement of Jewish education.

Work with other communities, CIJE has been rethinking its self-imposed iimi  ion
to oply three communities, It has entered into conversations 'with other
communities concerning ways in which there might be fertile, though somewhat
more limited, partnerships. The guiding principle is that at the same time as CIJE
will be working with 3 systemic laboratories (in the Lead Communities), it will
work with certain other communities around specific, natrowly definad issues,

Mobilization at the Cor "~~~ Level, CLE needs to be more syswmatic in its
effort to reach an ever wider-audience with the story of what it is and what can be
done. Tt hes recently hired & new, full-time person whose responzibility will
include answering this challenge.

Against the bac] 'ound of these efforts, Alan turned his attention to those CUE initiatives
that speak to the question, "All of this - for what?" Two significant-CIHE initiatives bear on this
question: one of them is the "Best practices” project; the other is the Goais Project.



The Goals Project emerged out of different kinds of concerns: one of them was the
conviction that to be effective, educating institutions would need to arrive at concrete
interpretations of "meaningful Jewish contimuity” to guide their efforts; another was the
recognition that evaluation and accountability are not possible in the absence of significantly
greater clarity concerning what our goals are and what success would look like. :

How does CIJE see itself engaging with the communities in the Goals Project? While the
particulars of the process may well vary somewhat from community to community, using the
prototype of discussions under way with Milwaukee, Alan skeiched out a three-stage process:

Stage 1: the communities decide whether they fee! ready to engage with the Goals
Project, Does the Project speak to their needs? Does i integrate satisfactorily with
efforts planned and under way? etc. If the answer is yes, the community's task is
to inform and recruit the key stakeholders in educating institutions to participate
in the next stage of the process,

Stage 2; For those who are prepared to commit themselves to Stage 2 of the
process, CLIE will sponisor a series of 3.or 4 substantial seminars designed to foster
unders wling and reflection concerning the basic beliefs that inform the Goals
Project, 10 communicate what it might mean for an institution to be involved in the
project, and to encourage institutions to embark, or continue, on a journey towards
more substantial vision<drivenness. The precise content and structure of these
seminars would be worked out by CIJE in parmership with each participating
community, based on a number of factors including the situation of the
participating institutions. ,

Stage 3: CLJE begins working with a small group of institutions from among those
that have participated in Stege 1, These are institutions which, through their work
at Stage 1, have developed a scrious understanding of the energy and thought that
will be needed to become significantly more vision-driven, belisve In the
importance of becoming so, and want in cooperation with CUE and other relevant
institutions to enter intensively into this process. A clear agrecment concerning
what is expected on the part of CIJE and on the part of participating institutions is
& precondition of involvement in the Stage 3 process, '

Among the Stage 3 entry requirements is the identification by each participating
institution of an individual, or "coach”, whose resporsibility it will be to oversee
and guide the institution's Stage 3 activities. Active involvement at this stage of
denominational movements and the traiping institutions, .0 that their resources and
talents ere available to participating institutions that are working to identify and
actualize their guiding visions, is highty desirable.

Int relation to these educating institutiors, CIJE's job would be: 1, to work with the
institution to develop a plan of action that identifies both foci and strategies; 2. to train and-work
with the institutional coaches. Beyond this, it may prove desirable and feasible for CIUE to identify

‘and work with 2 small cadre of additional coaches, with special kinds of expertise, who will serve
as resources 10 4 rumber of Stage 3 institutions. It is also a possibility that at the beginnings of
Stage 3 it will be desirable to identify in each community that has more than one Stage-3
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institutions an individual who will serve as a community-wide guide to the process.
Among the comments/questions called forth by Alan's presentation were the following;

1. The suggestion was made that the word "train” to describe CIJE's aticipated
effort to cultivate the group of individuals who will work with educating
ingtitutlors at Stage 3 was inappropriate, This issue was discussed for several
minutes until an individual who identified herself as a layperson suggested that this
might be the kind of issue which the education professionals might want to tackie
on their own without the presence of laypeople.

2. Based on her experience with the £ € project, Isa Aron warned against the
danger of going too fast.and trying to do too much., The work is labor-fntensive
and one might do better working intemsively with a few institutions than trying to
work with a large number,

3. One participant commented that our week-long seminar had done something
very impor it in bringing many different parties together in an arena where
relationships as weil as a sense of shared understandings and values that go beyond
labels could develop. He added to this, however, that there is still a need for
greater clarity and awareness on the part of perticipating communities and
ingtitutions concerning the kinds of resources, especially emanating from the
denominational movements and institutions, that would be available to them. This
person concluded by noting that it would be importan: to cregate at Stages 2 and 3
the kind of ambiance that we had jointly created in Jerusalem.

4, The suggestion was made that particularly in the context of social realities in
the United States it would be very important to commission articles in the Educated
Jew Project that give a prominent place to notions like feminism, egalitarianism,
and pluralism which figure prominently in the outlook of many contemporary
American Jews. It was suggested, in this connectien, that it might be of value to
invite each of the denomminations to write, or make available to CIJE, -an article that
articulates systematically its perspective on the aims of Jewish education, with
attention to their view on such issues.

TOWARDS A COMMUNITY-WIDE AGENDA - Professor Michael Rosenak's presentation,

ction i R § presentation, Daniel Pelkarsky introduced Mike Rosenak's
presentation by noting that although the focus of much of our seminar had been on educating
institutions, many of the participants had come as representatives of communities and were
imterested in what a community-wide vision might be, Drawing on some-of the conversatior that
hiad gone on in a seminar sub  oup that had focused on this question, Danie! painted what might.
be viewed as a minimalist understanding of .community-vision.According to this view,an
‘appropriate vision for a community that took Jewish education seriously is that of & communiry
1) that supports and encourages all educating institutions in their efforts to elarify and sctualize
their own guiding visions and goals; and 2) that is actively committed to upgrading personnel; 3)
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that galvanizes continuing community interest in and appreciation of educational issues. The
question posed was the following: what, if anything, beyond these minimalist ideas might
plausibly and meaningfully enter into a comtnunity-wide vision?

Mike Rosenak's presentation offered many insights concerning this and other matters.
Below is an attempt to point to (without any pretense of doing justice to the richness of) some of
the major ideas.

ke Rosenak’s presentation, There is a sense in which a community aireost by definition
fcamres a sharud vision - for what makes a group of people "a community” is the presence of
shared rules, recognized authorities, a8 common agenda, and a vision. But while this was true of
pre-modern communities, this older understanding of community no longer fits our contemporary
commimnal reality. The Jewish community of today does not have a self-understanding defined by
shared rules and a shared vision; what it does have is a desire for the Jewish People to continue.
It is 2 desire for us to be united as a people -~ but without anybody having to sacrifice any of his
or her autonomy.

Under comemporary conditions two versions of what it means to be a pluralistic
community suggest themselves as modcls for the Jewish commmumnity, each of them with a different
understanding of what, amidst our differences, we do and can have in common, The first is &
minimalist understanding of our existence as a community; ours is a covenant of faith: we are
thrown together by the accident of common needs — for example, those nesds that spring from
the presence of anti-Semitism. Beyond our efforts to address these common needs, theprinclpla .
the only principle - that we stand for and that guldes Our existence as a community is this one:
*All forms of Jewish life are good and legitimate." Period!

Jewish diversity under modern conditions is, howaver, consistent with a richer and more
positive understanding of what it means for us t exist as a community. It is possible for the
community to incorporate significant diversity and yet to be organized around a set of shared
assumptions. Different sub-groups within the community will seek to interpret and implement
these assumptions in very different ways; but these assumptions establish an arena in which
discussion and controversy can go on among the varied groupings,

What are these shared assumptions? What is it that we share and can educate towards in
a state of controversy? Mike Rosenak listed 5 elements:

1. A _sagred literature, We share a sacred literature that speaks to origins and
purposes, a literature that addresses matters of ultimate concernt. Though we will
no doubt approach this sacred literature in very dissimilar ways, study of this
literntire is.capable of uniting us, as can our efforts to find points of contact in our
readings of this literature.

2. A comwmon vocabulary, As different as we are from sach other, we ghare a
common vocabulery that is wonderfully rich in its associations. The multitude of
words, phrases and concepts that we share -- like "Motza-ay Shabbat”, "Parve”,
"Milchig", "Tikkun Olam" — go a long way towards establishing, even as we are
very different, a shared universe,



3. Shated practices. Even though, as Jews, we largely £0 our own ways, it is
entirely possible for us to agree on the desirability of certain shared practices, for

example, in the arena of Tzdaka or in the matter of the kinds of ritual observances
that are appropriate at communal functions.

4. Problems. In the midst of our diversity, a measure of unity can be established
by the determination to regard the problems faced by some Jews as problems for
ail Jews -- that is, by & determination on the part of all to address seriously the
problems that any segment of the Jewish people face.

3. lsrael, It is true that identification with Isracl is no substitute for a shared agenda; at the
same time, it should not be left out of an effort to identify and forge a unifying core,
While Jews may interpret the significance of Israel very differently, they can come to a
shared understanding that Israel is a special and important place, not just another place
where Jews happen to live,

Mike Rosenak's suggestion that these various elements, taken together, establish the
possibility of a fairly rich shered universe among Jews who are atherwise very different from each
othet, called forth a number of questions and comments from seminar participants. His talk shed
new light on questions that had emerged at varlous poimts in the seminar: questions concerning
the possibility of a meaningful shared Jewish universe among contemporary Jews, as well as
questions/dilemmas concerning inclusivity and exclusivity. For example, is it possible to have a
Jewish community or educational institution that stands for something substantial without at the
same time excluding or marginalizing some members of the community?

CONCLUDING SESSIONS

Following discussion of Mike Rosenak's presentation and a final opportunity to gather in
work groups, the group gathered for a final work-session. The session began with an opportunity
for participants to respond to & form that invited their feedback concerning the strengths and
weaknesses of the seminar, suggestions for improvement, etc. We then moved on to hear and
discuss the plans of action that were emerging from the deliberations of the Baltimore, Cleveland,
and Milwaukee delegations. The three presentations situated their developing plans of action in
the context of local realities and of continuing efforts of a variety of kinds, A summary of these
plans will be made available to seminar participants on a separate occasion.

After the community plans-of-action had been presented and discussed, Alan Hoffmann
expressed his excitement concernitig what was emerging. He noted in this connection that, quite
apart from any community-wide efforts, some of the participating educating institutions emerged
from the scrninar with a desire to work intensively in the areas addressed by the seminar. He also
indicated the possibility of some fruitful coalitions among institutions represented around the table.

Following a break, the week's activities concluded with a festive dinner, At this dinner,
participants were given a short booklet that included short autobiographical statements developed
by the seminar participants. These autobiographies included addresses, phone nurbers, fax
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numbers, etc., and it i hoped that participants will use this information to continue back home
conversations and discussions commenced during the week in Jerusaiem.



CIJE AND THE COMMUNITIES: POSSIBLE NEXT STEPS IN OUR COLLABORATION

Below is a description of a two-stage process through which CIJE might work with local
communities beyond the summer seminar.

STAGE 1:

CIIE offers a set of some three or four seminars next year, designed for critical stakeholders
in local educating institutions. These seminars are designed to heighten their understanding and
appreciation of the ways in which vision and goals are relevant to the improvement of their
educational efforts; to guide them into a careful analysis of their current goals and/or vision-statement
and of the ways these are or are not adequately reflected in their institutions; to help them grow more
aware of the different arenas, levels and approaches that might be adopted in the effort to become
more goals-sensitive or vision-driven; to encourage some thoughtful reflectton concerning what a
desirable vision for each institution might be, possibly through encouraging dialogue with the kinds
of visions represented in the Educated Jew Project.

STAGE 2:

By the time they will have finished Stage 1, institutions would have a good sense of the
challenges involved in undertaking a serious commitment to become significantly more goals-sensitive
and vision-driven. Those among them that are prepared to move on to the next stage and can meet
the specified requirements for participation would be invited into the second stage. In the second
stage, each participating institution wouid be involved a systematic effort to begin making serious
progress in the arena of goals. In order participate, institutions would have to agree to a number of
expectations. Though these need to be clarified, they might include: a) an expectation that specified
kinds of study on the part of key stakeholders be a part of the process, b) the institution's
identification of an individual who would guide the process along; ¢) a willingness to address in the
process a number of critical issues that need attention if progress towards vision-drivenness has a
chance of being substantial, e.g. issues of evaluation.

At stage 2, CIJE's role is to work with the individuals selected by the institutions to guide
their process along. CLJE would help to train these individuals and to provide them with appropriate
kinds of counsel and support. As part of their entry into the process, these institutional guides would
have to develop a propose set of goals and a course of action, which would then be reviewed and
strengthened in consultation with the CIJE staff, It is likely that along the way the various
institutional guides would be convened for special sessions, some of them devoted to the sharing of
the insights and concemns arising out of their work.



THE CIJE GOALS SEMINAR
JERUSALEM, JULY 10-14, 1994

EVALUATION AND FEEDBACK

‘What is your position in your Jewish community?

I. The CIJE Goals Seminar was designed with specific objectives in mind. Below is a list
of some of the desired outcomes of the Goals Seminar. Please provide us with feedback
about each objective. For example: in what ways do you feel that the objective was met to
your satisfaction? Which of the materials, presentations, and discussions were and were not
suffictent and useful to address the objective? What else could have been done to reach each
of these objectives?

The participants in the Goals Seminar will:

A. Better understand the concept of visions and its importance for effective educating
institutions.



B. Appreciate the importance of vision in relation to educational design.

C. Understand what the next steps are in encouraging vision driveness at the communal and
institutional levels.

[I. A. What is something new that you learned during the seminar?
B. What made this leaming meaningful and beneficial to you?



II. What suggestions would you make for us that would have improved this seminar.

IV. As you continue to think about your role and your work with the Goals Project, what
areas, topics, and issues would you like to learn more about? In what format?

V. We would welcome any additional comments:



CIE'S GOALS PROJECT
WHAT IS THE GOALS PROJECT?

The Goals Project of the Council on Initiatives in Jewish Education grows out of the
conviction that effectiveness in Jewish, as in general, education depends substantially on
whether educating institutions are vision-driven. To describe a Jewish educating institution
as vision-driven is to say that it is animated by a vision or conception of the kind of Jewish
human being and the kind of Jewish community it is trying to bring into being. Guided by
the belief that Jewish educating institutions need to become significantly more vision-driven
than they typically are, the Goals Project is an effort to encourage vision-drivenness in
Jewish education. It will do so in two ways: first, through efforts to foster an appreciation
among relevant constituencies of the importance of being vision-driven; and second, through
strategies designed to encourage educating institutions to develop their underlying visions
and to identify and actualize the educational implications of these visions.

RATIONALE

To make good educational sense, an institution's decisions concerning what
educational goals to pursue, as well as how to interpret and prioritize them, need to be
anchored in, and justified by, a coherent vision of what it is trying to achieve. That 1s, its
efforts need to be guided by compelling answers to the following questions: what kind of a
Jewish person, featuring what constellaion of beliefs, knowledge, attitudes, skills,
commitments, and dispositions, should we be cultivating? And what form of Jewish
community, defined by what purposes, ethos, patterns of activity, customs, norms, and forms
of human relationship, are we trying to encourage? An adequate guiding vision does not
offer a laundry-list of miscellaneous characteristics to be cuitivated in students but exhibits
how they fit together to compose a picture of a meaningful form of Jewish existence. Absent
such a vision, not only are basic decisions concerning educational goals hard to reasonably
make, so too are decisions conceming other important matters, including the organization of
the physical and social environment, appropriate forms of pedagogy, and the skills desirable
in educators. In addition, the absence of a vision of the kind of human beings and
community it is hoping to cultivate deprives an educational institution of an important basis
for evaluating the success of its efforts.

The effort to develop a substantive vision that is compelling to the relevant
stakeholders and whose educational implications have been worked out in a meaningful way
is a labor-intensive, intellectually and Jewishly demanding activity; nor are there any
guarantees of success. But it must also be stressed that the potential rewards for the
participants in the process, both as individuals and as representatives of their institutions, can
be very sigmificant.



THE GOALS PROJECT'S RESQURCES AND AGENDA

In its efforts to encourage Jewish educating institutions to become vision-driven, CIJE
benefits from the resources and the ongoing support of the Mandel Institute for the
Advanced Study and Development of Jewish Education. Of special value to the Goals
Project is the Mandel Institute’s Educated Jew Project, which explores a number of
significant conceptions of an educated Jew and then examines the implications of these
conceptions for the goals and organization of Jewish education. The Educated Jew Project
has developed through significant contributions by some extraordinary Jewish thinkers and
educational theorists, including Professors Israel Scheffler and Isadore Twersky of Harvard
University, Professors Menachem Brinker, Moshe Greenberg and Michael Rosenak of the
Hebrew University, and Professor Seymour Fox, Rabbi Shmue}l Wygoda, and Daniel Marom
of the Mandel Institute. The contributions of such individuals to CIJE'S Goals Project has
been and will continue to be invaluable.

In collaboration with the staff of the Mandel Institute and the Educated Jew Project,
the Goals Project is launching a number of initiatives designed to encourage vision-
drivenness in Jewish educating institutions. Principal initiatives include:

1. Development of a library of materials concerning the importance and the process
of becoming vision-driven. This library will be made available to interested
communities and educating institutions.

2. A Summer Seminar on Goals in Jerusalem for lay and professional leaders from
Lead Communities and elsewhere. The seminar is designed to foster an appreciation
for the critical role that vision plays mn education and to think through cnitical issues
that must be addressed if Jewish educating institutions are to become more vision-
driven. Participants are expected to encourage local efforts in this arena on their
return home.

3. Local seminars in Lead Communities (and beyond). CIJE will sponsor a series
of seminars in each Lead Community next year for representatives of local
educating institutions. These seminars are designed o encourage these mstitutions
to wrestle with issues that need to be addressed in order to begin the process of
becoming, or becoming more, vision-driven.

CONCLUDING COMMENTS

CIJE does not believe that becoming vision-driven is easy or that it is sufficient to
remedy the ills of Jewish educating institutions. But it is convinced that it is indispensable
to success, and it welcomes your participation in the effort to encourage more careful
attention to vision and goals among educating institutions in Lead Commumities and
elsewhere.
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they must go beyond what usually con-
stitutes biblical studies in colleges and
seminaries. They must study Hebrew and
become acquainted with the civilizations
of the ancient Near East; but they must
do more. They must also familiarize
Ihe.m_sclves with Ihe history of ileas, with
religious thought in general, wvith philos-
ophy, especially in its religious garb—
theology. This study ought to begin in
teachers' training schouols, where it is af]
but disregarded today, but it is of little
value if nat pursued throughout Jife, if
Increase of experience is not ymatched by
a corresponding increase jn concen over
the issues to which experience exposes
one. The one commitment (hat may be
fairly expected of 2 teacher of Bible is
to the contemplative and reflective life,
This commitment is aufficient, is indexd a
warraat-—the only possible warmani—that
his teaching will not be teivial! This much
may be expecled of the teacher, alnce it is
in the hope that his students will them-
selvcs_bc directed toward making a similar
commitruent that they have been entiusted
to him. The step beyond this, from under-
standing to couviction and faith,, must be
left to the effect of the molerial itsel.
Religionists ought to haye enough (aiily
in the worth of bibfical teaching (o allow
that if it be presented homestly and sym-
Pathelically it will work by its own au-
thority—today it can have no other—on
the soul of the student.

In the sequence an altempt will be made
to meet some of the characleristic prob-
lems of Bible teaching in tbe spirit sug-
gested ahove, As far a3 possible thesc
problems will be approached in the can-
lext of Liblical thought, though, in pro-
posing sofutions, the contemporacy view-
Point will not be ignored. T do 1t know
at what student level one ought fo begin
to treat the Bible narrative as moce than
mere stoties, nor do I know that any
broad rule can be laid down ahout this,
The problems will arise sooner or later
and when they do, here, T suggest, is arI
appraach to them. While there js no vir-
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tue in raising questions in advance of s
students, one must ever brar in mind
that eventually these questions will be
rased. The teacher who is guided by this
consideration will teach in such a way
that he will not have to backtrack later
and repudiate what he tanght before,

THe TRUTI! oF BinLicaL IHisrony

The historical narrative of the Bible
refates events that befell nations gnd tn-
dividuals. Of events that hefel) Israe]
many iavolved clher nations, and are
referred to in the surviving monuments
and literatures of 1hosc nations (arche-
ological remnins of the invasion of
Canaan, the Maabite stone, lhe inscrip-
tions of Assyrinn and Babylonian kings),
:rhe intermal  life of Tsmel too is
itluminated Ly newly recovered relies of
the past (remains of Solomon's buildings
snd other enterprises, administrative in-
Scriptions of Samaria, the Siloam izm-
seription, etc.). In miost cases the ex-
h-'ab-iblical material accords well with
biblical tradition, a Circtinslance which
accounts for the greater regard that mod-
ern hls_torians of Isract have for the Bible
as a historical source than did their pre-
dgceso-rs 2 generation or fwo ago. Con-
flicts with the extrabibicat evidence—and
lltcre‘ are these as well—are not always
cerlatn, and where certain are not always
43 serlous as has somelinies been repre-
sentedd. Needless ta say it is (he task of
the teacher of Dible ta keep abreast of
(]ue- discoverics of archeolagy so as tp
claim acither too much nor foo little on
this head (sce bibliographical notes at
end).

What happenced 1o individuals is by
vature aot subject to ihis sort of external
corroboration. No one oulside of the
circle of immediately afecteq persais ean
bave been interested i (le migration of
Abrzham or (he fanily hislocy of Jacob:
It 1s nol to be expecled that {liesc eyents
were noliced in (he official rceords of
Mesopotamia and Canaga, Here we must
be content with testing the gencral back-
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ground of the stories. Are the political,
social, and economic conditions described
in the patriarchal narratives in acrord
with what ean be independenily estab-
Lished for that area at that time? Here
again, with the increase of our knowl-
edge has come au increase of watesial
illustrative of the biblical tradilions re-
garding the patriaschs, the sgjourn in
Egypt, etc. To be sure, we do not find
references o Abrabam, Jicch, or even
Moses, Lut we did wvot expect to. The
most recent studics of the carly tradilions
of Israel accept their subsiaatial his-
tocicity.
1 This does not mean that everytling
redatedd bappened in just lhat way. The
Biblical narraiive doubtlss incurporates
the workings of (he creative, poctic im-
gginaliva of the varraler whe suppied
a now undetenininable element of dialogue
and detail to the outlise aof (radition,
This must be especially the case of stories
sbout events at which no ene but the
protagonists were present (the dialogue
tn the story of Eliczer's quest far & wife
for Isaac, in Lhe story of lavid and
Jomatlan, ete.). Of inlerest and signifi-
cattce is e way in which the poet por-
lrayed the chicf characters: the insights
into their molives, the intcrrelation of
events implicd rather than expressed by
Juxtapeosition and phraseological echocs,
Thesc matiers, in whicti the values of the
parcator are evbodied, must be brought
ot by the teacher. Rmphasizing and ade-
quately developing theny will not only
make 1l question of the Jiteral historicity
of the narratives seem a hit irrelevant; it
is truc to the spirit of Secripture, whose
ierest in persons centers chicfly in their
exempiary, paradipimatic features. The
1abbis had good precedents for the view
impliced i1 theiz aggoita that Lhe historical
trurth of biblical fales is secondary te their
poetic truth.

Tiie CAREATEON aND DTPARADNSE StvORIES

The object of the fivst chapters of

iﬂ}z Genesis ic to relate liow the world as we

BIBLE -,
know 1t came about, The viewpoint of
the narralor is that the prescat state of
affairs cannot have been original, The
preseat condition of man and the world
is {he problem, and these chapters are the
Rible’s answer fo it. This being so, it
follows lhat mo appreciation of thesc
narratives can be gained unless the teach-
er points oul what in the present state
of the world appears problematic to the
Bible. Tt must he poinied out, for ex-
ample, that {he Dible is troubled by the
fact that man has to spend the best part
of his fife making a living—i.e., working
s0 that he can satisfy his physical nceds.
Man, after all, is the image of God ; could
it have been (he divine inlenfion from the
first that the image of God, for whomn
the carth was created, spend his energies
grubbing for food aml sheltec Jike an
animal? The serpent terrifies, is repubsive
to, and yet fascinates, man; he alone of
the animals has no feet. Was this always
s0? When God originally crcated the world
did he intend that thece be fear and
enmity behween his creatures? Did he
create the serpent delormed? The Fact
lhat these are probleins to the biblical
author reveals onc of his basic theological
tenets: God is beoign; he did not, out of
his own gralice, saddle man with this
blemished world. What is now, therefore,
annpt always have been, but has come
sbout througl a vadical change,

The why of this change as set forfh in
these stories is the next arresting point,
In every case the fate of God's creatures
is made to depend on theit relation to the
will of God. Not “the aalure of things,”
nor capccious fate, but the moral cheices
of creatieres have delerinined what their
world shall be. Tire malerial tniverse is
subservient 1o and condilioncd by the
spirit. The idcas operalive in the Arst
chapters of Grenesis are fundamental for
the rest of the biblical interpretation of
history. Those forces and principles that
slmpe Jsraclile  {and weorkl} history
thronghout the Bible are reoted in the
cosmes from its creation. Bub why does
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the Bible have to go back to such a re-
mote past? Why could it not have begun
with (he events of the Exodus or the
patriarchal age, more fully in the hight
of history? Its desire to embrace the
totality of phenomena in ils view, to rep-
resent all as governed by the same under-
lying principle is the reason, The history
of man, or Israel—it asserts—is not ap
isfand of meaning in a cosmic ocean of
meaninglessness.

The science of later ages has seper-
seded the scicrce of Genesis; there is no
reason to hide this fact from students,
We can no longer regard as adequate the
bibical account of the pracess by which
heaven and earth came to be in their
present stale. These stories have there-
fore become for us aggadot, Platonic

EDUCATION

ciple of the casmos is one and moral; that
evil is niof rooted i the nature of thinga;
that men are free i the sense that they are
capable of making moral decisions which

are decisive for their well-being, These ' ;

judgments are nat homediately interest-
tng 1o science, which carefully excludes
from its scope such questions of value
aboot which no dJemonstrations on lts
terins can be made, They are, however,-
Pf vital concern to mian as a human be-
ing, with a conscicnce and 2o AWareness
of a realm of valne, These stories ad-°
dress the moral consciousness of man;
their truth can be apprecialed by the stu-
dent only after lie has bren sensitized
to the great inoral issues which are set
Eorth in them with such simple yet moy-
ing artishry,

myths, expressing in a striking, imaginary ¢  That is the fask of the teacher, Let him -

way profound insights into reafity, An
aggado, Tike a fable, does not depend for
tridh on thic aclual historicity of its con-
tent. The “Boy who Cricd Wolf” may
never have lived, but that does oot alter
one whit the significance of that lable,
becaus‘e its author has managed to em-
!mdy m his imaginaty stery a truth that
19 perenmially relevant, Fabulac truth is
not dependent opon the circunstances
that ilfustrated it. What is important is
that the fubnlist had the insight to light
upon an aspect of moral reality, and {lie
artestry to articulale it memorably,

Just so the tneth of bibtical aggadot is
entirely independent of particalar cireuni-
stances whase historicity may be con-
firmed or confuted Ly science, Indeed it
-cle‘als with a4 realm left untooched by
science: the detail of what happened does
not Interest it 50 much as the human
significance, the value, in that happening.
I_t is not crucial to 1he truth of the crea-
{ton story tiiat the world was made in six
days as the writer scems to haye belieyved,
Wha.tcvcr cosmelogy ome subscribes to,
the judgements of that story wili still
be pertinent: that the wortd has a creator,
and is nol a product of chance or merely
mechanical forces; that the ultimate prin-

teach stressing (lie meaningful interrela-
tion of events, (cg, how the creations
of days 1-3 were preparatory for those
of days 4-6 [1 for 4, etc.]; bow all pre-
ceded and were preparatory for man, the
master of {be houst), the author's values
atd ideals (the benevolent pucpases of
God; the vegelarian ideal ; the uniqueness
of man; ks rght of dominion over all—
subjeet only o the will of God; cvit aud
iisety as products of man’s abuse of
his freedom; the ideal refation between
mae and woman), The intrinsic moral
and artistic worlh of thesc stories must
be set forth, and the student’s mind
opened {o appreciate them. The stusibling
Llocks of “unhistoricity,” and “fairy
tale” will be cut down to size, if not alto-
gether removed, swhen the referents of
the story are understood to be aspedts of
spirifual, rather than historical rcality,
at1 acconnt of what befefl and still befalls
the soul of mau rallier than his body.

It may be asked: I the biliical nar-
ratives are “merdy” aggadet, how are
they in any way different from, say, the
Greek inyths? Wiy should they e given
Ay anore consideration?

The Greek myths indeed do not deserve
leas  consideration than their  biblical
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ounterparts. Nothing bul illwmiaation ac-

M- ues from the study of Greek creative

iterature with the same concern for ils
undamental issues Lhat is here advocaled
for the study of the Bible. Such study
has much to contrilnie toward clan{ying
the alternatives Lkat conlront inan iu the
interpretation of existence. There would
result a heightened awarcness that the
categories through wlich biblical ag;‘!adot
intecpret reoliLy arisc fu man's conscious-

Bhcss of will and purpose and value, These

categories are congenial 1o, and are 1C-

Mquired to salisfy, his moral sense. They
Moot will, purpose, marality, and valse in

the nature of cosmic raalily. The Greck
myths take their depmiure from the

Bworld owtside of man. The Greek gods

persomify e powers wnd drives of na-

fiure. Having been born out of pre-ex-
M istent ehaos they are forever subject to

material cooditions (fond, sacrifice, ag-
ing), and to forccs and compulsions in-
side and outside of dem (sin, magic,
fate). An ubimate realo of blind, unoral
forces is the meaning-aculling framework
within which all plicnosieny of will and

8 purpose exist. Mon is i the grip of

superior forces, which, wlhile regarding

., hin as morally responsible, may yel deat

put to Lim a Ffate that has ne rylalirm
whatever 10 his jusl duserls (the view of
tragedy). Man's sense of night and

4 wrong, his {celing of vesponsibility, those

parts of his conscionsness to which he at-
taches highest haman valae, have but
faint ecliovs, and arc withoui firm rools,
in cosmic realily.

Greek miyth and bLiblical aggade are
each classic expressins of Lheir respec
five world-views. ‘The job of the teacher
of Bible is 1o present Lhe Dibhical view
in its full statwre, exposing his stndeols
in accoril with fheir capacity to these
lsstics, whose rselovance Lo the con-
temporary silualien is clear ¢nough. The

§ apgadic vatare of the livst chupiers of

. Genesis dous not deteact in the kasl from
their enduring value as idcal vehicles for

expounding one of (e alernative world-
b

THE
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views Lhrough which man has interpreted
bis experience. Apologues [ull of insight
and siinple beauty, they excite in them-
sefves admiration and awe, and the be-
lief of earlier ages that they were divinely
inspirved can at least be sympathized with
cven by the modera reader,

MIRrRACLES

Miracles are too iutegral a part of
the chief narratives of the DBible for a
discussion of themr 1o be avoided in-
defnitely, There are public mntracles (the
crossing of the Red Sea; the Sinaitic
theophany) and privale ones (Elisha's
healing of Naaman). Belief bath in lhe
possibility and tn the actual occurrence of
miracles is an inelnctable element of
biblical faith. Tt is up to the teacher tn
explain why.

Any explanation must sconer or later
advect back to the fundamenlal doctrine
of ercation, It is the presupposition and,
to the Bible, the sufficient ground of all
iniradles. The doctrine of creation asserts
that Ged is outside and superior to all
that he hvas created, He is not part of na-
twre, but prior to and author of nalure
and its laws. Hence the laws of nalure
do not bind him. A wniracle, then, is noth-
ing more than s exereise by God of his
lrauscendence of nature io an interference
wilth (he reguwdar conrse of nature for
purposes of his own. Since these pur-
poses are always food, while tlie proces-
ses of nature operste inechanically, helief
in wiracles is another expression of the
Liblical coaviction that {he ultimate prin-

ciple of the cosmos is purposive and goed.

Miracles have always been a scandal
to a rationalistic view of God. Nole-
worlhy attempts have been made to dimin-
ish the supenesiural clement io bildical
faith, or so (o reinterpeet it as to do away
wilh it altogether. These efioris are high-
ly significant and inleresting in them-
selves, but they are angential tn an vn-
derstanding of the Bible, The teacher is
called upon sympathetically Lo explain the
biblical viewpoint rather than some
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ancien! or modern diverpence fran it,
Simple honesty precludes interpretations
of Scripiural miractes in such a way as to
do away with the supernatural power of
the biblical God. The basis of (he Liblica!
viewpoint must be set forth clearly *tliis
having been done, one can then proceed—
as in the treatment of the Genesis aggadot
—10 assess the nature of the challenge lo
it. :

Belief in miracles, then, is a conse-
quence of the biblical faith in the moral
government of the cosmos, the Jatler be-
ing incompatible with unalterobly fixed,
mechanically operaling laws of aalurc.
Assurediy this is lofty docirine; ils con-
cretization in biblical parratives is what
raiscs problams, The pacticular miracles
reporicd tax owr credulity, Once again
the question of historicity comes up, this
time the more urgent because it is of the
essence of the biblical belief in miractes
that they actually accurred.

Two typea of miracles must be dis-
tinguished: the one, in which eveuts not
i themselves unnatural take on signifi-
cance from the crucial role they play in
ihe life of men; the other, in which the
evenls are infrinsically unnatural, Awv
event such as the crossing of the Red
Sea (as related in Exod. 14; the pocin
of ch. 13 employs characteristic poclic
hyperbole) was made possible, 1o speak
neutrally, by a coincidence. The desperate
need of the Iscaelites was filled by a time-
ly natural circumstance. Such a coin-
tidence of human need and Gmely cir-
cumslance is called by ihe skeplic
fortuitous; the religious man calls it a
miracie—ie, a providential, urorally de-
terminad turm of events in favor of the
righteous brought about by ihe lord of
history. Since the facts are not ia dispute,
it all turas on one's presuphositions; au
“objective!" test of the miracilous quuality
of such an evenl is hardly available,

As to the intrinsically unnatoral mir-
acle: once its possibility has becn graated
—as it is by the Bible—the qucstion of
aclual occurrence depends an the evidence

EUDUCATION

adduced for if. Private miracles of thiy
sort tie beyond examinalio:; the evidence
is simply Inadequate. However, il is not
out of place to point out Lhat once an
individual has become canvinced of the

reality of miracles {as were people in
biblicat times), his readiness to inlerpret

sudden, unlooked-for changes of forlune |
as providential or miraculons is height- |

ened. This readiness, moreover, is ca-
pable at timcs of exciling (he imaginative
{aculty of a susceptible individual so far

that it introduces into his perceplion of a

criticat experience more 1han can be seen
there by ollices. Tt will be noted that un-

mafural miracles chister aboit men of -

Ged (eg., Tijah, Elisha} wle, as agents
and nessengrers of Gonl, were credited Ly
Ibe pepulace with the ability infallibly to
foretell or cffectively to invoke the instant
intervention of God. Among such a popu-
lace, reports of wonder-wosking will gain
credence more readity, and on a skighter
basis of evidence (han we should be satis-
fied with. Our recognifion of the suscep-
tibifily of the individal 40 put forth, and
of the peaple to believe, a report of a
miracle makes it difficult for us to accept
these stories today at face value, Resery-
ing judgment on the historicity of any
private mimcte for fick of adequale evi-
dence does not, however, neeessarity en-
(ail a repudiation in principle of the bibli-
cal {faith ia its possibility, And, although
thig critteal reserve must dangpen our en-
thusiasm for miracle stories, it ought not
to prevent the teacher froms explaining
what basic faith they comcrelized, thal
lhey were so cherisbhed in antiquity.
Accounts ol unuatural events that took
place in the sight of the whole people
present a somwewhat different problem, OfF
these, the account of the Sinailic the-
ophany is at ynce so crucial and so singu-
lar that it inerits special aiteation. Here
tee cvidentist question is posed ntost
acutely: Were an entire penple deluded ?
Or, alternatively, wacre certaia unuasual,
though perfectly natural, events that oc-
curred at Sieai latesr infermretad o (file
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unparalleled way? Was it a delssion or ¥
fabrication, as lhe casc nity by, Lhat was
perpetuated Ly lhg creany of lsracht?
Jewish and Clrishan thinkery 1hrough
the ages? Preciscly )
of conlemporary thought 3z (o auswer

“yes” 1o these questions it 1s salutary to

pause and weigh them carefutly. The _[{JI-

lowing considerations must be taken into
accomni: (a) The accound of the Sinatic
theopliany belangs io He E:nrhcsl lmdlx—
tions of Isracl, whose wrillen form is
generally dated Lo the eaarly swonarchy. A
fabrication after the event must there-
fore Lave soon displuced {he presjuped
non-miicaculous account of the lawgiving,
without leaving a trace of (he l.'til‘cr any-
where In biblicad trulition, (h) The idea
(ol a public theephany i the liphit of day
{with a deity proctambig lofty moral laws
in Ihe hearing of an entire peogple is
| without anojogy in {he rehgmns.oI Near
' Eastern antiquity. If the slory is 2 fab-
" rication, where dich tle iden cone from?

| What filerary convedtion, what concep-

Vgual pattern guided the author? Tf he

 desired merely lo endow (lie Decalogue

' with divine sanction why was tt neces-

! sary lo sct aside Lhe generaily accepted

" conception of prophecy in favor of {his

" fantastic story? And agatn, how c.nuld

B suel an unheard of lale have so guickly

i and completely displced a presumably

: more sober account of Moses’ wt?r!(? (c)

! The suggestion of a mass delusion (en-
gincered by Mnoses? Moscs aod the Lev-
' iles?) presuppuses an anomalm.tsly primi-
¢ gve mentality for the Tsradite of the
. 13th century, The maluire .culluE'es of
! Egypt and Mesopntainia \v1ll1tll whu:hl the
" {sraclite tribes lived were neither peini-
tive nor Gid they furaish the conceptudl
pattern for such a Jelusion to follow.
Assume, then, Lhat Tsracl was Jess sophis-
ticated. But so far as is knnwp, not even
the most barharous and benighted cul-
tures offer a paraliel to he Siuai_tic the-
ophany : the proclaanaliorn by a deity of a
lofty moral law to aa colire 'pcnp!e.
Aualogies can bc found ncilher high nor

HE DIDLE i\

ow.
These considerations are not put forlh

in the hope or expectation that they will
compel assent 1o Lhe histosicity of the
inaii i is

{he tendency Sinailic theophany. Their PUrpose
e s d rather to suggest the inadequacy of the
facile naturalistic or rationalistc explana-

tions that have been olfered for this dis-
linctive Israelite (radition. The teacher
i5 not calied upon to inspire his students
with Faith in the bistoricity of that tadi-
{ion; he is required at least lo point out
its singularily and the failure of analogy
to aceount for it,

THE CessaTioN or PROPUECY

That proplicty appears as a phenome-
non cxelnsively of the biblical age muist
e rechonal anong the odef stundding
blocks of a nsoderst acceplance of Lhe
ides that God speaks (o maa. Even granl'-'
ing that the prophel’s “God qukc {0 mne
is a metaphor forced upon him by the
inadequancy of language fo express
nuique expericuees, such things do f:o:
happen; why believe that they ever did?

1s the biblical conception of prophecy
consistent with its cessation frowm antig-
uily till now? ) .

The presence of prophets in Israel s
considered a sign of God's favor; one of
ihe tokens of divinc wrath is the muting
of prophecy (cf. 1 Sam.-ZBl:uS). l.srael
is repeatedly warned that 1f it continues
sinming, prophecy would come to an
end (Amos 8:A1E; Jer. 18:18; Ezek.

7:26: cf. also Lam. 2:9). The ulea i5

that Jssael's sin intervenes between it and

God as an jron watl {cf. Eztk. 4:3), and

cauges God to hide his presence fromn

(hen (Isa. §9:2). Divine conmunication

with man depends, then, as much upon

man as upon God. Witful disrcgard of

God, or the denial of his care and super-

vision of man is repaid in kind: Gad

withdraws his grace from the human
scene (ef. Deut. 31:16E.; Eack. 9:9f.}.

In tenns of biblical thought, thei, the
disappearance of prophecy is an indict-
ment of the age, The neccssary precandi-
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tions-—belief in God and (le endeayor
to win his favor—are absent. The odess
lnability to believe that God speaks (o
maut because he has sior spukon to us is,
from the biblical viewpoint, 1 ciscle of
cause and effect, We are, in that view,
spiritually disqualificd as condidales For
prophecy, One might imagine g calloquy
between Contemporary Man and Tiblical
Peophet ronning as follows :

C.M.: God never really spoke with Jon.

B.P.: How do you buorwf

C.M.: Because be never shuke to e,

At this B.P. langhs ond sligpests CAf,
ry and break ant of kis vicious circle of
tonoring God and being iptored, aud see
what lappens.

When thece will be a cosloralion of the
intiniacy between God and man Liblical
faillt looks for a glorious rebirlly of
prophecy (Joel 3:11.), That is why all
coricepfions of the Messianic age in
Jwdaism inclde, as an wlegral Aowenl,
lhe renewal of praphecy.

The claims thal bave been made
since the last of (he canonical praphets
(Malachi) for the recurrence of proph-
ecy (in the biblical sense: the commis-
sioning by God of a wan 1o cacry n
message lo mwen at large) have heen pe-
jected by the Jews becluse the enntent
of the claimanis’ message has failed 1n
accord with  eatlier prophecy. En the
Jewish viow, the claim to propheey macke
en hebalf of Jesus and Mokaouned, has-
ing ilself—as it docs—upon the praphets
of Tsrael, chunot be accepied so long as
their teaching runs eammter 1o that, say,
of Mnses (e.g. Deut. 13:1). The Jewish
intransigence is not grawdled on 2 denlat
of 1he possibility of prophecy af(er Ma-
lachi, or outside of Tarael (cf, Dodaam) ;
it lakes its departure fromy the teuth of
Moses’ prophecy, wihich js acknowledged
by, aod serves as a basis far, (he other
Lwo iiths, Affiraing the troth of U
former entails, in the Jewish view, deny-
ing that of the latter. "Tie Glory of
Lsracl will st fie nor repent; for he iy

JEWISH EDUCATYION

not a man that he should repend”
15:29 cf. Num, 23.19).

Judaisud's chatlengy 10 Christianity and

Islam iy grounded on a theological ag-
sunplion common o all three: {he truth
of Moscs' prophicey. It does not subject
that assumption to quesiton, nor does It
have to for the purpose. Dut cartemnpor-
ary thonght fas grave dowbts abayt i,
together witl all of the claims made by
ceveated religion. These malters, how-
over, lic beyond fhe scope of the teacher
of the Bible, e is called upon to expli-
cate the views of the Tible, 1o set forth
its undertying assumptions, and (o show
the coherence of the stricture that resks
upon hese assumptions ; and i€ he teaches
W a Jewish religions school it is desirable
that dwe explicate Whese matiess in the
light of taler teachings of the Synagogue,
Te dealing with such a question as the
cessation of
less; sl the same lie e nuwist not be
expecled 1n do more. Fxamination and
besting ol fundamenta) asswnptions per-
1ains nol 19 the Jeacher of the Bible, bub
to the tlicutogian,

Prouncue ro Furniree Rraping

The sigaificance of bilslical thought can
be properly grasped anly when the text
is oppraached with the respect and sym-
pathy ber of an appreciation of the
issuey invalved in the quest for mieaning.
This meas pralonged, carnest preoccy-
pation wilh (1R history of religious
thought in general, and the literature of
Jewish 1howgld e parlicular, A prlvate
program of reading in the sonrces and
the best sccondary fileralice, to which
fixed fimes are deyoted through the years
is a sine qua non. In the following para-
graphs samne specific suggestions are made
conceroing the materials for such g pro-
gram; b sclection iy restricted to works
it Pnglish nod Tebrew,

George Toole Meore's Dalanced ad

compenclivug  Mistory af Religions (2
vols., Seriboes's) s un exeellent intro-

(I-Sam, }

pPraphecy he ouglit to do no -+
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duction to the fiell, Biblicnd thought has
been brifhantly explicated by Yehezkel

Kaufmen in his Toldu! im-c_'mm:q ha- _)'l::rr"-
efit (8 vols, Moswl Binkk 1vir), [his
work at ooce resusies and oriticizes [{ast
work, offering as well an upnda-mak:pg
new interpretution of the nuture and his-
loty of Israviite 1‘cligipn. A brict sum-
mary in LEnglish, giving some o! Lh‘c
conclusions without any ol (he amalysis
behind thens, may be fouud in L.
Schwarz, wh., Great Ages and fdeas of
ihe Tewish Peaple, clis, 1-4 (Random
Houese), .
A splendid colleciion of meaterials is
J. B. Pritchard’s The cucicat Neaf East,
An Anliology of Texls and Piclures
(Princeton)—zsvlected feom the bwo large
volimes edital proviowsty by the author.
On the historical-avcheological side the
work of G, L. Wright deserves specllal
notice: his Biblicel Archeolvgy, and, with
F. V. Thlsau, The Westminster Flistorical
Adles to the Dibfe (Loth puhlis]mf!‘ by
Westminsler} are slandard onl[:or{lics;
The Oid Teatument Aguinst Tts Luviron-
ment (Allenson) is a houghtful essay
on Lhe distincliveness of Psvaelile euligion
in the ancient Near Easl, I‘Iow‘ p leading
archealogist regards the histerical tradi-
lions of Tsrael cmr be seen in a remark-

able study by K. A. Speiser, The Biblical
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Idea of History in its Common Near
Lasiern Sciting, Tsracl Explarstion Jour:
nal, VI (1957, o
The combinadion of the hislorical-
philotogicol mthad with a concern for
ihe values of biblical thought is illustrated
in the commemiaries of U. Cassuto to
Genesis (Me-Adoiis od Noak, Mi-Noch
ad Avraham) and 1ixodus { pubhsl'lcd by
the Magnes Iress}). Morc spe:nﬁc;}ﬂy
concersed with the theological and exisl-
ential meaning of biblical faith are various
works of Martin Duber: a sc}cctlon with
{ull bibliographies is found In Part T
of W. Hevberg, «l, The .Wn!mg:r af
Martin Baber (Meridian), Of medieval
Jewish theologians—whase works are far
more relevant than the estimale of the
cminent inmlern  Jewish bibliographers
and philolugists woudd e eue to b_uifuvu
—~BSaadia's Book of Beliefs and Opmmg:
(Yale Judaica Serics), Juilah Ifale.ws
Kueari (sclection edited by I Heine-
mann, Tasl and West Libral_'y), n:’ld lhe
first part of Malnooddes' ﬂ»{ ishue Torall,
the Sefer ho-Made—cspecially Vesode
Torah and Teshuvah—wilk e found
vichly suggestinve. An illomisating qu-
cro discussion of the religiots exigencies
thay uuderfic {he imagery of biblical and
classical conceplions of deity is I2, Bevan's
Symbolism wid Delief {Beocon Press).
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Biographies of CIJE Goals Seminar Participants

Walter Ackerman

I have just completed 20 years of service at Ben Gurion University in the Negev. During that
time I was variously chairman of the Dept. of Education, Dept. of the Facuity of Humanities and
Social Services, and Director of the School of Continuing Education. Prior to settling in Israel,
have been Principal of a Day School, Director of Camp Yavneh and then Ramah in California and
Canada. I was also Vice President of Academic Affairs of the University of Judaism in Los
Angeles. I am currently also engaged in editing a book which deals with the beginning of Jewish
educational institutions.

Isa Aron

-Professor of Jewish Education at the Rhea Hirsch School of Education at HUC-JIR in Los
Angeles.
-Ph.D. in Philosophy of Education at the University of Chicago.
-Areas in which I have worked and published include: moral educaticn, museum education and
alternative Jewish education.
-Currently also serve as director of the Experiment in Congregational Education, which works
with seven congregations throughout the U.S., assisting them in the process of re-thinking and re-
structuring of congregationai schools.
address:
HUC-JIR
3077 University Ave.
Los Angeles, CA 90007
tel: w: 213-745-3424
h: 213-939-9021
fax: 213-939-9526
e-mail: laron(@eis.calstate.edu

Irving Belansky

1 am a synagogue Jew that is trying to become more Jewishly literate. I have been trying to share
my passion for Judaism through organizational involvement. I have served as President of
Temple Isaiah-Lexington, President of the Synagogue Council of Massachusetts, President of
UAHC Northeast Council, Co-Chair of "Commission on Jewish Continuity", Chair of Family
Education Committee.

10 Saddle Cilub Road
Lexington, MA 02173
tel; 617-861-9360 fax: 617-674-2531



Dr. Chaim Botwinick

Dr. Botwinick currently serves as Chief Education Officer of the Council on Jewish Education
Services of the Baltimore (formally the Board of Jewish Education) and is Executive Director of
the Center for the Advancement of Jewish Education of The Associated: Jewish Community
Federation of Baltimore.

He is on the Executive Board of the Council for Jewish Education and is 2 member of the
Editorial Board of Jewish Education_ quarterly.

Prior to assuming his current post, he was Director of Jewish Education for UJA-Federation in
New York, and Director of Planning and Administration of the Board of Jewish Education in
New York.

tel: 410-578-6914
410-727-4828 ext. 252
fax: 410-752-1177

Ruth Cohen

A graduate of an Israeli teachers college. Winner of a Fullbright scholarship for studies in the
USA. Holds a Ph.D. in education from the University of Michigan, Ann Arbor. Served as a
lecturer at Qranim - the school of education of the kibbutz movement, and at the University of
Haifa. Worked on curriculum development projects at the Center of Educational Technology at
Tel Aviv University. Served as a teacher and supervisor zt the Milwaukee public schools. Has
extensive experience in administration and evaluation of educational programs in various settings.
Co-authored a book: "Quest: Academic Schools Program" published by Harcourt Brace, and
authored several articles published in a number of educational journals. Currently serves as the
director of the Milwaukee Lead Community Project.

work:

Milwaukee Jewish Federation
1360 N. Prospect Ave.
Milwaukee, WI 53202

tel: 414-271-8338

Aryeh Davidson

For the first 12 years of my career I devoted my efforts to work in the private and pubiic sectors
of general education in New York City. This included directing a school for behavioral and
learning disabled children, university teaching, staff development initiating in central and tower
schools, and research and evaluation. The more involved I became in general education the more
I realized the unsurmountable difficulties of changing an entire sector. Moreover, 1t became
evident that my primary commitment was not to public education (where I would not enroll my



children), but to Jewish education.

In 1983 I joined the faculty of JITS as an assistant professor of education and director of the
Prozdor High School. After four years of high reaching work and modest success in restructuring
the Prozdor, I went to Jerusalem to further my Judaica and research skills within the context of
the Jerusalem Fellows Program. When I returned to the Seminary in 1988 I assumed leadership
of the Department of Education which focuses on the preparation of educational personnel,
research and professional development.

My research focus includes Jewish identity development, leadership training and support and the
evaluation of the preparation of rabbis in the twentieth century.

I hold a Ph.D. and M.A. in special education and development psychology from Columbia
University and am a graduate of the Seminary and Columbia's undergraduate joint program.

Jewish Theological Seminary
3080 Broadway

NY, NY 10027
212-678-8029

fax: 212-678-8947

e-mail: ardavidson(@jtsa.edu
home: 420 Riverside Drive
NY, NY 10025

tel: 212-864-6257

Marci Dickman

I am a product ot an American public school education and a Reform Sunday School. My
early Jewish education was very powerful and complimented my family's involvement in Temple
and the larger Jewish community.

T am also a product of a strong youth group experience with leadership opportunities and
a teen trp to Israel.

As the college decision loomed overhead, [ looked at opportunities for Judaic studies. By
selecting Brandeis University, 1 was able to enter doors of many "denominational" groups and to
expand my Jewish comfort level.

I am also a product of my friends; each of whom could be categorized - Chnstian,
Orthodox, Conservative and Reform - and each of them had a major effect on my spiritual
development.

While I did an eclectic search for graduate schooi, HUC Rhea Hirsch School of Education
in LA was the one which most responded to my desire to study Jewish special education. I
studied and davened during the week in a Reform institution, while on Shabbat I davened in a
Conservative shul.

Continuing my eclectic path, I married a wonderful man from a modern Orthodox family,
and we have made our "intermarriage" work. Of course, the blending of "visions" is difficult.

Today, my weekdays are filled with the endeavor of Jewish education. I work for the
Baitimore Jewish Community at the Council of Jewish Education Services as the Director of
Education Services. Each Shabbat my family davens in a Conservative shtebel. The oldest of my
three children is now in 2nd grade at the Kreiger Schechter Day School in Baltimore. ]

This last role, that of parenting Jewish children, is the most difficult, and yet the one in
which I take the most pride.



(Marci Dickman cont'd)

home: office:
20 Elwell Ct. Council on Jewish Ed. Svcs.
Randallstown, MDD 21133 5800 Park Heights Ave
410-655-6577 Baltimore, MD 21215
410-578-6955
fax: 410-466-1727
Gail Dorph

Gail Dorph is senior education officer for the CIJE and former director of the University of
Judaism Fingerhut School of Education. She lives in NY with her husband Shelly who is the
national director of Camp Ramah.” They have three wonderful daughters, Michele, Rena and
Yonina and one (so-far) wonderful son-in-law.

Kyla Epstein (submitted by Roberta Goodman)

Kyla Epstein is a dynamic Jewish educator who makes things happen. Text speak to her as the
heart, soul, and mind of Jewish learning and living. This translates to all her roles as
congregational educator: teacher, supervisor, mentor, curriculum designer, leader and colleague.

You can always count on Kyla for an intense provocative conversation on the significant issues
facing the Jewish community and Jewish education. Kyla has high standards, and a quick mind.
Her conviction comes through the difficult questions and challenges she raises as well as through
the statements she makes.

Kyla grew up in the Reform movement in Chicago's south suburbs. her education at HUC in both
Jewish Education and Communal Service, for which she received Master's degree in 1985, helped
shape her development as an educator. She now serves Anshe Hesed Fairmount Temple, a
Reform Congregation in Cleveland. She served as education director of a conservative
congregation in St. Louis for 6 years.

Jane Gellman

I am currently co-chair of Milwaukee's Lead Community Project and Chair of the Federation
Women's Division Campaign. I am actively involved in the JCC and the Milwaukee Jewish Day
School as well as the Federation. I am trained as a gym teacher but have been happily
unemployed for 12 years. My husband Larry and I have a 16 year old daughter and a 12 year old
son. I'm a graduate of the Wexner Heritage Foundation Program.

3535 N. Summir Ave.
Milwaukee, WI 53211
414-963-9196

fax: 414-963-.9535



Larry Gellman

I am a 45 year old stockbroker who has spent the last 10 years becoming increasingly serious and
excited about Judaism.

Since participating in the Wexner Heritage Foundation Program 7 years ago, I have developed a
love for the study of text. I am constantly amazed by the practical applications I find in passages
written so long ago.

I believe the future of Judaism depends largely on the development of non-orthodox religiosity.
People immersed in general society need to develop a knowledge of Judaism while people who
know and understand Judaism need to become invelved with and touch the broader community.

Institutionally, ] am past-president of the Milwaukee Jewish Day School, a member of the board
and strategic planning committee of CLAL, and officer of the Milwaukee Jewish Federation, and

the incoming chairman of Wisconsin Israel Bonds.

Ellen Goldring

Presently, 1am Professor of Educational Leadership at Peabody College, Vanderbilt University.
I am a consultant to CIJE, co-directing the Monitoring, Evaluation and Feedback Project with
Adam Gamoran, and working on Leadership Development. Before coming to Vanderbilt, I was
on the faculty of Tel Aviv University and served as chair of the program on Educational
Administration and Organization. 1 am on the Board of Akiva Day School in Nashville, TN and
chair of the education committee.

I grew up in Kensington, MD, and received my doctorate from the University of Chicago. Ihave
two boys, Ariel (7) and Oren {6).

(Ellen Goldring cont'd)

Dept. of Educational Leadership work tel: 615-322-8000

Box 514 - Peabody College home tel: 615-356-5504

Vanderbilt University fax: 615-343-7094

Nashville, TN 37205 e-mail’ goldrieb@ctrvax.vanderbiit.edu

Roberta Goodman (submitted by Kyla Epstein with assistance from Gail Dorph)

-Synthetic thinker

-High School tennis champion

-Strong willed

-EDD candidate from Columbia

-Expenenced Congregational Director

-Empathetic yet critical listener

-Ethnographic Field Researcher

-Graduate of Rhea Hirsch School of Education HUC - MAJE '81
-Photographic recall of names and faces

-Sensitive questioner

-Graduate of USC - MS Education

-Resident of Madison, WI, citizen of every other major city in US



(Roberta Goodman cont'd)

-Warm and caring friend

-Current president of the National Association of Temple Educators

-Dissatisfied and impatient with mediocrity’

-Skillfil Diplomat '

-Effective and motivating collaborator

-Compelling teacher

-Pursuer of clarity

-Note taker via word processor par excellence (fastest “tick-tocker" in the mid-west and places
East)

Beverly Gribetz

I am currently Headmistress at Yeshivat Ramaz in New York, where [ was a student for 11 years.
1 run the Junior High School and 1 work with new teachers throughout the school. In addition, I
coordinate staff development and am beginning a project to revisit our elementary school
curriculum in light of our Mission Statement.

We spend as much time as possible living in Israel. During the many periods in which we have
lived here, I have been a member of the Project on the Educated Jew, worked at the Melton
Centre for Jewish Education in the Diaspora in many different capacities, taught at the Pelech
Religious Experimental High School for Girls, at Pardes, and at the David Yellin Teacher's
Semunary.

My own research and academic interests center on the teaching of Taimud and on the creation of
change on the "micro" rather than the "macro” level, especially through the role of the school
principal,

I am married to Ed Greenstein and right now we see the world through the eyes of a bilinguat 4-
year old with a developing religious personality.

Mark Gurvis

Mark Gurivs is Director of Administration at the Jewish Education Center of Cleveland, a new
Jewish edueation planning and service agency resulting from the merger of Cleveland's Bureau of
Jewish Education and Commission on Jewish Continuity. Prior to assuming this role in July 1993,
Mark worked for nine years for the Jewish Community Federation in planning, fundraising, and
community relations, including 6 years directing the Commission on Jewish Continuity. Mark has
an M.A. in Jewish Communal Services from Hebrew Union College; an M.S.W. from University
of Southern California, and a B.A. in rhetoric and communications from the State University of
New York at Albany. In 1989 Mark received the L. Kraft Award for Outstanding Young
Professionals from the Conference of Jewish Communal Services.



Rabbi Robert §. Hirt

1- Vice President for Administration and Professional Education - Rabbi Isaac Elchanan
Theological Seminary Yeshiva University.

2- Coordinates University Planning for Jewish Education

3- Holds the Shoham Chair for Rabbinic and Communal Leadership at Rabbi Isaac Elchanan
Theological Seminary.

4- Major professional interests:

a. Identify, attract and deploy talented and dedicated young people into the fields of Jewish
education, the Rabbinate and Jewish Communal Service.

b. create bridges between Yeshiva University, as a Jewish educational resource center, and the
broader Jewish community it seeks to serve.

home:

9 Briarcliff Drive
Monsey, NY 10952
914-352-8835

office:

500 W. 185th St.

New York, NY 10033
212-960-5262

fax: 212-960-5228

Annette Hochstein

Director, Mande! Institute, Jerusalem
Policy Planner, trained at the Hebrew University, the New School and MLLT.

For the past decade I have plied my trade in the area of Jewish education - staffing the
Commission on Jewish Education in North America, running the project that created an initial
knowledge base on the Israel Experience, another project aimed at shedding some light on the
problem of the shortage of personnel. Prior to joining Mort Mande!l and Seymour Fox in the
establishment of the Mande! Institute (in 1990) I headed "Nativ Consultants” - a company that
specialized in policy planning for social and educational programs.

I came on Aliyah from Antwerp (Belgium) and am married to Shaul who is a scientist at the
Hebrew University. We have two daughters, Avital, who is an undergraduate at Hebrew
University, and Naama who serves in the ID.F.

Betar 17a
Jerusalem
tel: 02-732-802

work and fax #: 662-837
e-mail; annette@vms.huji.ac.il



Alan Hoffmann

Alan is presently the Executive Director of the CIJE, on loan from the Hebrew University of
Jerusalem for three years. Until last August, he was Director of the Melton Centre for Jewish
education in the Diaspora at Hebrew University.

Alan made aliyah in 1967 from South Africa and has worked in education in Israel ever since
completing his army service in 1970. He and his wife Nadia have four children, and they are
presently preparing themselves for a year in New York.

Barry Holtz

1 am the director of the CIJE Best Practices Project and a Senior Education Officer of the CIJE. 1
am on leave from my position as Associate Professor of Jewish Education at the Jewish
Theological Seminary of America. For the past 12 years I was co-director of the Melton
Research Center at JTS where 1 supervised the writing and testing of Melton's Graded Curriculum
program.

[ have been the author or editor of four books:
Back to the Sources

Finding Our Way

The Schocken Guide to Jewish Books

Your Work is Fire

work:

15 East 26th St room 1010
New York, NY 10010
212-532-2360 ext. 441
212-532-2646

home: 212-364-3529
e-mail: 73321.1221{@compuserve.com

Carolyn Keller

Carolyn Keller is currently the Director of the Commission on Jewish Continuity in Boston. She
previously served as Family Education Consultant at the Boston Bureau of Jewish Education
having done research in the field during her tenure as a Jerusalem Fellow. Carolyn has also served
in numerous positions at congregational schools in New York, Philadelphia, and Boston and as a
director of Camp Ramah in New England.

home:

47 Wachusett Drive
Lexington, MA 02173
617-862-1976

work: Commission on Jewish Continuity
1 Lincoln Plaza

Boston, MA 02111

617-330-9591 fax: 617-330-5197



Ginny Levi

Associate Director, CIJE and Mandel Associated Foundations
BA- Oberlin College
MA - Case Western University

Worked for Oberlin College for many years as admissions officer, then in the office of the
President, CWRU.

In addition to a full work schedule, I am an active volunteer - trustee of Suburban Temple, chair
of Social Action Committee. On the board of East Side Interfaith Ministries and chair of
membership committee.

Have 2 daughters, ages 17 and 14

work:

4500 Euclid Ave

Cleveland, OH 44103

ph. 216-391-1852

fax: 216-391-5430

e-mail: 73321.1223@compuserve.com
home:

3124 Chadbourne Rd.

Shaker Heights, OH 44120
216-752-3124

Ray Levi

I am presently the Head of School at the Agnon School (Clevetand), a Community Day School
committed to an integrated approach to learning through personaiized attention and the
development of Jewish identity through experience and understanding. My undergraduate degree
is from Oberlin College {Ohio). I have a Masters degree from Claremont Graduate School
(California) and a Ph.D. from Case Western Reserve Univarsity (Chio). I bring twenty years of
primary progressive classroom teaching to my work at Agnon as weil as experience in staft
development and teacher education. I have worked closely with Project Zero at Harvard's
Graduate School of Education. Agnon is a research site for their work in alternative approaches
to assessment. I have developed a staff development/research partnership between the Melton
Centre (Jerusalem) and Agnon which brings General and Judaic Studies faculty to Jerusalem each
summer to study and write curriculum together. My present research interests are focused upon
developing integrated curriculum and approaches to sustaining innovation within schools.

waork:

Agnon School

26500 Shaker Boulevard
Beachwood, Ohio 44122

tel: 216-464-4055
fax: 216-464-3229

home: 216-752-3124



Daniel Marom

Senior researcher at The Mandel Institute; co-director of the Educated Jew Project; researcher for
and consultant to the CIJE's Goals Project; currently working on Ph.D on alternative conceptions
of Jewish education at the national level, have worked as a teacher trainer, curriculum writer, and
teacher of Judaica in secular frameworks; special interest in zionist education, Americana in
Jewish perspective

work:

tel: 972-2-617-418 fax: 972-2-619-951
e-mail: mandel@huji.vims

home:

tel: 972-2-617-622

Rick Meyer

Not to descnibe me but some of my activities . . . I am currently:

-Executive Vice President of the Milwaukee Jewish Federation

-On the Board of Artist senes at the Pabst (P. Classical & Jazz music organization)

-On the Board of Milwaukee Forum ( , ethnic, politically diverse group of young leaders
in business, government and social welfare who network and meet to discuss key issues affecting
the future of the Milwaukee city)

-On the Board of Hunger Task Force (self-explanatory)

-On the Board of Association of Jewish Communal Organizational Professionals (AJCOP) - part
of National Conference of Jewish Communal Service.

I have a somewhat schizophrenic educational background in that after receiving my undergraduate
degree from UCLA (with one year spent at Hebrew U.), I received my double Masters from USC
in social work and HUC in Jewish Communal Services.

Much of my professional and personal life is focused on "building a strong Jewish community”
S0 too is this conference visioning for the purpose of cont:nuity.

By being a committed/practicing Jew today resultas from two of the three key elements that
eminate from the 1990 National Jewish Population study; the Israeli experience and residential
Jewish camping. I did not participate in intensive Jewish education. I am now gaining a vicarious
sense of number three through my two young daughters (ages 10 and 7) who attend a community
Jewish Day School.

Searle Mitnick

Although I was always active in Federation and Synagogue, 1 really got turned on to serious
Jewish learning through participation in the Wexner Heritage Foundation. I'm now in my third
year as President of Beth T'filloh Community School which has 750 students in the Day School
and approximately 250 in a supplemental school. We have just been through a two year
evaluation and are about to re-examine our mission statement so this conference comes at a very
good time. I work closely with Zippy Schorr who is our outstanding education director.

I'm also serving as First Vice President of our central bureau of Jewish ed. called the Council of
Jewish Education Services. In that capacity I have the pleasure of working with Chaim Botwinick



(Searle Mitnick cont'd)
who has become the educator "czar" of the Baltimore Jewish community. We are looking to re-
direct the words and mission of our Board.

Professionally, I'm the Managing Partner of a 25 person general practice law firm in Baltimore.

home:

6307 Fairlane Dr.
Baltimore, MD 21209
410-358-9449
fax:410-358-5770
work:

20 S. Charles St.

10th Floor Sun Life Building
Baltimore, MD 21201
410-539-6967
410-752-0685

Daniel Pekarsky

The birth 3 1/2 years ago of our son Zach has enriched my own life and that of my wife Stephanie
beyond words. It has also added a very personal dimension to my interest in Jewish education. I
grew up in a relatively traditionat family, richly suffused with Jewish rhythms, customs, and
sentiments, and I was fortunate to spend 5 years in childhood in Jerusalem. Outside my work in
Jewish education, T am a professor at the University of Wisconsin, where my work focuses on
questions concerning character education and the rights of parenets and children. That work,
coupled with my work in Jewish education, has made my professional life wonderfully fuifilling.

work: Department of Educational Policy Studies
University of Wisconsin

Madison, WI 53706

608-262-1718

home: 4006 Mandam Crescent
Madison, WI 53711
608-233-4044

Barbara Penzner

Barbara Penzner is a Reconstructionist rabbi who is concluding the first of two years in Jerusalem
as a Jerusalem Fellow. In addition to serving as a congregational rabbi, she staffed the
Commission on Jewish Continuity in Boston for two years.

Barbara received her undergraduate degree in Russian studies at Bryn Mawr College. She earned
an MA in Religion at Temple University and the title of rabbi as well as an MHL from the
Reconstructionist Rabbinical Cellege in Philadelphia. She was asked to attend the Goals Seminar
{Barbara Penzner cont'd)

as a representative of the Reconstructionist movement). Originally from Kansas City, Barbara
and her family have spent the last six years in Boston. She is married to Brian Rosman. They
have two children, Akiva, age 6, and Yonah, born in Jerusalem in November.



{Barbara Penzner cont'd)

fax: c/o Jerusalem Fellows 735-229
home:

Ein Tsurim 9/24

Talpiyot, Jerusalem 93393
732-247

Dan Polster

I am currently the president of Agnon School in Cleveland, where my 2 oldest children will be
entering grades 6 and 3 this fall. If T am successful in raising the money to expand our building,
there will be room for my one-year old when she is ready. From 1984-88, I was Chairman of the
Board of Cleveland College of Jewish Studies. One measure of how far that institution has come
in 10 years is that nobody today would consider entrusting the Chairmanship to an untested 32
year old. As I said when we went around the room on Sunday, in my spare time I am an Assistant
U.S. Attorney, specializing in white-collar crime and fraud prosecutions.

home:

3075 Chadbourne Rd.
Shaker Heights, Ohio
216-752-2189

fax: 216-752-4763

work:

U.S. Attorney's Office

1800 Bank One Center
Cleveland, Ohio 44114
216-622-3810

fax: 216-522-8354

Ina Regosin

I grew up in Brooklyn, New York, having lived in the same house until I was married. Our family
has since made friends, planted gardens, and joined shuls ir. Philadelphia, Summit, New Jersey,
Boston, and most recently, Milwaukee. Change and variety mark my professional career as well.
I have worked in early childhood, supplementary, day school, camp, college of Judaica, and
central agency settings; currently serving as Executive Director of the Milwaukee Association of
Jewish Education.

A couple of my current goals/struggies are: 1) to be an administrator who manages to maintain a
hands-on capacity (teaches or otherwise keeps in touch). 2) to bring 'camp' into the winter
months on a regular basis.



Zipora Schorr

I come from a family of educators: all of my siblings are teachers or principals, and we have all
been in the field of education ever since I can remember. In fact, my nursery school teacher was
my sister, and my earliest memories are the songs she taught me.

Born in Jerusalem, a fifth generation Sabra, I came to Detroit as an infant. Because I began
teaching Sunday School at the age of twelve, I claim over twenty years of experience in the field.
QOver the years, I have taught English and math at the high school level, general and Judaic studies
at the elementary level, Hebrew language and Biblicai grammar at the college level, and have done
a good amount of teacher training.

Since my overwhelming passion has always been education, I have never left the classroom.
Thus, I have continued to teach uninterrupted throughout my administrative experience. That
administrative experience includes supervision and training in Silver Spring, MD, where we lived
while my husband, Nahum, completed his Doctorate in psychology; it pans my work in Potomoc,
MD., where I built, staffed, and recruited for a new pre-school and Hebrew School; and it has
taken a more mature form in my present position as Director of Education of a Community Day
School and Hebrew Schoal that encompasses pre-schoot through High School.

My most exciting professional accomplishment was the establishment of the first co-ed Day High
School in Baltimore, and watching (and helping) it grow to over 100 students in eight years.
Seeing those students connecting Jewishly, going on to Universities and Yeshivot, and becoming
the Jewish voices on their campuses is enormously gratifying.

My most satisfying personal role is that of mother of six children, around whom our home life
revolves. In each one of them, I see the commitment to Eretz Yisrael, Klal Yisrael, and Ahavat
Habriot that we have tried to model for them, and we get great nachas as we watch them deepen
their own involvement in learning, while continuing to serve Hashem through service to others
and becoming mentsches.

- YTIPOWN YTNIN Jxontinue to learn - from ny students, my colleagues, and ail those
with whom I come in centact. I do hope you contact me, as well.

Beth T'filloh Community School
3300 Old Court Rd.

Baltimore, MD 21208
410-486-1905

410-653-7223

home: 410-358-0136



Gerald Stein

President and Chief Executive Officer
Zilber Ltd. 710 N. Plankton Ave, Milwaukee WI 53203 Suite 1200

Milwaukee based real estate and related investments operating in Florida, Arizona, Hawaii,
Wisconsin, etc. tel: 414-274-2505 fax: 414-274-2710

Community Activities:
Milw. Jewish Federation, past campaign chair, incoming president
Milw. Jewish Home, officer and director
Israel Bonds, current state general chairman
Jewish Vocational Service, past president
AJPAC - ¢o-chair - Wisconsin
Milw. Jewish Federation Foundation - chair Harvest program
University Wisconsin Milwaukee Foundation - member Board of Directors
Marquette univ. - multi cultural committee
Univ. of Wisconsin Business School, Advisory Board
Milw. Public Museum, past president, board membszr

7 previous Israel trips - all Federation Missions
Family - married, 3 daughters all married, 3 grandchildren
Born and raised Miiwaukee Wisconsin

Education:  Univ of Wisc. BBA - Accounting (CPA)
Marquette Univ. - LLB, D, Law (Attorney at Law)

Residence 2510 W. Dean Road, Milwaukee, W] 53217, tel: 414-352-3140 fax: 414-352-1080
Louise Stein

Co-chair Lead Community Project
Officer Mil. Jewish Federation (Continuity)
Past Pres. Women's Division Milw. Jewish Fed.
Past. Pres. Mil. Assoc. Jewish Federation
Board of Directors Hillel Academy
Past Chair Human Resource Development Cabinet (Federation)
Past Leadership Roles
-Budget and Aliocation (Federation}
-Education Committee (Conservative Syn.)

Married -3 daughters
-3 grandchildren
home address: 2510 West Dean Rd. Milwaukee, WI, 53217



Barbara Steinberg

Education - BA - UCLA (Psychology); MA - Columbia {Ancient and Semitic Languages), MA-
Jewish Theological Seminary (Jewish Education); 1 year - visiting Graduate student - Hebrew
University.

Professional Life

- youth work and Hebrew School teaching in Los Angeles and New York
-Principal - synagogue school, Hebrew High School - Long Island

-Consultant - Jewish Education Association - Metro West

-Founding Director, Solomon Schechter Day School, East Brunswick, NJ
-Executive Director, Jewish Community Day School, West Palm Beach, FL
-Executive Director, Central Agency for Jewish Education, Philadelphia
-Executive Director, Commission for Jewish Education of the Palm Beaches, FL
-Founding Chairman, Jewish Community Day Schooi Network.

My recent professional work has been guided by a commitment to work with curriculum
development, staff development and organizational development programs and processes. Iam
also committed to the teaching of Hebrew as a living language in day schools and have had
success with the approach in two settings (NJ, FL); the need for Jewish educators to be
knowledgable about the field of general education, in many areas, but especially in educational
methodology ; and the need for a development perspective in designing Jewish educational
programs.

office: Commission for Jewish Education , 4603 Community Drive, West Palm Beach, FL 33417
tel: 407-640-0700 fax: 407-648-4304
home: 331 Eagleton Golf Drive, Palm Beach Gardens, FL 33418 tel: 407-627-5317

Robert Toren

Living in Cleveland, Ohio, married to Jocelyn with four sons, Jonathan 15, Jeremy 12, Benjamin
8, Akiva 5; strugeling to live in the two worlds of halakah and Western culture authentically and
meaningfully. Educated at Harvard, JTS, the Academy for Jewish Religion, most meaningful
educational experiences with Professors Nechama Leibovitz, Natan Rotenstreich, Seymour Fox,
Rabbi Chaim Brovender, Joshua Levinson during two year Jerusalem Fellows stint. Shared
intense feeling of community living in Israel duing Guif War, running to sealed room, listening to
the radio announcements in Hebrew, English, Russian, and Amharic. New job to begin August I:
director of educational planning at Jewish Education Center of Cleveland.

Shmuel Wyeoda

-Born in Strausburg, France.

Studied at Yeshivat Kerem Beyavneh and mainly at Yeshivat Har Etzion. Studied philosophy and
Education at Hebrew University. Created and taught at the first Yeshiva High School in France.
Jerusaelem Fellows, and educational director of the Hebrew Academy in Montreal. Since then,
Mandel Institute in Sept. 1992, Married + 5 children.



SusanWyner

Thirteen years ago I was teaching Sunday School part-time, when I received a calling. This
calling has moved my career from the world of general education to Jewish education, now
serving as Educational Director for B'nai Jeshrun Congregation in Cleveland, Ohio. Next year I
plan to complete.a masters' degree in Judaic Studies in Education at the Cleveland College of
Jewish Studies. Also served as Chair of the Jewish Educators Council. In spare time, I have the
privilege of being Jeff's wife, and Matt and Brad's mom,

home: 2550 Windy Hill Drive
Pepper Pike, OH 44124
216-473-3136

fax: 216-473-3165

work: B'nai Jeshrun Congregation
27501 Fairmount Blvd.

Pepper Pike, OH 44124
216-831-6555

fax: 216-831-4577



CLJE GOALS SEMINAR
JULY 1994
SUMMARY REPORT

Professor Daniel Pekarsky
University of Wisconsin

The Goals Seminar brought to Jerusalem delegations of lay and professional leaders from
a number of American Jewish communities for a week of intensive and, it turned out, very
fruitful study and deliberation concerning the place of goals in Jewish education.

Organized by CIJE in collaboration with the Mandel Institute for the Advanced Study and
Development of Jewish Education, the seminar represented the culmination of a lengthy process
of planning and the beginnings of an exciting process of educational improvement for
communities and institutions represented at the seminar. Including CIJE staff, there were a total
of approximately 37 participants. Substantial delegations came to the seminar from Baltimore,
Cleveland, and Milwaukee, but other communities, notably Boston and West Palm Beach, were
also represented. Also in attendance were a number of lead-educators associated with the
Conservative, Orthodox, Reform, and Reconstructionist movements. Sessions were held in
extraordinarily beautiful sites, sites which helped to create an atmosphere conducive to the kinds
of serious study and dialogue that were characteristic of this seminar.

The Place of Goals in Jewish Education

At the outset of the seminar, participants were reminded that in its deliberations in the late
'80s the Mandel Commission on Jewish Education in North America deliberately avoided
dealing with substantive issues concerning the goals of Jewish education. It did so not because it
felt these issues were unimportant but because it recognized that it would not be profitable fora
group as tdeologically diverse as were the members of the Commission to engage in this
discussion. At the same time, the Commisston recognized that, along with an emphasis on
personnel, community mobilization, best practices, and monitoring and evaluation, careful
attention to the goals of Jewish education on the part of educating institutions and other bodies
concerned with Jewish education is of decisive importance if the field as a whole is to make
significant progress.

As common sense and evidence from general education suggest, a powerful vision of what



2. educational goals that are anchored in this vision;

3. curticulum, pedagogy, ethos, social and physical organization that reflect the vision and
the goals;

4. educators who wholeheartedly identify with the institution’s vision and goals;

5. insistent efforts to identify and close gaps between the vision aspired to and actual
outcomes.

The nature of guiding visions and their relationship to educational practice were further
illuminated in sessions that considered work going on under the auspices of the Mandel
Institute’s Educated Jew Project. The seminar focused on an essay written by Professor Moshe
Greenberg in which he articulated his vision of the ideal product of a Jewish education. Through
discussion with Professor Greenberg and study of his essay, seminar participants were afforded
an opportunity to better understand his view, to clarify their own, and to think ahout the kinds of
guiding visions that might have a chance of thriving in American educational settings. Equally
important, the encounter with Greenberg's work offered an opportunity to wrestle with the
difficult but critical question of moving from vision to educational practice: if one were
seriously committed to Greenberg's vision of the aims of Jewish education, what implications
would this carry for educational practice -- for the selection of materials and of educators, for
pedagogy, for the organization of the physical and social environment, for family education, etc?

Catalyzing Vision in Existing Institutions

Important as it was for participants to examine institutions that exhibited a strong
relationship between vision, goals, and educational practice, it was also important for them to
struggle with the difficult question of catalyzing improvement in existing institutions that are not
presently driven by a coherent vision or set of goals. Given the diverse array of groups and
outlooks that make up many contemporary congregations and free-standing educating
institutions, as well as other complicating variables (for example, the often complex
relationships between lay and professional stakeholders), it is often difficult for an institution
that is not already committed to a clear and compelling vision of what it wants to accomplish in
education to arrive at one.

With the aid of a structured exercise and a case-study that looked carefully at one
institution's effort to develop a vision that would guide its practice, seminar participants
succeeded in identifying significant issues and insights that are pertinent to any effort to
encourage existing institutions to develop a coherent and compelling set of educational goals.



In the first stage, Alan Hoffmann discussed the place of the Goals Project in the context of
CIJE's overall efforts, and he then went on to detail some concrete ways in which CIJE might
contribute to progress on the goals-front in local communities represented at the seminar.
Hoffmann explained CIJE's interest in sponsoring a series of seminars in local communities
represented at the conference, seminars designed to engage the energies of representatives of
local educating institutions in the effort to wrestle, both intellectually and very practically, with
the problem of identifying a set of meaningful educational goals and developing educational
practices that are consonant with these goals. CIJE will work with interested communities in
developing the agenda for these seminars, It is anticipated that from among institutions
participating in these seminars, some will meet criteria that render them appropriate candidates
for intensive work aimed at becoming significantly more vision-driven. CIJE anticipates
working indirectly with such institutions, primarily through seminars and consultations offered
to educators identified by a community or an institution to oversee and guide the process of

self-improvement.

In the second stage of the seminar’s last discussion, participants heard from the three major
delegations represented at the seminar (Baltimore, Cleveland, and Milwaukee) concerning their
emerging plans of action. Each day of the seminar, time had been allotted for participants from
each community to meet as a community to discuss how issues addressed in the seminar applied
back home, as well as to develop a strategy for engaging local educating institutions in the effort
to become more effectively organized around meaningful educational goals. The plans of action
discussed in this last session indicated the significant progress these communities had made in
their discussions, as well as their excitement about the work ahead.

Before the seminar concluded, participants had a chance to write up their reactions to the
seminar. CIJE staff has been impressed with the thoughtfulness and insightfuiness of the
comments that were made; and it has been gratified by the participants' generally very positive
response to the seminar.



CIJE GOALS SEMINAR, JULY 1994
SUMMARY OF CONFERENCE PRCCEEDINGS

INTRODUCTION

The following report is a summary of what transpired at the
CIJE Goals Seminar that took place in Jerusalem in July, 1994,
anyone interested in a more detailed account is referred to the
actual day-to-day seminar proceedings, which are the basis for
this summary-report. The seminar took place over 5 days, July
10-14, 1994 in Jerusalem. It was organized by CIJE in
collaboration with the Mandel Institute for the Advanced Study
and Development of Jewish Education. '

At the suggestion of one of the participants, each day of
the seminar began with a Dvar Torah presented by a different
participant. This was followed by an opportunity to review and
react to an extensive written interpretation of the preceding
day’s activities and discuseions. Against this background. the
group moved on into daily sessions organized around particular
content-themee. The principal directions of the seminar had been
blocked out in a lengthy planning process that preceded the
seminar:; but efforts were made to make revisijons as the seminar
proceeded in responze to emerging group-needs and concerns. Each
day also featured opportunities for participants to break down,
by community, into smaller groupings. In these smaller work-
groups, participants were asked to reflect on the wayse in which
the seminar’s themes might apply back home, as well as to develop
a conception and a strategy for engaging local educating
institutions in a process of becoming, in ccllaboration with
CIJE. more goals-oriented and vision-driven than many currently
are. Each of the three major work-grcups (Baltimore, Cleveland,
and Milwaukee) emerged on Day 5 of the seminar with an oral
report, which was presented to the group ae a whole, which
articulated their projected plan of action for the coming year.

DAY 1

Introductory. In their introductory comments, Alan
Hoffmann, Seymour Fox, and Daniel Pekarsky sketched out the
seminar‘'s historical and ideational background, as well as its
agenda. Participants were. reminded that in its deliberations in
the late ’80s the Mandel Commission on Jewish Education in North
America deliberately avoided dealing with substantive issues
concerning the goals of Jewish education. It did so not because
it felt these issuea were unimportant but because it recognized
that it would not be profitable for a group as ideologically
diverse as were the members of the Commiseion to engage in this
discussion. At the same time, the Commission recognized that,
along with an emphasis on personnel, community mobilization, best
practices, and monitoring and evaluation, careful attention to
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the goals of Jewish educaticn on the part of educating
institutions and cother bcdies concerned with Jewish educaticn ig
of decisive importance 1f the field as a whele is to make
gignificant progress. As commen senge and the evidence from
general education suggest. a powerful visicn of what one is
educating towards is an indiepensable 1ngredlent of effective
educational practlce and reform. In addition, in the absence of
clear goals, it ie impossible for educational institutions to be
geriously accountable for what they do - accountable in ways that
will enhance their efforts and illuminate decision-making at
inetitutional and communal levels. The Mandel Institute’s
Educated Jew Project and CIJE’s Goales Project were both born of

these concerns.

The Goals Seminar is designed to offer participants an
opportunlty to deepen their understanding of the place of goals
in Jewish education. to surface and explcocre pertinent issues: to
develop a shared universe of concepts, assumptions, questions,
insights, and issues that will provide a framework and agenda for
continuing discussions; and to give participants a chance to
think about how to encourage a goals—-agenda in their local
communities. As this suggests. the Goals Seminar ie intended as
the beginning of a process of ccllaboration, not as an isolated
event cut off from future efforts.

" Pointing to the problem. While it was recognized that the
field of Jewisgh education cffers significant examples of
institutions in which meaningful goals figure prominently and
productlvely in their efforte to educate, it was also observed
that this is not the norm and that ocur own efforts in the seminar
will grow out of reflection on some of the waye in which
educating institutions often fall short in the area of goals.
Guided by Daniel Pekarsky. and with the help of an exercise
de31gned tc focus the attention of aemlnar-partlclpantc on the
ways in which gcals have and have not figured in institutions
they are familiar with, the group locked at a number of examples
that illustrated some typical institutional failinga with respect
to goals. These failings included the following:

1. Sometimes a teacher is asked tc teach a subject or
a body of material with no clear gcal in mind -- or
else the goal is vague to the pcint of giving no
concrete guidance in efforts to plan appropriate
learning experiences.

2. Scmetimes an educating institution is identified
with certain clear goals but there has been no
syatematic effort to organize the educational
environment and the experiences of the student in a way
that will make it likely that the goals in question
will be realized. Though there are activities in the



institution that in some asense correspond to these
goalg, there is little reason to think that these
activities will powerfully contribute towards their
attainment.

3. While the institution may be identified with certain
goale, critical stakeholders -- including the educators
themselves - may not personally identify with these
goals or find them very compelling.

4. While goals may be present, they are sometimes not
anchored in a vision of the kind of Jewish human being
and/or community the institution ie hoping to
cultivate. Absent a sense of the way in which
achievement of a particular goal will enter into a
Jewish way of life that will prove meaningful to the
one who lives it, the importance of the goal may be far
from obvious and it may aleo be very difficult to
interpret the goal effectively. This is illustrated by
showing how a goal like "Hebrew proZiciency" will be
valued and interpreted very differently by different
ideological streams within Judaiem.

In discussing these points, a dilemma emerged that was
returned to on a number of occasions: on the one hand,
educational effectiveness may depend on developing a set of clear
and coherent goals, sufficiently concrete to guide practice; on
the other hand, given the diversity of outlook represented in
many institutions, 1t may be difficult to identify a set of
concrete goals that will sit comfortably with the membership.
Either it will prove imposaible to identify a set of concrete and
powerful goals that will guide educational practice: or else, the
cost of identifying such goals may be to exclude or marginalize
certain constituencies.

Vigion-driven institutions: “"Give me a "For Inetance...".
After enumerating some of the ways in which educating
institutione fall short of being guided by compelling visions of
what they hope to accomplish and goals that flow from these
visions. Daniel Pekarsky and Daniel Marom drew the attention of
participants to examples of educational efforts that have been
meaningfully guided by clear and powerful visions. One such
example was the school pioneered by John Dewey in Chicago at the
turn-of-the~century. This school grew out of a systematic effort
on Dewey‘s part to trace out and actualize the educational
implications of a vision of human existence that incorporated his
ideas concerning human nature and growth, the Good Life, the
nature of knowledge, and the ideal relationship between the
Individual and the Society. The second example that was
considered explored ways in which the ideology of early Secular-




Zionism was expregsed in the educational debatez=, practices, and
institutions that emerged from the efforts of ita precponents.

In the course of looking at these examples, scme defining
features of vision-driven institutions emerged:

1. There is a clear, shared, and compelling vision of the kind of
individual and community toward which one believesa one should

educate.

2. Anchored in this vision are clear educational goales which
guide the enterprise.

3. Curriculum, pedagogy. phyeical organization, social
organization, ethos all in various ways reflect the gcala and the
vision that the institution is committed to. The vision suffuses
the life of the institution.

4. The educators are whole-heartedly identified with the wvision
and goala the institution represents:; they embody it in their own
lives and it guides their efforts at education.

5. Because the vision i3 genuinely compelling to the key
atakeholders, because they genuinely care adout 1its
actualization, gaps between the vision and actual outcomes are
deeply troubling and serious efforts are made to clozse these

gaps.

Portrait-exercise. In the belief that efforts to think
about goals for Jewish education should include opportunities for
educators to explore their own views on what Jewish education
should try to educate towards, participants had been asked to
write up a portrait of the kind of person they would hope to
nurture through Jewish education. Day 1 of the seminar concluded
with an opportunity to discuss this exercise in small groups over

coffee and dessert.

DAY 2

Yeshivat Har Etzion and Ellul. In the first part of the
second day and guided by Shmuel Wygoda, participants extended
their exploration of vision-driven institutions with the help of
two living examples found in Israel. An early morning bus-ride
brought us to Yeshivat Har Etzion, a yeshiva informed by a vision
that renders it both like and very diassimilar to typical
yeshivot. As we discovered in the course of our tour of the
institution and our meeting with the institution’s co-director,
Rabbi Aharon Lichtenstein, this institution resembles other
Yeshivot in its emphasie on atudy -- independently as an
individual, in Chevruta, and through classes with the faculty.




Az in cther typical Yeszshivot, the object of =2tudy is the Oral
Law, which pertains tc cur religiocus life as commanded beings.
The engagement in study is nct guided Ly a desgire for
professional advancement; rather, it is a regponase to a Mitzvah -
the Commandment that we exercise cur intellectual powers in the
world of Revelation. The goal of the Yeshiva iz to prepare its
studentes for a full and proper engagement in such a life.

Rabhi Lichtenstein discussed the ways i1n which the
atmosphere and the modes of study all testify to the existential
significance of what is going on. The fact that astudy is
grounded in a belief concerning the divine character of the Text
renderas this activity spiritual as well as intellectual. Belief
in the Text’z divine character alsc explains the loud arguing and
attention to detail: for it is of the utmost importance that we
do everything to clarify its meaning, down to its very details.

Yeshivat Har Etzion’s animating wviesion differs from that of
moet yeshivot in two significant respecta. Like other Hesder
Yeshivot, it interprets Torat Chesed to require a linkage of
study with a desire to contribute to the welfare of the State of
Israel (through participating in the overall defense effort and
responding in other ways to national ancd communal needs).
Students are encouraged to view such activity as important--
indeed, as an' extension of their spiritual lives that is grounded

in Torah. They are urged t¢ approach the political concerns of
their day with the same energy and thoughtfulnesz with which they
approach the study of Torah. & moving sign of this dimension of

the Yeshiva‘'s vision ia to be found in the library., where many of

the cabinets are dedicated to the memory of individual studente
who had been killed as scldiers in the Israel Defense Force.

Yeshivat Har Etzion also differs from many other Hesder
Yeshivot. It is intellectually far more open than most. For
example, not only does ite library feature Jewish texts that go
far beyond the world of Halacha (for example, werke in Jewish
philoscphy and history), there iz also a greater openness te the
larger secular culture. A case-in-point ig Rabbi Lichtenstein‘s
own approving references tc non-Jewish thinkers like John Milton
and Edmund Burke.

Ellul. Through a converszation with two of its co-founders,
our group went on to encounter a second example of a vision-
driven institution, Ellul. In presenting Ellul to us, Ruth
Calderon and Moti Bar-0On stressed the ways in which the viesion
guiding this institution resembled and differed from the visicn
guiding Yeshivat Har Etzion. While Ellul also emphasizes the
impertance of serious study., the differences are substantial.
Students include males and females, ranging from Orthodox to
secular: the institution is committed to the inclusion of anyone
who is interested in study. While the texts studied include the
kinde of classical Jewish texts studied in Yeshivat Har Etzion,



they also include works in modern Jewish philosophy and Hebrew
literature. What 1is actually studied from year to yvear is
determined through a demccratic process in which all participate.
In Eillul learning is done without the guidance of a Rabbi, and
there 1is an emphasia on the eguality of all learners and on
inter-disciplinarity. In the eyes of Ellul’s members, their
study ie enriched by the different sensibilities and outlooks -
male and female, Orthcdox and secular - that enter into their
discuesione. Disagreements are plentiful, but there is alasc a
strong senze of closeness. PBut there are limits to this
closeneeg: whereas at Yeshivat Har Etzion study and prayer go
hand in hand, in Ellul, the cpposite is true. As Moti put it: *I
can‘t study with the people I pray with:; and I can‘t pray with
the people I study with."

Procegsing the field-trip. In thinking about the two
institutions the group had encountered during the field-trip, it
was clear that they reflected very different underlying visions,
and that these vieions were critical in defining the character of
the institution’s structures and activities. Discussion focused
substantially (and inconclusively) on whether it 1s necessary to
have a passionate and dedicated leader (in the words of one
participant, a “zealot") in establishing a new vision-driven
ingtitution -- a person who is willing to sgay loud and clear what
he/she is genuinely for, even at the price of losing potential
membera. It was also suggested that it may be easier for a
viegicnary to establish a new inetitution than for a long-
establizhed institution to move towarde a mecaningful consensus
concerning its animating vision.

While questiocns ceoncerning the genesis and creation of
vigion~driven institutions were prompted by the field-trip, the
session ended with a reminder that the intent of the trip was to
witness two powerful and living examples of vision-driven
ingtitutions, and that the two institutions the group had
encountered during the trip ably satisfied the criteria for a
vigion=driven institution that had been spelled out at the end of
Day 1 of the seminar.

Introduction to the Educated Jew Project and to Professor
Moshe Greenberg’s Vision of an Educated Jew. In the second half
.of Day 2. Seymour Fox introduced the Educated Jew Project by
discussing itz major dimensiona. He deacribed the range of
individuals whe have written for the project and described the
ways 1n which their conversations with educatcors had feorced them
and the educators to address difficult questions concerning the
meaning of the underlying conception and the feasibility of
implementation. He stressed that the Mandel Institute harbored no
hope that anyone accept wholesale any of the educaticnal visions
articulated within the framework of the Educated Jew Project.
Rather, the aintent has been to catalyze serious thinking
concerning the kind of person and community one would hope to




nurture through Jewish education. Struggling with the views of
the kinds of thinkers the Project haa included has the potential
te help a perscon to clarify his or her own beliefs even if one
etrongly disagrees with the viewz represented by theese thinkers.
For the effort to understand why these views are inadequate and
what a more adequate view would lock like can take one a long way
towards clarifying one‘s own beliefse

Each vision, he cobserved, carries very different educational
implicatione, including a different conception of the ideal
teacher and different emphases for educational policy. He
emphazized the way in which having a clear and compelling
conception of an educated Jew can help educators select from
among competing goals (thus avoiding the deadly temptation to try
te do a little of everything).

His comments also emphasized that while the Educated Jew
Project began its inquiry into goals for Jewish education at the
level of philosophy of education -- that is, by looking at full-
blown conceptions of an educated Jew, it may not be necessary,
desirable., or possible for educating institutions to launch their
own efforts to become better organized around meaningful goals at
this level. Meaningful progress can be made, and sometimes more
fruitfully. by starting at other levels - for example., by locoking
at the gcals that now animate the Hebrew curriculum, or by
focueing in on how te evaluate the success of the institution’s
educating effortas in a particular domain.

Against the hackground of Seymour Fox's introduction, and as
a way of better understanding the varied dimensionag and the
richness of the Educated Jew Project, the seminar moved on to an
examinaticon of .one of the articles commisszioned by the Project,
the essay written by Professor Moshe Greenberg in response to a
request that he articulate his own vision of an educated Jew. To
launch this inguiry, we broke inte two sub-groups, one led by
Seymour Fox and the other by Daniel Marom, for the purpose of
studying Professor Greenberg’s views and of developing questions
to pose to him during his meeting with the group the next day.

DAY 3

Mid-course feedhack and corrections. Midway through the
geminar, the group paused briefly to identify concerns, issues,
and questions that mlght be surfacing and that mlqht prove useful
in shaping the remaining time available in the seminar. A
variety of important points were made, many of which clustered
around two themesg: a) Since many of the participants had come
representing communities rather than individual instituticns,
they were particularly interested in exploring what it might mean
to have "a community-vision" (as distinct from the kinde of

etitutional vieions we had been discussing: b) While the
geminar had thus far focused on institutions that were from their
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inception organized arcund a a powerful guiding vision., there is
a need to consider how to improve long-established institutions
of the kind cf we are familiar with back hcme, instituticns
featuring a bhroad diversity of outlcock and interest., The effort
to improve such institutions was described as “"developing vision
and goales in mesay situationsi" It was agreed that, following
our treatment of Professor Greenberg’s work, theze two themes
would occupy a prominent part of the seminar‘s last two days.

Tranglating Greenberg, If the develcocpment of a clear,
coherent, and compelling vision iz a difficult but important
achievement, so i1s the effort to translate that vision into
educationally meaningful terms which make its attainment a
genuine poseibility. Having a vision of the kind of Jewigh
person or ccmmunity one would hope to cultivate is, of course, no
guarantee that one will be able to devise an educational
environment and a curriculum that are appropriate to this wvision.

Guided by Seymour Fox, this session was devoted to the
gubject of translation, with Greenberg’s ideas on the aims of
Jewlsh education to be used as an illustration. Because the Camp
Ramah movement was guided by an ideal close to Greenberg’s.,
Seymour’s discussicon of translation used the development of Camp

Ramah tc illustrate certain pointa.

In hisz comments, Seymour developed a number of themes,
including the following:

1.Greenberg‘s vision couldn’t adeguately be realized in a
achool. Rather, an enclave that integrates formal and informal
elements is neceszary. The informal domain is critical as an
arena in which to interpret, apply. and live out the general
principles learned in cne‘s formal studies:; equally important,
those things that happen in the informal domain - say, on the
baseball field - become important material for activities in
classrcoom settings. It is, moreover, in informal settings like
the ball field that educators have the chance to see whether
classroom learnings were being meaningfully internalized.

2. An educating institution built on Greenberg’s viseion
would take to heart the notion that the student‘s development a=s
a epiritual being is of the essence. To be sericus about this
chjective involves a willingness to preclude or at least be less
serious about cther possibly attractive educational aime. The
reason is simple: to try toe do too many things, even if all of
them are individually good., diminishes the likelihood that any of
them will be accomplished.

3. Central to Greenberg’s conception of an educated Jew is
that at the heart of this person‘s intellectual and spiritual
life is the activity of studying classical Jewish texts. In the
form envizioned by Greenberg, such study is guided not just by an



appropriate zet of attitudes but also by a set of gkills that
mediate the encounter with the text. The challenge of translating
Greenkerg’'a vision inte educaticnal practice is in part the
challenge of identifying what these gkills are and thinking
through how and in what sequence they might be meaningfully
acquired in an educational setting that involves participation
acrosg different subject-areas over several yearse. The complex
educational challenge posed in this particular area exemplifies
the kind of serious educaticnal thinking that needs attenticn in
relation to all sericus goale that enter into a vision of the
kind of perscn one hopes to cultivate.

Seymour ‘s presentation called forth a comment to the effect
that Greenberg’s conception seems suited to a Day School getting
but not to the kinds of supplemental school settings where the
majority of youngsters are to be found. This observation
prompted a number of responeses. including the following: a) one
should not assume that all is well with Day Schoels. and that it
is unimportant for the Jewish community to invest its thought and
energy in their improvement; b) perhaps it is premature to
conclude that institutions much less intensive than Day Schools
are incapable of achieving Greenbergian educational goals, like
thoee associated with the capacity and desire to engage in
serious text study. If, such institutions were systematically to
addrezs questions ccncerning the kind of preparatory experiences,
pedagogy . zettings. etc. which might effectively lead the student
to an acquisition of appropriate sgkille and attitudes, perhape we
might see significant resulta.

Discuszion of Greenberg’s ideas also brought forth some
commente concerning how important it ie that front-line educators
working in a Greenbergian educational setting themselves
exemplify the kind of relationship to the text he hoped to
nurture in students. This point served to reiterate for seminar-
participants the importance of persconnel and suggested an
important guiding principle in the selection and education of
educatora.

The seseion with Professor Greenberg. This szession was
organized around questions that were posed to Professor
Greenberg. A range of topics were explored including the
following: a) his views on the importance of literature that
comes from cutside the Jewish domain: b) the place of women in
hie religiocus outlock; c¢) his reaction to contemporary efforts to
encourage estudents to create their own Midrashim: d) his views on
the place of Hebrew in the study of Jewish texte; e) his views on
the poesibility of achieving his educational aspirations in a
less intensive setting like a supplemental school.

Breakout groups. In responese to the different needs
expressed by eeminar participants, the third day of the seminar
concluded with a choice of activities., As a way of deepening ite
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understanding of what’s involved in translating a vision into
educaticnal practice, one group, led by Gail Derph and Barry
Holtz, focused itse energies on a more systematic effort teo
understand what an educaticonal environment asericusly organized
arcund Greenberg’s ideaz would lcok like. The other grcup, led
by Seymour Fox and Daniel Pekarkay, undertook a preliminary
discussion of what it might mean to have "a community-vision*“.

DAY 4

Report from sub-groups. After a review Day 3's proceedings
participants heard reports from the preceding day‘s breakout
groups. The group that had decided to concentrate on what might
be involved in building an educational envirconment around
Greenberg’s ideas reported that it had =plit into two sub-groups.
one of them devoted to a Day School setting and the other to a
Supplemental School setting. The group focueing on the
supplemental schcool setting explored issuee relating to staff, to
home/family, and to curriculum. In struggling with the issue of
staffing in relation to Greenberg’s emphasis on text study., it
became clear to them that faculty in a Greenberg school would
need "to know texts" very well: but it also became clear to them
that what i1t means "to know and to study texte" would mean
something very different to Greenberg than to many other thlnker°
and that getting clearer on what it does mean for Greenberg would
be indispensable to efforte toc select and educate faculty for a

Greenbergian school.

The sub-~group that focused on a Gresnbergian Day Schcol
setting focused on spirituality and considered the kind of
parental involvement that would be necessary if spirituality, as
understocod by Greenberg. were to be successfully nurtured in

children.

Commenting on the effort to translate Greenberg into
practice, participants observed that while anchoring their
deliberations in a vision was limiting, it also freed them up to
focus on a few critical goale and pouring their energies into
their attainment. The group alsc reported that they found
themeelvees etruggling with the question of whether it ie ckay to
use the ideaz of a thinker like Greenberg selectively., making use
of eome while ignoring others. The discuseion of this effort at
tranzlation concluded with the suggestion that some seminar-
participantes might be interested in reading Greenberg’s own essay
cn the role of the teacher.

A representative of the group dealing with "community-
vision" then reported on this group’s efforts to get clearer on
what it meant by "community" and on different ways of
interpreting the notion of a community-wide vision. While no
clear consensus emerged, there did szeem to be agreement that a
critical task of the community is tc encourage local educating
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inatitutions to become ilncreasingly visicn-driven. A community‘s
efforta to encourage =such efforte was referred to as its
*envizsioning role™.

In reacting to the community-vision report, one seminar
participant commented on the importance ¢f remembering that the
distinction between "instituticne" and “community" is scmewhat
artificial inasmuch as institutions are themselves living
communities. It was also neoted that while 1t may be useful to
define “community" as the corganized Jewish community, as convened
by Federation. it needs toc be remembered that there may be many
Jewish individuals and perhaps scome institutions that may feel no
ownereghip in, or understanding c¢f, decisioneg and programg
emanating from "“the community" in the narrow sense Jjust
specified.

Cagse-gtudy. The fourth day‘s principal morning session was
organized around Kyla Epstein’s case-study of a congregation's
efforts to develop a vision that was supposed te carry
significant implications for the congregation‘s educaticnal
program. After a a request to participantes by the session’s
moderator to respect the delicacy of Kyla‘s situation in
discussing her congregation in this forum and to treat all that
waz sald as confidential, Kyla described her inetitution and the
circumstances which prompted its efforts toc develop a new vision:
she then went on tc detail the procees that unfolded, identifying
what for her were critical issues the proceszs raised in her own
mind. These isszues included the following ones:

1. What role should lay and professicnal participants
in the life of the institution have in the process of
developing a vision - and who should be deciding what
these roles should be? If it is important for both
categories of participant to feel some ownership 1n the
procese, how can this be acccmplished?

2. What/who should be regarded as anthoritative in this
process? Who should have final authority over the
process as applilied tc education and other domains?

3. What is the appropriate balance between process and
content in the effort to develop a vision for the
congregation as a whole and for its educational program
in particular? If it is important for Jewish and
educational knowledge toc be given a prominent place 1in
the process, can this be introduced in such a way that
ncn-expert lay participante do not feel overwhelmed and
disempowered by the professionals?

4. What are appropriate criteria for evaluating the
worthinese or succeses of activities and programs
sponzored by the congregation in educaticnal and other
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domains? Iz client-gatisfaction a necessary and/or
sufficient critericn?

5. How can the overall process be corganized so that,
once develeoped, the vision-statement (in letter and
spirit) is nct pushed aside as attention shifts to
means and to practical realities?

6. Since the process of arriving at a vision and a
strategic plan is time-consuming, stressful, and
exhausting. it is necessary to think through how to
organize the process so as to reduce the kind of
negative emotionality that can give rise to an overflow
of frustration, or to cynicism and withdrawal.

Kyla’s presentation prompted a very fruitful discussion,
some focused on her particular situation and some on mere general
issues suggested by her account. A number of participants came
away from the gession impressed by the importance of the lay-
professional alliance:; both parties, it was felt, need to feel
seriously included in the process of developing a viegion that
will inform their efforts., so that they will emerge with a shared
sense of ownership. While a sense of ownership on the part of the
various stakeholders was recognized ag indispensable, many also
felt that it was critical that the proceass dezigned tc achieve
this sense of ownerzhip not push content-issues to the periphery.
Based on Kyla’s presentation a number of participants also
commented on the care that must be exercised in the selection of
a consultant to guide the process of developing a meaningful
vision.

Towardas the_ development of shared vision in _an institutional
setting: an exercige. 1In an effort to encourage further thinking
concerning the prccees through which an educating institution
might become more vigion-driven, Gail Dorph and Barry Holtz broke
seminar participants into small groups., in which they were
invited to react to a hypothetical process for moving an
institution towards a shared and compelling vision. What
distinguished this process is that 1t was self-consciously
designed to incorporate process- and content-dimensions. In this
particular inetance., job-alike criteria were used to break
participants intc smaller sub-groups.

DAY 5

The Mandel Institute. The day opened with Annette
Hochstein’s overview of the purposes and activities of the Mandel
Institute for the Advanced Study and Development of Jewish
Education. ‘The Institute’s general way of operating is to invent
and set up instituticons for which it sees a clear need:
eventually these institutiones become independent of the
Inatitute, but they retain a kind of familial relationehip to the
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Inatitute. She indicated that the Institute‘s activities are
grounded - 'in a number of basic convicticne, including: 1) Great
ideas in combination with great leaders are the source of change:
2) communities are the lecus of change: 3) planning is the
critical means of promoting conatructive change. Without gtrong
leaders and careful. thoughtful planning, powerful ideas prove
sterile. Guided by such beliefs the Institute has since its
inception been engaged in a number of activities. including the
fellowing: it staffed the Mandel Commission: it developed the
School for Educational Ieadership: it guided CIJE through its
initial phases:; it organized and continues to sponscr the
Educated Jew Project; and it has become the organizational home
of the Jerusalem Fellows.

d ceed ] The review of Day 4‘s proceedings
brought forth the comment that we need te be more careful than we
sometimes are in distinguishing between content and process. Some
of the activities which we tend to describe under the rubric of
"process" in fact have substantial content associated with them.
We need to be careful not to reserve the term content for in-puts
that flow at us from the outside. The actlv1ty of unearthlng and
reflecting on some of our own convictiong is also in an important
sense a "content"-activity.

CIJE, the Goals Proiject, and the Local Communities. Alan
Heoffmann’s presentation concerning the rcle of CIJE began by
locating the Goals Project in relaticn to 'a larger CIJE context
and agenda. He reminded participante that the basgic miesion of
CIJE is not Lead Communities or the Goals Project, but systemic
reform in North America via two principal strategies: building
the profession and systemic reform. Viewed in this context, Lead
Communities are to be understood as labcratories in which to
demonstrate the possibility of systemic reform. This effort needse
te be recognized as long-term, difficult, and very important. The
laest two years have witneessed slow but very real progress, and
Alan gketched out what has been happening and what is in the
works under the following general headings: the personnel front:
the monitoring. evaluation. and feedback project: work with
communities other than Lead Communities; and mobilization at the
continental level.

Againet the background of these varicus efforts he turned
his attention to those CIJE initiatives that speak to the
question, "All of this-for what?" Two significant projects bear
on this question -- "“Best Practices" and the Goals Project, and
Alan preoceeded to talk about the latter. After reminding
participants of the kinds of concerne that gave rise to the Goals
Project, he went on to sketch out the way CIJE envisioned the
next stages of the Goale Project, with special attention to the
resepective roles of CIJE and local communities. While
emphaclzlng that what actually happens will probably vary from
community teo community and will be determined through dialogue
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between the community and CIJE., he sketched cut what 1e in
eazence a three-stage proceszs that reprecents one prototype.

In Stage 1, communitiesa that decide that going further with
the Goals Preoject 1s in their best interest will need to recruit
appropriate stakehclders and educating institutione to
participate in Stage 2. 1In Stage 2, these stakeholders and
institutions participate in a series of CIJE-sponsored seminars
deeigned tc foster serious reflection concerning the place of
vizion and goals in education and what might be invelved in an
institutional effort to become more vision-driven. The precise
content and structure of such geminars would be determined by
CIJE in partnership with each participating community. In Stage
3, CIJE begins working with a small group of inatituticns from
among those that have participated in Stage 2. Theze are
institutions that are prepared in every sense to enter into an
intensive effort to become more vision-driven. A clear agreement
concerning what is expected on the part of CIJE and each
institution is a precondition for invoclvement in Stage 3. It was
streseed that active involvement at thisg stage of denominaticnal
movementse and training institutions could prove invaluable. It
wag also observed that CIJE‘s primary werk at Stage 3 would not
be with individual institutions but with coaches identified by
these institutions whose job it would be to oversee and guide the
preccesge of change.

Alan‘s discuseicn prompted a number of reactionz, including
the following: a) CIJE needs to be careful not to try to do too
much. The process of instituticnal change 1s labor-intensive, and
cne might do better to work intensively with a few institutions
than trying to work with too many:; b) given social realities in
the U.S.A., it would be important to commission articles for the
Educated Jew Project that give a prominent place to notions like
feminism, egalitarianism, and pluraliem which figure prominently
in the cutloock of many contemporary American Jews. Such articles
might prove very helpful to educating institutions struggling to
develop a vision that can guide their efforts.

Towarde a Community-wide agenda, Off and on in the course of
the seminar questions relating to the posszibility and to the
posz2ible meanings of “"community-wide vision" had surfaced. This
matter was richly illuminated by Professor Michael Rosenak’s
presentation dealing with his views on the poszzibility for a
community-wide vision and agenda. His presentation develcped the
view that though contemporary Jewiszh communities are
extracrdinarily diversge, more can - and in fact does - unite us
than the common needs, e.g., dealing with anti-Semitism, which
gometimes have thrown ue together. It is, he argued, posaible
for the Jewish community to incorporate significant diversity and
yet be organized around a set of shared assumptions. Different
sub-groupe within the community may seek to interpret and
implement these assumptions very differently: but the assumpticns
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establiesh an arena in which discusszion and centroversy can go on.
Mike went on to identify 5 elements that we can share - and
educate towards! - in a state of diversity and controversy:

1. A sacred literature. We share a sacred literature
that speaks to origins and purposee, a literature that
addresges matters of ultimate concern. Though we will
no doubt approach this sacred literature in very
diseimilar ways, study of thie literature is capable of
uniting us., as can our efforts to find points of
contact in cur readings of this literature.

2. A common vocabulary. As different as we are from
each other, we share a common vocabulary that ie
wonderfully rich in its associations. The multitude of
words, phrases and concepts that we share -- like
"Motza-ay Shabbat", "Parve", "Milchig", "Tikkun Olam"
- go a long way towards establishing. even as we are
very different, a shared universe.

3. Shared practices. Even though, as Jews, we largely
go cur own ways, it is entircly poasible for us to
agree on the deeirability of certain shared practicesgs,
for example. in the arena of Tzdaka or in the matter of
the kinde of ritual observancez that are appropriate at
communal functions,

4. Preblems. In the midst of cur diversity. a measure
of unity can be established by the determination to
regard the probleme faced by scme Jews as problems for
all Jews —-- that ie, by a determination to take and
addrese sericusly the problems that any segment of the
Jewish people faces.

5. Israel. It 18 true that identification with Israel
is no substitute for a shared agenda: at the same time,
it should not be left cut of an effort to identify and
forge a unifying core. While Jews may interpret the
significance of Israel very differently, they can come
to a shared understanding that Israel is a special and
important place., not juet another place where Jews
happen to live.

Mike Rogenak’s suggestion that these various elements, taken
together, establish the poseibility of a fairly rich shared
universe among Jewe who are otherwise very different from each
other, called forth a number of questions and comments from
ceminar participants. Hie talk shed new light on questions that

had emerged at various points in the seminar -- egpecially
questiona concerning the possibility of a meaningful shared
universe among the very diverse Jews of today. His talk also

gerved to reintroduce an important question concerning the



poggibility of having or develceping an educaticnal institution
that stands for szomething subatantial without at the same time
excluding or marginalizing scme actual or potential members.

Concluding gessions. In the afterncon of Day 5 participants
resgponded tc a form inviting their feedback concerning the
seminar’‘s strengths and weakneegses. This was followed by an
opportunity to hear about and discuss the plans of acticn that
were emerging from the week-long deliberaticns of the Baltimore,
Cleveland, and Milwaukee delegations. These presentations
situated their developing plans of action in the context of local
realitieg and continuing efforts.

Alan Hocffmann brought our formal discussions to a close by
expressing his excitement at what was emerging. He noted in this
connecticn that, independent of any community-wide efforts, some
educating institutions represented at the seminar had emerged
with a desire to work intensively in areas addressed by the
gseminar. Alan pointed to the possibility of some fruitful
coalitions among these institutions.

The week’s activities concluded with a festive dinner. At
this dinner, participants were given a booklet that included
short autobiographical sketches developed by seminar
participants. These sketches included addressez and phone
numbers, and it isg hoped that participants will usze thisa
information to¢ continue back home converzationz launched during
the week in Jerusalem.
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! Refer to The Dewev Schogl and selections from Heilman's Defenders of the Faith (in
packet of readings).




8:30 - 9:15am

9:15

10:00 - 10:45

10:45-12:00pm

12:00 - 1:00

1:00 - 1:45

1:45 - 2:45

2:45 -
3:30 - 5:30

5:30 - 7.00

7:00 -9:30

Monday, July 11th ,1994
THWN AN 7

REVIEW DAY 1 PROCEEDINGS (Mishkenot Sha'ananim)
Daniel Pekarsky

Depart for Yeshivat Har Etzion

Visit Beit Hamidrash, Library, Yaakov Herzog Center
Shmuel Wygoda, Yehuda Schwartz

A CONVERSATION WITH RABBI AHARON
LICHTENSTEIN ?
Moderator: Shmuel Wygoda

POINT COUNTER POINT
Ruth Calderon and Moti Bar-QOr

Lunch (Yeshivat Har Etzion)

PROCESSING THE MORNING SESSION
Shmuel Wygoda and Barry Holtz

Depart for Jerusalem
Break

DINNER IN WORK GROUPS
(Mishkenot Shaananim)

GREENBERG'S CONCEPTION OF AN EDUCATED JEW?
(Zionist Confederation House)

7:00-7:45  Introduction to the Educated Jew Project
Seymour Fox and Daniel Marom

7:45-9:30  Understanding Greenberg's Vision
(In sub-groups)
Seymour Fox and Daniel Marom

2. Refer to Rabbi Aharon Lichtenstein's letter and "Ideology of Hesder".
Refer to Gedalyahu Alon's article: "Lithuanian Yeshivas".

’. Refer to Prof. Moshe Greenberg's article: "We Were as Those Who Dream”.



9:00 ~ 9:45am

9:45 - 1:00pm

1:00 - 2:00

2:00 - 3:30

3:30-3:45

3:45 - 5:15

5:30-6:45

6:45 -7:30

7:30

Tuesday, July 12th, 1994

TN AN T

REVIEW DAY 2 PROCEEDINGS
Daniel Pekarsky
(Zionist Confederation House)

FROM VISION TO PRACTICE: ELEMENTS OF
TRANSLATION

9:45 - 11:30 - TRANSLATING GREENBERG'S VISION *
Seymour Fox and Daniel Marom

11:30 - 12:00 - Break

12:00 - 1:00pm DIMENSIONS OF TRANSLATION
Seymour Fox and Daniel Marom

Lunch

A CONVERSATION WITH PROFESSOR GREENBERG
Moderators: Seymour Fox and Daniel Marom
(Zionist Confederation House)

Break

ALTERNATIVES CONCEPTIONS OF THE EDUCATED
JEW - SESSION 1
Seymour Fox and Daniel Marom

WORK GROUPS
(Mishkenot Sha'ananim)

Break
Dinner (at the home of Alan and Nadia Hoffmann)

YEHUDA AMICHAI READING HIS POETRY
(39 Tura Street, Yemin Moshe)

*. Refer 10 Prof. Seymour Fox's article: "Ramah: A Setting for Jewish Education”






9:00 - 9:45am

9:45 - 12:00pm

12:00-1:00

1:00 - 2:30

2:30 - 4:30

4:30 - 5:30

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

8:00 - 10:00

Thursday, July 14th, 1994
TN AN N

(all day at Beit Shalom, 20 Ahad Ha'am St.)

REVIEW DAY 4 PROCEEDINGS
Daniel Pekarsky

CASE-STUDY
Kyla Epstein and Daniel Pekarsky

TOWARDS A COMMUNITY-WIDE AGENDA
Michael Rosenak and Alan Hoffmann

Lunch
WORK GROUPS (Beit Shalom)

DISCUSSION OF COMMUNITY PLANS
Gail Dorph

CLJE AND THE LOCAL COMMUNITIES: NEXT STEPS
Alan Hoffmann

EVALUATION SESSION
Break

CONCLUDING DINNER AND SUMMATION
(Bett Shalom)



GOALS SEMINAR: DAY | PROCEEDINGS
INTRODUCTORY SESSION

The moming began with words of welcome from Alan Hoffmann. Alan recalled for the group
the decision on the part of the Mandel Commission on Jewish Education to avoid the issue of
substantive goals for Jewish education. The basis for this avoidance was the belief that addressing this
kind of a substantive issue would destroy the Commission: the views of the Commissioners on
matters of substance were so disparate and at odds, there was good reason to think that no good
purpose would be served by focusing on them at a time when the challenge was to work towards a
shared agenda for the improvement of Jewish education in North America. At the same time, it was
recognized by everyone that in the aftermath of the Commission, the issue of substantive goals for
Jewish education would have to be addressed. Increasing the number of full-time educators or the
number of children who get to Israel are goals of an important kind; and so is the larger goal of
changing demographic trends. But these kinds of goals cannot substitute for substantive educational
goals — that is, for goals that identify the kinds of skills, attitudes, understandings, and approach to
life one would hope to guide the young towards. Indeed, if the problem of Jewish continuity in North
America is to be effectively addressed, getting ciearer about our goals and trying systematically to
achieve them will prove critical.

Alan indicated that the seminar represents the beginnings of a process in which we jointly
explore the various issues that need to be understood and addressed. While the seminar should help
us clarify the issues and our agenda, it will not eventuate in neat formulas. Alan also commented on
the rich diversity of the group: lay/professional, different denominational affiliations, different
communities, different kinds of institutions, etc. Such diversity promises to enrich the seminar in
NUMErous ways.

This last point was reiterated by Seymour Fox in his words of introduction. Seymour went
on to speak of the background to the Goais Project. He referred to the way in which near the turn
of the century the Flexner Report turned medical education on it head, and he expressed the hope
that the work of Mandel Commission had launched a similar revolution in Jewish education.

No sooner was the work of the Commission over than the Educated Jew Project was
launched. The reason was simple: in a world like our own, where we can choose whether to remain
Jewish or not, Jewish education must frontally address the "Why remain Jewish?" question. If they
are to reach the young and engage them they must initiate them into forms of Jewish existence that
they will find so meaningful that they will win out in the competition with other forms of life that may
beckon What this means is that these educating institutions must seriously ask the question: towards
what kind of an individual and towards what kind of a society are we educating? The "Educated Jew"
Project is designed to produce a variety of answers to this question, answers which can serve as
guides, as resources, or as foils for communities, institutions, and individuals in process of developing
their own answers to such questions.

Seymour underscored his point concerning the importance of having a powerful vision with
reference to general education. According to the work of Mike Smith, now Under-Secretary of



Education and former Dean of the Stanford School of Education, Troubled by the fact that most
reform efforts failed, Smith looked carefully at those that succeeded. What he found: the presence
of a powerful vision, internalized by the staff and reflected in the institution's goals and daily life, was
the critical variable. Not only, Seymour added, does the presence of a compelling vision and
associated goals make for greater effectiveness, it's also a condition of accountability -- the kind of
accountability that is increasingly being demanded of Jewish educating institutions by the agencies
and leaders that are looking to them to improve our situation.

Following Seymour's introductory comments, Daniel Pekarsky walked participants through
the scheduled program. He noted that the seminar was designed to offer participants an opportunity
to deepen their understanding of the kinds of problems to which the Goals Project is a response; to
work towards a shared set of concepts, assumptions, and issues that would establish a working
universe of discourse,; to better understand what it means to speak of an institution as vision-driven
by looking at a number of such institutions; to look carefully, but with attention to alternatives, at
Moshe Greenberg's vision of an educated Jew as a way of a) developing a deeper understanding of
what enters into a vision and b) reflecting on the difficult task of moving from vision to the design
of an educational environment. In the last days of the seminar focuses on how institutions might
approach the process of become more vision-driven and goals-oriented than many now are, as weil
as on the important question of what participants in the seminar and CIE can do when the seminar
is over to help catalyze progress in this arena. Addressing this question is one of the issues that the
Community-based work groups will be struggling with.

Daniel ended his comments by asking participants to be sure to fill out the biographical
information sheet included in the packet of matenals. Please try to return it by Monday evening.

PRESENTING THE PROBLEM

The structure of this session was as follows: participants were given a series of general
statements, some positive and some negative, concerning the place of goals in Jewish education, and
they were asked to offer examples from out of their own experience of the different generalizations.
In the context of discussing these examples , various dimensions of the goals-problem in Jewish
education emerged. In addition to helping to articulate this problem, the exercise was intended a)
t0 encourage participants to use the lens of goals to review educational settings they are familiar with,
b) to emphasize the importance of using their own experience to test out claims or hypotheses
considered in the seminar; and c) to highlight the fact that the picture in Jewish education is not all
bad — that in fact some good things have been and are happening. It is important to note in this
connection that a variety of positive examples were discussed in this session, but because the focus
of the session was on "the problem”, these examples are not highlighted below. (This said, it's
important to note that there is a lot to be leamed from such success-stories! They may well be worth
returning to.) Below are some of the points discussed in this session:

No goals- or vague goals - informing the educational process. The initial point made under
this heading is that oftentimes educators are handed teaching assignments without any specification
of the goals to be achieved. They may, for exampie, be told to "teach Bible," as though it were self-
evident what educational goals are to be worked towards in the study of Bible. But this is far from



true: the Bible could be used as a vehicle of numerous and vaned educational goals — as a vehicle of
teaching reading skills or interpretive skills; as a vehicle of encouraging certain attitudes or beliefs;
as a vehicle of learning about history, or about theology, etc. To say "Teach Bible," unless the
comtext is one that make it very clear what that means, is to leave up to chance what wll actually be
the focus of instruction.

Sometimes there are goals, but they may be very vague goals like "a strong Jewish identity,"
which, acceptable though they be, don't offer much practical guidance. We spoke in this connection
about two matters worthy of emphasis:

a that lay-leaders and professional educators sometimes talk about the zims of Jewish
education using very different kinds of language, Whereas lay leaders may use
language like "strong Jewish identity”, professional educators may be inclined to use
much more concretely focussed concepts to define their mission. There is a need for
these groups to taik to each other about goals in more fruitful ways.

b. While vaguely expressed goals may sometimes grow out of unawareness that what
is being expressed is very vague, there are times when vagueness is more deliberate.
The more general, the more vague the language in which a goal is expressed, the
easier it is to galvanize consensus around it. But at a price! The price is that the goal
fails to offer significant guidance for the educational enterprise. For it's consistent with
numerous interpretations. [Ideals expressed in vague language may also serve another
purpose: they may allow us to avoid thinking through carefully what we ourselves
really believe. It's easy to say that I'm for "a strong Jewish identity;" it's much harder
to offer a senous interpretation of what that means to me.

tely e ied in the life of the institution. The general point here is
that while one can point to activities in the curriculum that correspond to goals, the relationship of
means to ends is often seriously problematic. That is, if one looks honestly at what's being done, it
becomes apparent that it's highly unrealistic to imagine that the activities in place are likely to realizes
the goals in question.
In fact, there are times when a careful scrutiny of what's being done might lead one to the conclusion
that our efforts are actually counter-productive,

To approach a goal seriously is to step back and to ask: "If we're really serious about trying
to realize this goal, what would we really have to do?" This might involve careful clarification of the
goai as well as a systematic effort to reflect on the kinds of experiences and settings that would be
likely to make goal-attainment a reasonable prospect. To work seriously towards the achievement
of a particular goal may require an enormous amount of effort and significant transformations of the
educational environment.

This point gave rise to the suggestion that educational institutions are more likely to be
effective if they limit themselves to a few carefully conceived goals, rather than to address a whole
lot of them. For the result of the latter is that they may end up not doing justice to any one of them,



To concentrate on just a few central goals is to make it possible to organize the mstitution's energies
and resources around their achievernent in a way that would be impossible if there were many goals.
Reference was made in this connection to David Cohen et. al.'s book THE SHOPPING MALL HIGH
SCHOOL, which describes the way in which American high schools avoid deciding what's really
worth teaching and learning by incorporating every which goal and subject.

This comment prompted the observation that institutions - educational and otherwise — are
well know to add new goals and priorities; but they find it much more difficult to subtract priorities -~
that is, to say that in order to concentrate on X, which we now realize is really critical, we will no
longer emphasize Y and Z.

Are the goals compelling to the stakeholders? The next set of generalizations focused on
whether or not key stakeholders themselves identified strongly with the goals that define the work

of the institution. According to Senge, uniess people are strongly identified with a goal, they are
unlikely to work hard towards its achievement — especially when the going is rough. Conversely, if
they are really committed to the goal, they are likely to approach the effort with a seriousness and
ingenuity that may be very powerful in its effect. The reality in Jewish education is that many
stakeholders, including key educators, often don't identify at all, much less very strongly, with the
beliefs and norms of the institution in which they are teaching.

This point brought forth a number of issues, including the following:

1) given realities in the field, it may be difficult to find educators share the institution's
outlook (but here the question was raised: do institutions invest much energy in
guiding the educators that work for them towards a serious appreciation of the
institution's goals and outlook?)

2) When one asks, "Are the goals compelling to the key stakeholders, who does one
have in mind? Whose goals are they? To what extent do they reflect views of the
frontline educators or the views of the parents? And to what extent are efforts made
to get these categories of individuals to understand and identify with the institution's
priorities and aspirations? In this connection, the point was made that parents are
sometimes viewed by educators as "the pollution” which children need to be protected
against; whereas in fact they should be regarded as part of "the solution”. The point
here is that efforts to educate parents concerning the institution's goals and to elicit
therr understanding and support are far more likely to be helpful than are efforts to
simply try to ignore or to compete with what children get at home.

In the course of this discussion, a number of other points were put on the table:

1. Issues relating to pluralism. Educating institutions that are committed to the acceptance
of diversity within the Jewish community often try to construct a tent that's large enough to house
everybody. This can give rise to a serious problem: if the institution wants to continue to be 2 piace
where everybody feels at home, it may be forced to adopt educational goals that are so vague and
general as to offer little positive sense of direction. If, on the other hand, the institution decides to



develop more concrete substantive goals that offer more guidance to the enterprise, the result may
be to marginalize and possibly exclude individuals who don't fall within the framework of these goals.
Particularly in smaller communities, where there are few educational option for families, there may
be a refuctance to define the educational enterprise in terms of goals that will make some people feel
exciuded in this way.

2. Turf-issues. A question arose concerning a situation in which more than one institution had
a stake in being the address for the attainment of a particular goal, For example, in a given
community,local congregations, a JCC and College of Jewish Studies might both have a desire to
engage the adult population in serious study. While it was noted that this kind of competition is not
necessarily a bad thing, it was aiso clear that it could be, and that this might be an arena in which
communal planning, guided by a larger vision of what the community should be working towards,
could prove invaluable.

VISION-DRIVEN INSTITUTIONS: GIVE ME A FOR INSTANCE

This session began with a final point concerning the place of goals in Jewish education:
namely, that sometimes it is not obvious why the achievement of a particular goal is destrable. The
point was made in this connection that educational goals are not self-justifying, that they are to be
justified by showing how they contribute to a form of Jewish existence that is intrinsically worthwhile.
That is, if one can show that and how the achievement of a particular goal is essential to living a kind
of Jewish life that is already recognized to richly meaningful, then the importance of achieving the
goal is self-evident.

This is one of the meanings of the phrase that goals must be anchored in vision. One's vision
of a meaningful Jewish existence becomes a source for identifying important educational goals —
namely, those the achievement of which are written into the vision. Beyond this, the vision functions
to imterpret the goal. The example of Hebrew proficiency was given: a number of people might agree
that Hebrew proficiency is important, but depending on the vision of Jewish existence that guided
their endorsement of hebrew proficiency, they might understand Hebrew proficiency and its
contribution to life very differently. A secular-Zionist and the head of a Haredi Yeshiva might both
think Hebrew proficiency, but because of underlying differences in their vasions of the way we should
live as Jews, they would understand the nature of Hebrew proficiency, the contexts in which it is to
used, its purposes, and the attitudes to accompany the use of hebrew in very different ways. In such
cases, vision does more than to say that Hebrew proficiency is important; it also explains why it's
important and even what it means. (Later a similar point was made in relation to the ideal or goal of
"life-long learning": the teachers in the Haredi Yeshiva described by Heilman and a teacher in the
Dewey School might both espouse a passionate commitment to life-long learning. But this
commitment grows out of radically different visions of how life should be lived, of why life-long-
learning is important, of what kind of learning is worthwhile learning, and of what kinds of skills and
attitudes are necessary forit. It is only in relation to the underiying vision of a meaningful existence
that "life-long learning" acquires its meaning, its justification, and its educational implications.

The suggestion that goals need to be justified in a vision of 2 meaningful Jewish existence



raised questions about how we are to understand the concept of "meaningfulness”. The comment was
made that to speak of a Jewish existence is meaningful is to say that the person (whose existence it
is) finds it personally meaningful (on one or more levels). As noted earlier, if our contemporaries do
not find living Jewishly personally meaningfil, they may go elsewhere. Though this point was not
challenged, the point was made that to speak of Jewish existence as "meaningful® may -- and perhaps
should - also mean something else: namely, that it is a worthy form of Jewish existence.

THE DEWEY SCHOOL AS A VISION-DRIVEN INSTITUTION

A simulation of a short episode in the kitchen of the Dewey school provided the background
for looking at Dewey's vision of a meaningful human existence and the way it was embodied in the
life of his school. In the simulation, the teacher and the 6th graders struggled with two problems: the
cake that didn't rise and the child whose kashrut would stand in the way of his eating the hamburgers
that had been put on the menu.

After the simulation, key elements of Dewey's vision were discussed: his commitment to the
method of science as the method of everyday life; his belief that life at its best is a process in which
we are constantly leaming and growing from the experiences that we have; and his beliefs concerning
the importance of encouraging individuality and personal growth but in such a way that the individual
continues to contribute to the well-being of the community. The ideal community is one in which each
is engaged in work that is a source of personal growth and that contributes in a perceptible way to
the welfare of the community.

After clarifying elements of the vision, we examined the ways in which this vision was implicit
in the episode we looked at; for the claim was made that in a vision-driven institution, you'd find
evidence of the wision in any snapshot or cross-section you looked at. In the context of this
discussion, questions arose concerning a) the adequacy of the simulation as an example of what
Dewey would have done; b) whether Dewey’s ideas are appropriate to the arena of Jewish education;
¢) questions concerning Dewey's vision — for example, does it have room in it for an individual who
wants to go his’her way in independence of the group?

This part of the session concluded with a summary of some key features of vision-driven
institutions:

1. there is a clear, shared, and compelling vision of the kind of individual and community toward
which one believes one should educate.

2. Anchored in this vision are ciear educational goals which guide the enterprise.

3. Cumniculum, pedagogy, physical organization, social organization, ethos all in various ways reflect
the goals and the vision that the institution is committed to. The vision suffuses the life of the
institution.

4. The educators are whole-heartedly identified with the vision and goals the institution represents;
they embody it in their own lives and it guides their efforts at education.



5. Because the vision is genuinely compelling to the key stakeholders, because they genuinely care
about its actualization, gaps between the vision and actual outcomes are deeply troubling and serious
efforts are made to close these gaps.

Another feature of such institutions, noted as a follow-up to this list by one member of our
group, is that such institutions have a profound sense of mission; they believe that they are necessary
to achieve some important state-of-affairs which, in their absence, would not be accomplished.

In response to point #5, the point was made that the gap between vision and outcome can be
closed in more than one way: one of them to transform our educational practices so as to achieve the
vision; another is to revise the vision in such a way that the gap disappears. This matter is discussed
by Senge, who claims that, faced with a gap between aspiration and attainment, we are often too
quick to lower our aspirations rather than to tackle the difficult but chailenging question of what we
might do to actually achieve our aspirations.

Another issue that was raised was the following: can a vision-driven institution be successful
in its efforts when it is not surrounded by a familial or general culture that is at one with its at one
with its outlook? That is, what other the social conditions under which such an institution is likely to
have a profound impact?

At the conclusion of the Dewey discussion, the point was made that although Dewey himself
works from vision to educational design, this is not the only route for an institution interested in
becoming more adequately organized around compelling goals. While an institution's efforts at self-
improvement might begin with a systematic effort to articulate its vision, its efforts might begin at
another level — say, with an effort to figure out what it's really after in its history, or Bible, or Hebrew
curriculum. Taken seriously and pursued, such questions might only illuminate practice but carry one
"upwards" to reflection concerning questions of basic goals and vision.

THE EXAMPLE OF EARLY SECULAR-ZIONISM

The Deweyan example of vision-drivenness was followed by a discussion of the role that
vision played in guiding early secular-Zionist debates concerning education. Daniel Marom suggested
that Palestine was a kind of "lead community™ for secular-Zionist ideology, the arena in which its
leading ideas were to be tested out and embedded. It was clear to the leaders of the Yishuv that
education would need to play a critical role in this process, and they set about systematically trying
to embed the tenets of their vision in early educational istitutions, These tenets included:

1. Hebrew as a living language, integral to being a nation.
2. Integration of Jewish and general aspects of existence.

3. The Land of Israel, with emphasis on the rofe of the Jewish People as producers
(rather than middlemen) )

4. Incorporation of Jewish tradition into national consciousness.



The power of this example lies in the fact that efforts of the visionaries who were dedicating
to embedding their vision in the Yishuv were successful! An example, Eliezer Ben Yehudah's
passionate commitment to the Hebrew language, his insistence on speaking it at all times in a period
when nobody else used it as an everyday tongue, eventuated in the development and spread of the

language.

An examination of the debates surrounding, say, the attempt to turn to Tu Bi"Shvat into a
tree-planting festival clearly revealed the extent to which the Teacher's Union that struggled with this
matter were guided their vision of what a secular-Zionist community needs to be and how education
can contribute to this effort.

This being an example of the successful effort to transform a vision into a shared social reality,
the question was raised: what happens after the vision is realized? Once it's fully embedded in the life
of the community — in the way, say, that Hebrew or the celebration of Tu B'Shevat now are in [srael -
does the vision become routimzed? Does it lose its power? In response, it was suggested that though
this may sometimes happen, sometimes ways are found to pour new meaning into the vision, or into
the customs associated with it. An example of this was linking Tu B'Shevat in the USA to tssues of
ecology that were on the minds of Americans.

The session concluded with a discussion of the fact that the two themes that are central to
Dewey — life-long learning and the integration of individual and community — are also central within
Judaism, there being a vanety of textually grounded interpretations of these notions. It was agreed
that in our efforts to think about the kinds of visions that guide Jewish education, such interpretations
need to be considered. One such interpretation will be found in Professor Greenberg's vision of an
educated Jew.

CONCLUDING ACTIVITIES

The end of the day included the first opportunity for the Community-based work groups to
meet together to discuss ideas put on the table and to begtn thinking about the development of a
community plan designed to encourage local institutions to wrestle with increasing seriousness
concerning issues of goals. There was aiso, after dinner, a chance for small groups to gather to
discuss the portraits-exercise.

In addition, over dinner, Shmuel Wygoda offered an orientation to our upcoming visit to
Yeshivat Har Etzion. His discussion began with an articulation of the vision that guided tradiuonal
Lithuanian Yeshivot and the ways in which that vision has been expanded by the Hesder movement
in Israel. The ideal of Torah Li'Shmah, of Torah as a guide to life, and of the Talmid Chacham
remains intact, but it is accompanied by a vision of the ideal Jew as one who is also deeply committed
to securing the welfare of Israel as a political and social community. While the rabbis who head
Yeshivat Har Etzion are in their own lives "on the Left", they don't urge this on their students; what
they do urge is that they take seriously the political, social and military issues that the country faces



5. Because the vision is genuinely compelling to the key stakehoiders, because they genuinely care
about its actualization, gaps between the vision and actual outcomes are deeply troubling and serious
efforts are made to close these gaps.

Another feature of such institutions, noted as a follow-up to this list by one member of our
group, is that such institutions have a profound sense of mission; they believe that they are necessary
to achieve some important state-of-affairs which, in their absence, would not be accomplished.

In response to point #5, the point was made that the gap between vision and outcome can be
closed in more than one way: one of them to transform our educational practices so as to achieve the
vision: another is to revise the vision in such a way that the gap disappears. This matter is discussed
hy Senge, who claims that, faced with a gap between aspiration and attainment, we are often too
quick to lower our aspirations rather than to tackle the difficult but challenging question of wbat we
might do to actually achieve our aspirations.

Another issue that was raised was the following: can a vision-driven institution be successful
in its efforts when it is not surrounded by a familial or general cuiture that is at one with its at one
with its outlook? That is, what other the social conditions under which such an institution is likely to
have a profound impact?

At the conchusion of the Dewey discussion, the point was made that although Dewey himself
works from vision to educational design, this is not the only route for an institution interested in
becoming more adequately organized around compelling goals. While an institution's efforts at self-
improvement might begin with a systematic effort to articulate its vision, its efforts might begin at
another level — say, with an effort to figure out what it's really after in its history, or Bible, or Hebrew
curriculum. Taken seriously and pursued, such questions might only illuminate practice but carry one
"upwards" to reflection concerning questions of basic goals and vision.

THE EXAMPLE OF EARLY SECULAR-ZIONISM

The Deweyan example of vision-drivenness was followed by a discussion of the role that
vision played in guiding early secular-Zionist debates concerning education. Daniel Marom suggested
that Palestine was a kind of "lead community” for secular-Zionist ideology, the arena in which its
leading ideas were to be tested out and embedded. It was clear to the leaders of the Yishuv that
education would need to play a critical roie in this process, and they set about systematically trying
to embed the tenets of their vision in early educational istitutions. These tenets included:

1. Hebrew as a living language, integral to being a nation.
2. Integration of Jewish and general aspects of existence.

3. The Land of Israel, with emphasis on the role of the Jewish People as producers
(rather than middlemen) )

4. Incorporation of Jewtsh tradition into national consciousness.



and do their share to address them. In various ways that Shmuel articulated, institution reflects this
complex vision that he described.



CIJE GOALS SEMINAR -- PROCEEDINGS FOR DAY 2
DVAR TORAH

The moming began with Bob Hirt's Dvar Torah. Using an interpretation of the story
of Cain as a springboard, he articulated a classical Jewish position concerning the parental
responsibility to educate one's children. To assume that one's child is already an 'Ish”, a
fully developed person (as did Cain's parents), and thus to abdicate the responsibility to
educate is to ask for serious trouble. Cain belatedly understood how he himself had suffered
from this abdication; in the spirit of tshuvah he took his own responsibilities as an educator
very seriously, as evidenced by his naming his son "Chanoch” — "the educated one.” The
Dvar Torah concluded with a very moving image of Jewish leaming drawn from the writings
of the late Rabbi Joseph Soloveitchik. In the piece we looked at Rabbi S. is engaged in
learning with a group of students -- in the presence of figures like the Rambam, who add
their voices to the conversation. The students discuss and argue not just with the Rabbi but
also with these giants of Jewsh thought who show up as partners to a conversation that spans
the generations.

REVIEW OF DAY 1 PROCEEDINGS

The review of Day 1's proceedings brought forth a number of observations. The
statement that Rabbi Lichtenstein was "on the Left” was corrected with the suggestion that
what needed to be said is that the leaders of the Har Etzion Yeshiva are "identfied in their
own lives with the political center and the Left."

It was observed that the proceedings did not adequately emphasize that one of the
sertous obstacles to the development and implementation of educational goals is that there
is often a substantial dissonance between the outlooks of professionals and the student-
population.

We also returned to issues concerning pluralism and inclusivity that had not been
adequately summarized in the proceedings. Here are some points that were made:

1. One of the points that was reiterated in this context is that sometimes in the
effort to include everyone, there is a tendency to bow to the requirements of
the most observant, of skewing things in their favor.

2. In the beginnings of an educational institution,it may be easier to discuss
goals and vision in a serious way — to articulate what you are and are not
strongly committed to -- than later on; but even thenthere are counter-
pressures, e.g. the need to generate a clientele.



3. The push towards inclusivity may derive from financial necessity (in
institutions struggling for membership), or from a desire not to "leave someone
out in the cold,” or from a commitment to an ideal of pluralism. But the push
towards inclusivity may bring a number of problems that were articulated: a)
sometimes the most powerful faction ends up dictating the terms of the
institution's life; b) sometimes, in the name of creating consensus the
institution develops a very watered-down, pareve agenda — for example, the
institution that gave up all tfillah because of an inability to find a form of
prayer that would be satisfactory ail around; c) sometimes the search for a
vision that will satisfy everyone leads to an effort to achieve a consensus of
different views, without any serious effort to engage in the kind of serious
study in which an adequate vision could be grounded.

4. Tt was suggested in this connection - really reiterated from the day before -
that mature and wise tnstitution is one that realizes that the price of trying to
satisfy everyone 1is too high, that, even at the price of excluding some, it must
take a stand concerning what is and is not important to it. As suggested above,
this may be easier to do in some stages of an institution’s life than in others.

In general, the issue of inclusivity and pluralism —of the possibility of reconciling
inciusivity with a vision that is substantively rich and compelling enough to guide but not
marginalize the constituent groups - was addressed in this discussion. It remains in need of
further discussion.

VISIT TO YESHIVAT HAR ETZION

This visit offered an opportunity to see a living example of a vision-driven institution.
Therefore, both parts of the experience — the chance to look around and the chance to hear
about the underlying vision -- were critical. The summary of what we saw when we looked
around is selective; it focuses on those features (some, certainly not ali) of the settings we
visited that seemed to aptly reflect the vision. Ounly in some cases do the proceedings
explicitly make these connections; if in the other cases, the connections are unclear, this
should be discussed.

Looking around. In the Bet Midrash, we saw young and not so young men, including
Rabbi Lichtenstein, engaged in study. Some studied alone, others in pairs. There was a lot
of noise, some movement. The sun shining through the windows created an airy atmosphere;
looking through the windows, one could see the beautiful hills in the distance. The room
was filled with chairs that were tied to the floor; but they swiveled in such a way that one
could face the table in front of one or turn towards one's study partner with ease.



CUE GOALS SEMINAR -- PROCEEDINGS FOR DAY 2
DVAR TORAH

The moming began with Bob Hirt's Dvar Torah. Using an interpretation of the story
of Cain as a springboard, he articulated a classical Jewish position concerning the parental
responsibility to educate one's children. To assume that one's child is already an Ish”, a
fully developed person (as did Cain's parents), and thus to abdicate the responsibility to
educate is to ask for serious trouble. Cain belatedly understood how he himseif had suffered
from this abdication; in the spirit of tshuvah he took his own responsibilities as an educator
very seriously, as evidenced by his naming his son "Chanoch” -- "the educated one.” The
Dvar Torah concluded with a very moving image of Jewish leaming drawn from the writings
of the late Rabbi Joseph Soloveitchik. In the piece we looked at Rabbi S. is engaged in
learning with a group of students -- in the presence of figures like the Rambam, who add
their voices to the conversation. The students discuss and argue not just with the Rabbi but
also with these giants of Jewish thought who show up as partners to a conversation that spans
the generations.

REVIEW OF DAY 1 PROCEEDINGS

The review of Day 1's proceedings brought forth a number of observations. The
statemment that Rabbi Lichtenstein was "on the Left” was corrected with the suggestion that
what needed to be said is that the leaders of the Har Etzion Yeshiva are "identified in their
own lives with the political center and the Left.”

It was observed that the proceedings did not adequately emphasize that one of the
serious obstacles to the development and impiementation of educational goals is that there
is often a substantial dissonance between the outlooks of professionals and the student-
population

We also returned to issues concerning pluralism and inclusivity that had not been
adequately summarized in the proceedings. Here are some poiats that were made:

1. One of the points that was reiterated in this context is that sometimes in the
effort to include everyone, there is a tendency to bow to the requirements of
the most observant, of skewing things in their favor,

2. In the beginnings of an educational institution,it may be easier to discuss
goals and vision in a serious way — to articulate what you are and are not
strongly committed to - than later on; but even then,there are counter-
pressures, e.g. the need to generate a clientele.



3. The push towards inclusivity may derive from financial necessity (in
institutions struggling for membership), or from a desire not to "leave someone
out in the cold,” or from a commitment to an ideal of pluralism. But the push
towards inclusivity may bring a number of problems that were articulated: a)
sometimes the most powerful faction ends up dictating the terms of the
institution's life; b) sometimes, in the name of creating consensus the
institution develops a very watered-down, pareve agenda — for example, the
institution that gave up all tfillah because of an mability to find a form of
prayer that would be satisfactory all around; c) sometimes the search for a
vision that will satisfy everyone leads to an effort to achieve a consensus of
different views, without any serious effort to engage in the kind of serious
study in which an adequate vision could be grounded.

4. Tt was suggested in this connection - really reiterated from the day before -
that mature and wise institution is one that realizes that the price of trying to
satisfy everyone is too high, that, even at the price of excluding some, it must
take a stand concerning what is and is not important to it. As suggested above,
this may be easier to do in some stages of an institution’s life than in others.

In general, the issue of inclusivity and pluralism —of the possibility of reconciling
inclusivity with a vision that is substantively rich and compelling enough to gmde but not
marginalize the constituent groups - was addressed in this discussion. It remains in need of
further discussion.

VISIT TO YESHIVAT HAR ETZION

This visit offered an opportunity to see a living example of a vision-driven institution.
Therefore, both parts of the experience — the chance to look around and the chance to hear
about the underlying vision -- were critical. The summary of what we saw when we looked
around is selective; it focuses on those features (some, certainly not all) of the settings we
visited that seemed to aptly reflect the vision. Only in some cases do the proceedings
explicitly make these connections; if in the other cases, the connections are unclear, this
should be discussed.

Looking around. In the Bet Midrash, we saw young and not so young men, including
Rabbi Lichtenstein, engaged in study. Some studied alone, others in pairs. There was a lot
of noise, some movement. The sun shining through the windows created an airy atmosphere;
looking through the windows, one could see the beautiful hills in the distance. The room
was filled with chairs that were tied to the floor; but they swiveled in such a way that one
could face the table in front of one or turn towards one's study partner with ease.



In the library, we were told, the books cover a much greater range than is typically
associated with a Yeshiva — books that go beyond the world of Talmud and Halacha. In the
library many of the cabinets are dedicated to students who had served as soldiers and been
killed. To honor their memory,their names and their pictures were found on these cabinets.

In the Pedagogic Center upstairs, we discovered ar even broader array of books --
including books written by nop-traditional Jews and gentiles. These books, which might
include general history, philosophy, and literature, were sometimes read by the students
when, after a long day's study, they wanted "a break.” The Pedagogic Center was regarded
as the critical site in the movement from vision to educational practice, and there were many
books devoted to the work of the educator.

THE MEETING WITH RABBI LICHTENSTEIN

Some of us saw Rabbi Lichtenstein in three settings in the short ime we were there:
studying alone m the Bet Midrash, teaching a class to a group of some 60 students, and
meeting with us to discuss the institution’s vision. In his presentation, Rabbi L. began by
speaking of the gap between "what we are and what we would like to be". Though there is
significant resemblance between actuality and ideal, there is inevitably a gap — a gap which
energizes the mstitution towards improvement.

Rabbi L. characterized the Yeshiva by explaining what yeshivas,in general, are like;
what Hesder is; and what the unique features of this institution are. In speaking of the
features of yeshivot in general, he began by stressing their non-professional character — the
fact that those studying there are doing so not to secure professional advancement, but for
very different reasons, The engagement in study is a response to a Mitzvah - the
commandment that we exercise our intellectual powers in the world of Revelation. The goal
of the Yeshiva is to prepared its students for a full and proper engagement in such a life.

The focus of study is the "Oral Tradition”, not the Written Law. In the Oral Law 1nuch
more than in the Written Law, there is an emphasis on normativity. The focus is on our
religious life as commanded beings.

In the Yeshiva, the atmosphere and the modes of study all testify to the existential
significance of what is going on. Study is grounded in the belief concerning the divine
character of the text that is being examined. In this sense, though the activity is heavily
intellectual, it is not merely intellectual; it is an act rich with spiritual, religious meaning and
provides the student with spiritual uplift. The inviolate sanctity of the text also explains the
loud arguing that goes on and the careful attention to detail: for if the text really is an
expression of God's law, it is of the utmost importance that we do everythung we can to
clanify its meaning,. '



In speaking of Hesder Yeshivot, Rabbi L. emphasized their emphasis on "Torat
Chesed" — on Torah that is accompanied by the desire to do good, to engage in acts of mercy
and kindness. Interpreted within the framework of Hesder Yeshivot, this means a
commitment to study and live with an eye towards conmbuting in positive ways to
interpersonal situations as well as to the life of the nation. Torat Chesed is associated with
study informed by a desire to teach; but it is also associated with the desire to participate in
Israel's overall defense effort and to respond in other ways to national and communal needs.
Such activity is not separate from, but an expression of, one's spintual life and groundedness
in Torah.

Yeshivat Har Etzion, as distinct from other Hesder Yeshivot, reflects a much broader
range of ideas and books — a much greater openness to the larger secular culture. Many of
the faculty are university educated, and Rabbi L. himself frequently alludes to the likes of
Milton, Ben Johnson, Burke, etc. Rabbi L. said quite explicitly that he felt that there were
important things one could learn from such figures. While this bespeaks a kind of openness,
he acknowledged that to outsiders the Yeshiva mmght still seem somewhat monastic. The
general message: to the extent that the students are solidly grounded in Torah, reaching out
to the general culture may be ok and even desirable. (One of the questions raised by one of
our group concerned whether the ideology and the practices of the institution in areas relating
to "outside learning” were sufficiently developed.)

In discussing the Rav's role as an authority, Rabbi L. was asked how his political
views did or did not enter into his teachung and guidance. He indicated that most students in
the yeshiva do not share his views; nor does he seek to impose them. Still, an important kind
of political education does go on at Yeshivat Har Etzion. Students are encouraged to
appreciate the importance of understanding and participating in the political life of their time
and responding in a thoughtful and active way to the issues and needs of their time. The
same kind of thoughtfulness that enters into study should go into the investigation of the
country’s political 1ssues. In addition, the yeshiva emphasizes respect for other views.

The Rav was asked whether the instittmion's vision was transmitted to new faculty by
formal orientations or through the kind of osmosis that takes place when one is participates
in the life of the institution. His answer; most of the faculty are themselves graduates of the
institution and hence already share its outlook. Great care is taken in deciding who to allow
in as faculty — with greater emphasis put on their spiritual outiook than on their approach to
teaching.

ELUL

In listening to Ruth and to Moti, we got a picture of a very different kind of vision-
driven institution. Ruth, who describes herself as a secular woman, expresses her strong
unhappiness that there is no room for her at an institution like Yeshivat Har Etzion. Elul is



a place where anyone - Orthodox or secular - can come to study as an equal with others.
Below are summarized some of the central tenets of its vision and the practices associated
with them. As you look at them, you may want to think about the very different ways each
of the items mentioned would be addressed at Yeshivat Har Etzion.

Range of students. The students include males and females, Orthodox and non-
Orthodox. Everyone who wants to study is welcome. The school is, say Ruth, a bus;
everyone is welcome to come on aboard, sit down, and participate on the journey. The
presence of cribs for babies highlights the institution's commitment to make it possible for
everyone to participate.

Range of texts studied. The texts studied include classical Jewish texts like the Bible
and the Talmud but also works in modern Jewish philosophy and modem Hebrew literature
and poetry. What is actually studied from year-to-year is determined through a democratic
process in which all members can participate.Topics are proposed, and subjects are
determined through election.

What is "leamning” in Elul? Leamning Elul is done without the guidance of a rabbi and
without frontal teaching. There is a lot of learning in Chevruta, which is followed-up by
group discussions. Study tends to be inter-disciplinary. A subject is chosen and a variety of
texts that might illuminate it are then selected from out of a variety of disciplines that might
include Tanach, Talmud, philosophy, literature, and the like. In the eyes of members, their
study is enriched by the different voices that participate in the dialogue, male and female,
orthodox and secular. Participants are encouraged to bring their very different sensibilities
and concerns to the discussions that bring them together. There is a lot of disagreement, a
lot of argument together, but aiso a lot of closeness among the participants.

Study. not prayer. Rabbi Lichtenstein has stressed that there is no separation between
prayer and study, that they are really one with one another; hence, the Bet Midrash which
serves as the setting for both. In Elul, the opposite is true. As Moti put it "l can't study with
the people I pray with; and I can't pray with the people I study with.

AFTERNOON PROCESSING SESSION

Here are some of the observations that were made:
1. To some peopie, the role of a powerful individual — of "a zealot" - seemed to be critical
in helping to establish an institution. Such a person is willing to say what he/she is genuinely

for and not for — even at the price of losing potential members.

2. Someone commented that it may be easier for a visionary person to establish a new
institution than it is for a long-established institution to work towards a2 meaningful



CONSensus conceming vision.

3. It was suggested that if existing institntions do want to work towards any kind of shared
vision, a good place to begin is by giving the rank-and-file members the chance to discuss
their own journeys and visions in a kind of narrative form. Feeling heard is a good start 10
the process.

4. The question of "community-visions" came up again, and the suggestion was made that
a community-vision could mclude:

a. encouragement to local institutions to develop their own visions, including and
especially efforts to engage them in serious discussions concerning questions of vision and
goals;

b. an effort to discover in what local institutions come up with certain common themes
(the Israel experience, Tzedaka, Text Study) that might be meaningfully woven together and
tumed into 2 community-vision.

This discussion moved towards the articulation of convictions and concerns relating
to the ways in which a vision-driven institution might come into being (e.g. starting from
scratch or finding a way to work towards shared vision in an existing institution).
Acknowledging the importance of such issues and noting that they are on the agenda for later
in the seminar, Alan closed the session by taking note of the fact that the intent of this
session was to provide a powerful living example of a vision-driven institution. Running
through the formal features of a vision-driven institution articulated the day before by Daniel
P., he suggested that the two institutions we had looked at each satisfied each of these
cnteria.

INTRODUCTION TO THE EDUCATED JEW PROJECT

In Seymour Fox's introductory comments, he discussed 5 critical elements that define
the different dimensions of the Educate Jew Project — elements that range from philosophy
of education, to curriculum, to implementation, to evaluation. He indicated that while the
Educated Jew Project began its efforts with attempts to articulate visions of an educated Jew
and to examine their educational implications, the effort to move towards more goals-
sensitive education could begin at any of the levels he described.

Seymour described the range of individuals who have written for the project and
described the ways in which the conversations they have had with educators have forced both
the educators and the writers to address difficult questions concerning the meaning of the



a place where anyone - Orthodox or secular - can come to study as an equal with others.
Below are summarized some of the central tenets of its vision and the practices associated
with them. As you look at them, you may want to think about the very different ways each
of the items mentioned would be addressed at Yeshivat Har Etzion.

Range of students. The students include males and females, Orthodox and non-
Orthodox. Everyone who wants to study is welcome. The school is, say Ruth, a bus;
everyone is welcome to come on aboard, sit down, and participate on the journey. The
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without frontal teaching. There is a lot of learning in Chevruta, which is followed-up by
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the people I pray with; and I can't pray with the people I study with.

AFTERNOON PROCESSING SESSION

Here are some of the observations that were made:
1. To some people, the role of a powerful individual - of "a zealot" - seemed to be critical
in helping to establish an institution. Such a person is willing to say what he/she is genuinely
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conception and the feasibility of implementation.

Each vision, Seymour urged, suggests very different educational mmplications,
including a different conception of the ideal teacher and teacher education and a different set
of emphases for educational policy. He emphasized in this connection the role that having
a compelling conception of an educated Jew can play in helping educators select ffom among
competing goals (and thus avoid the deadly temptation to try to do a little of everything.)

The session also included some comments concerning the importance of evaluation.
Reference was made to Ralph Tyler's claim that we usually evaluate too lat e in the game —
long after it will do us any good.

At the end of this session, we broke into two sub-groups charged with working
towards a better understanding of Greenberg and developing questions for him.

QUESTIONS GRAVITATING TO THE TABLE

In the course of the last couple of days, we've done a lot of talking concerning a
number of issues. As we have done so, a number of questions seem to be surfacing for at
least some members of our seminar, questions that we may need to be adding to and paying
attention to before the seminar is done. Here is a list of some of these questions, some of
which have not yet reached the table in any formal way:

1.Is it really necessary to spend so much time looking at visions? Would we lose anything
if we only looked at vision-driven institutions and didn't then go on to focus our energies on
images of an educated Jew?

2. Exactly what are the five levels Seymour referred to in his presentation, and what did he
mean when he said that efforts to become more goals-sensitive and vision-driven could begin
at any one of them? Could he offer examples? What might this mean concretely for a
community interested in encouraging its institutions to become more goals-sensitive or
viston-dniven?

3. We have seen examples of vision-driven institutions begun by charismatic visionaries. We
have yet to see examples of existing institutions that have become more vision-driven,
especially institutions that feature the kinds of diversity and apathy we are familiar with.
What might this process look like?

4. Is it possible to have meaningful commumal goals or a meaningfil communal vision? What
might they look like? How might they function? How might they anse?



5. What role will CIJE be playing beyond the seminar in our efforts to encourage and guide
the efforts of local institutions?

6. What role, if anry, could the portrait-exercise play in institutional efforts to become more
vision-driven? Are there reasons to encourage and/or to be wary of relying on this activity?

If there are other questions you think are worth raising now that we are almost half

way through the seminar, this might be a good time to articulate them so that - over the next
3 days - we can find ways of addressing them,



CIJE GOALS SEMINAR, DAY 3 PROCEEDINGS
DVAR TORAH

In keeping with the seminar's interest in vision, Rob Toren's Dvar Torah built on some
comments from the Talmud Bavli topointto the power that a vision may have. In this passage, Rabbi
Yishmael b. Elisha suggests that it is the vision of a life guided by Torah and Mtizvot that ultimately
justifies our continued existence; stripped of the opportunity to be guided by these, {we decreed upon
ourselves not to marry and have chidden. That is, Rabbi Yishmael suggests that so fundamental is
the vision that life itself is not worthwhile if we cannot live according to it.

REVIEW OF DAY 2 PROCEEDINGS

Pointing to a passage in which it was said that in the desire to be inclusive, sometimes basic

things like Tfillah are gotten rid of, it was suggested that if the issue of tfillah does in fact divide

people in an educating institution, perhaps it is not so bad to remove it from the communal agenda--

particularly if, through so doing, the various participants who walk through the door are abie to fulfill

the higher Mitzvah of study. Others disagreed with this view, suggesting that the tfillah-example ably
exemplified the dilution of substantive in the name of inclusivity.

It was also suggested that the term "zealot”, which had been used to describe those
passionate visionaries who seem to play such an important role in the development of many vision-
driven institutions, carries a negative connotation and shouid probably abandoned in favor of more
neutral language like "passionate visionary." This prompted a mimber of comments:

a. some disagreement. It was suggested by the person who had made the original comment
concerning "zealots” that the kinds of people whom he was thinking of have something that goes
beyond being passionate visionanes.

b. In a very different vein, one participant suggested that we shouldn't forget that sometimes,
under the right circumnstances, very ordinary people do very great things. More specifically, there are
times when people who may in fact be quite ordinary may play the pivot role in organizing a group's
understanding of and efforts towards a vision (Here a comparison was draw to Schindler in the
movie SCHINDLER'S LIST.)

c. The comment was made that the proceedings did not adequately capture Ruth Calderon's
sense of passion, as well as her narrative. It would, this person indicated, have been important to
highlight her inability to be fulfilled in traditional settings and the way in which this inability led her
in the direction of founding Elul.

It was noted that although an institution may begin to lose membership if its desire for
inclusivity leads it to dilute everything too much, there is sometimes an opposite phenomenon. That
is, there are times when trying to build too much substance and too mamny expectations into an
institution may operate to drive people away.



ISSUES IN NEED OF BEING PLACED ON THE TABLE

Day 2's Proceedings ended with an articulation of a number of questions and issues
concerning the serminar that seemed to have been surfacing for some of the participants. Participants
were asked to review these questions and then to put whatever concerns they may have on the table.
Here is what came out:

1. One person suggested that we ought not to limit the concept of vision to the ideal
product of a Jewish education. On the one hand, we should be thinking of our vision
for, say, 7 year-olds; on the other hand, adults are not fimshed products. Having
moved in the direction of actualizing one vision, there will be new ones on the
horizon.

2. A number of folks felt that question #3, which focuses on reform in already-
established institutions, definitety needed attention.

3. The view was expressed that we need to understand the difference between
developing and receiving a vision. In the one case, the vision is offered by leadership
and then, if the leadership is successful, the vision will be received; in the other case,
the emphasis is on growing a vision.

4. How does the Greenberg piece relate to the CLIE enterprise?

5. What is the vision that guides the Educated Jew Project — and what's the role of
the seminar participants in this vision? What are we supposed to be buying into?

6. How do visions arise? What does the process look like? Who should be part of it?
How could such things be decided? s there a model, or a good example, of
how a vision is armived at in an already-established institution?

7. Are we looking to arrive at a community vision which will then guide local efforts — or
should we be encouraging local visions which will eventually give rise to a community-vision?? That
is, do community visions arise deductively or inductively?

8. The point was made that as important as it may be to get ideas down on paper in the effort
to formulate a vision, it must be kept in mind that "it's just words” until the ideas on paper are
interpreted more and more concretely. This led to the thought that we may need to focus on the role
of the comnuunity as a living interpreting body.

9. It is an exTor to convey to local institutions that they know and have nothing in the
domain we are interested in. It is critical to look at their efforts, listen to them as part
of the effort to work with institutions in local communities?

10 Does CIJE have all the expertise it may need to work with institutions struggling
to become more vision-driven.






decision not to make "achievement” (getting as many students into Harvard as
possible) the aim of one's efforts. The systematic effort to pursue the one aum may
well preclude the systematic effort to pursue the other.

¢. For both Ramah and for Greenberg, the initiation of students into the activity of
studying Jewish texts is at the heart of education.Seymour's discussion of the
Ramah Camp's approach to reading texts highlighted the complex set of skills that
enter into that activity and the correspondingly complex set of educational principles
that guided the Ramah effort to enable students to study texts meaningfully. His
discussion of the effort to develop these skills in the appropriate sequence in more
than one subject-area year-by-year highlights some of the complexity involved in a
systematic effort to translate a vision into practice.

At various points in the course of Seymour's discussion, questions and concerns was voiced.
In one case, a comment was made suggesting that the kind of integration of formal and informal that
Seymour was recommending was already, in at least a few schools, a realiry.

In another case the question was raised whether the Greenberg ideal was at all applicable
outside a Day School setting - say, for high school aged children attending a supplemental school.
In the words of one participants, our major problem is this latter population — that is, that great
majority of students that attend supplemental schools. Seymour’s response was to note that wile the
education of those not attending Day Schools represents a critical chailenge, so, too, is the education
of children attending Day Schools. For here, too, education often fails to be clear about and to
systematically work to achieve its major purposes. Hence there is good reason to take time to do
what this session is concerned with: namely, to look at the way the Greenberg ideal would play out
in a Day School setting.

Nonetheless, the question concerning the high school aged student who found text study for
the birds contimred to occupy some attention. One thought expressed was that the key to solving this
kind of a problem is to begin at a very early age to initiate the child into appropriate skiils and
attitudes. Another thought expressed was that educational institutions, supplemental or otherwise,
rarely reflect systematically on the question: If we're really committed to encouraging serious text-
study (as we understand it) what kinds of preparatory expenences, pedagogy, settings, etc. have a
chance of being successful with the category of individual we're thinking of. Perhaps a careful
effort of this kind, one that perhaps learns from success-stories we're familiar with, would give rise
to educational efforts that are much more successful than wee might think possible.

(Greenberg himself, when asked about the possibility of cultivating his vision in a
supplemental school setting of the kind most American Jewish children participate in,
expressed some skepticism concerning the possibility of success. By implication, his
own instinct would probably be to encourage increasing numbers of children into Day
School settings.

Some people felt that Greenberg was unduly pessimistic concerning the possibility of
success in the supplemental setting; a single success, it was suggested, in catalyzing



a powerful spiritual encounter with the text might itself have a revolutionary impact
on the student -- and one should not give up on the possibility of catalyzing such an
experience in the supplemental school setting.)

In the course of the discussion, one of the participants noted that if the teacher himself/herself
quietly but perceptibly embodies the profound relationship to the text that Greenberg stresses, this
might powerfully affect his’her effectiveness with students in the classroom setting. The point
underscored the importance of personnel and suggested an important guiding principle both in
selection and education of educators.

Though the preceding point was not exactly about charisma, it gave rise to some discussion
of charisma. In contradistinction to some of the comments made at the seminar concerning the
importance of this trait (whatever it actually is), one of the comments made at this stage was that in
some instances emphasis on the role that charismatic leadership plays may serve to discourage
educators who don't think of themselves and their colleagues as particularly charismatic. The point
was illustrated by Walter Ackerman in his comments concerning showing the movie STAND AND
DELIVER to a group of educators working with a reform project in an Israeli development town.
Though the movie was supposed to iospire them, in fact it filled them with a sense of inadequacy.

Towards the end of this session a question arose concerning the feasibility of Greenberg's
Hebrew requirements in the American setting. Related to this, could you, in the absence of Hebrew,
still do something very meaningfid that would get at much that Greenberg was after? (As explained
by Greenberg later on, his own feeling is that reading the text in the original really is the ideal — for
the same reason that one loses a lot if one tries to read Huckleberry Finn in Hebrew. But while he
would not in any way compromise his sense of what's really ideal, he by no means implied that this
is an "all or nothing” matter and suggested that in the absence of Hebrew something meaningful
could nonetheless be accomplished.)

In response to a question raised conceming the place of Greenberg in the Educated Jew
Project in relation to CIUE, Seymour stressed there was no intention at all that anybody would accept
Greenberg's viston or that of any other paper represented in the Educated Jew project. Rather, the
intent is to catalyze serious thinking concerning what one should be educating towards through the
struggle with these visions. To come away thinking Greenberg is dead-wrong may be extremely
valuable, if accompanied by an effort to understand what's inadequate about his view and
what a more adequate view would look like.

THE SESSION WITH MOSHE GREENBERG

The session began with the articulation of a number of questions that were on people's minds,
questions which Professor G. then responded to in sequence of his choosing,

Greenberg stressed that Jewish texts offer us answers to basic questions concerning the
meaning of our existence. This does not mean that literature from outside the Jewish domain is
irrelevant: on the contrary, disciplines like mathematics are common to a wide variety of traditions;
as for the (non-Jewish) humanities, they can be invaluable in offering contrast and comparison with



Jewish views and thus can make us much more aware of the nature and significance of our beliefs,
In this respect, the Diaspora, where Jews are constantly being asked to see the world through non-
Jewish eyes, may have an advantage over Israelis. To see the world in this way, to step out of one's
tradition temporarily and to see it critically from the outside, has historically served Judaism well,
preventing fossilization.

A number of Greenberg’s comments focused on issues concerning feminism and women.
While Greenberg is doubtful that feminist scholarship has done much in the way of producing
significant exegetical insights concerning the original meaning of the Biblical text, this scholarship
has served to sensitize many, including Greenberg, to the way a woman who has not been
specially prepared to encounter the text might experience the Bible. Greenberg illustrated these
observations with the story of Jephtha, as understood by him, by the Midrash, and by some recent
feminist scholarship. Greenberg also spoke extensively concerning the basis for his view that many
Halachic rules that result in differential expectations of men and women no longer apply today.

Another question he was asked about concerns the participation of students in creating
Midrash. Greenberg's response was that # would not be possible to create Midrash until one had
significant exposure to Midrash -- just as one could not invent new dances until one had become
familiarized with dances that aiready exist. Not everyone agreed with Greenberg on this point, and
Seymour suggested that the disagreement reflected one of the great lines of division among
educators: those who feel that one cannot begin to create a personal version of a2 given form
(Midrash, dance, song, etc.) prior to serious opportunities to understand the form in the ways
that it has come down to us, and those who feel that it is possible spontaneously to create such forms
without such prior immersion. How one settles this issue has significant educational implications.

BREAKOUT GROUPS

In the late afternoon, the comment was made that some people seemed eager to go
significantly further with the exercise of translating the Greenberg-idea into practice, with an eye
towards better understanding the process and issues associated with translation. Others seemed ready
to move on to other subjects, notably "community-vision" . Based on this, it was proposed that we
self-seject into two groups, each dealing with one of these topics. The suggestion seemed acceptable
and this is what we proceeded to do.



CIE GOALS SEMINAR, DAY 4 PROCEEDINGS
DVAR TORAH

Barbara Penzner's Dvar Torah used the story of the Exodus from Egypt as the
prototype or model for the realities, the challenges, and the possibilities that need to be
addressed by CIJE and the communities it is working with in their effort to encourage
revolutionary change in Jewish education. Through Barabara's playful yet serious comments,
the Biblical tale was shown to illuminate our current situation; similarly, our current situation
offered a new perspective on the biblical tale. Whether this was the first time Moshe was
described as a Federation Executive is a question for which one or more of you may have the
ANSWET.

REVIEW OF DAY 3 PROCEEDINGS

On p. 3, item 11 discussed the emphasis in effective schools research on the critical
role of the educational leader, or principal What was not adequately treated was the role that
the educational leader played. Two very different kinds of views (with a varety of
intermediate variants) can be found in the literature on change: one of them focuses on the
principal as someone with a vision that he/she encourages others to identify with [See, for
example, the work of Edgar Schein on organizational development], while the other focuses
on the leader’s role in stimulating a process that allows a vision to emerge from among the
people who make up an institution [Senge's view is closer to the latter].

Referring to the comment on p.2, #7 concerning deductive and inductive approaches
to comumunity vision, one participant added to the preceding day's discussion by introducing
Michael Fullan's view. According to Fullan, whereas we sometimes tend to think it is
important to start with "the big picture,” with a grand, over-arching vision, sometimes - and
very fruitfully - the process begins with small projects, each guided by a compelling vision.,
Over a period of time, the visions guiding these small projects get drawn together and woven
into a larger community vision. It was commented that it is a mistake to assume that
successful small projects will automaticaily "spread,” that is, impact what goes on in other
spheres. An educational leader hoping for such spread should develop mechanisms for
encouraging it.

REPORT CONCERNING THE GREENBERG-TRANSLATION EXERCISE

Barry and Gail reported concerning the work that went on in this exercise. The
exercise asked participants to experiment with translating Greenberg's ideas into educational
' practice in a Day School and supplemental school setting: "if you were working as a planuer
and had decided you wanted to create a Greenbergian school, how would the Greenberg
vision affect the varied details?






the teacher should do in dealing with a text in which he/she does not believe. A number of
people expressed an interest in this text, and it was agreed that an effort would be made to
get hold of it and to get it to interested individuals in the seminar.

COMMUNITY-WIDE VISION GROUP

Alan reported that this group viewed its task as opening up a discussion which would
provide a springboard to a discussion that will follow on Thursday. Our initial question, "Is
there, can there be, such a thing as a community-wide vision” soon led to a more basic
question, "What do we mean by community?" Afier discussion, the group seemed to
gravitate towards the following operating definition of community: all of those institutions
that are providers of education, with Federation as convener of the process. To this it was
added that the character of "the community” might grow clearer through the conversation on
goals.

Alan added that the group went on to discuss a mumber of different ways of
interpreting the notion of a "community-wide vision. While there was no closure the group
settled on what some might view as a minimalist interpretation of the term. According to this
interpretation, the community-vision appropriate for a community that is serious about
Jewish education is that of a community which makes it possible for all local educating
institutions to be vision-driven along the lines specified in the semunar (see, for example, the
proceedings for Day 1). The community's role in encouraging local institutions to wrestle
with issues of vision was referred to as its "envisioning role”. Is such an interpretation of
"commurty vision" all form and no process? Not necessarily: it was felt that the effort to
become vision-driven in the sense specified would necessarily mvolve institutions in
wrestling with serious content issues.

Alan’ concluding comments focussed on the disappointment expressed by one member
of the "community vision" group that the seminar had not yet provided significant
opportunities for the different communities to hear from one another concerning the efforts
they have previously undertaken to encourage a stronger goals-orientation, as well as insights
and issues that had emerged through these efforts.

In response to Alan's comments, three observations were made:

1. that while we have tended to distinguish between "the community” and
"institutions,” in fact we need to remember that institutions are themselves
communities, and that it may be very helpful to so regard them in deliberating
about their needs and about how to interact with them.

2.There is considerable research concerning different ways of understanding
the concept of community; and it may be that a study of some of this research



would provide us with new and perhaps very revealing ways of
conceptualizing what we are doing.

3. While it may be fine to define "community” as the organized Jewish
community (along the lines suggested by Alan), it needs to be remembered (if
such a definition is accepted) that there are many individuals - and perhaps
the majority! - who are in some sense members of the greater community who
may feel no ownership in, or understanding of, decisions and programs
emanating from "the community” in the narrow sense described above.

KYLA EPSTEIN'S CASE-STUDY

The moming's principal session was organized around Kyla's case-study of her
congregation's efforts to develop a vision that was supposed to carry significant implications
for the congregation's educational program. The session began with a request to participants
that they respect the delicacy of Kyla's situation in discussing her congregation’s efforts in
this forum, and that, in this spirit, they treat whatever Kyla was to say about her institution
as confidential.

Kyla began by describing the mstitution along various dimensions and went on to
explain what prompted the effort to develop and then interpret a new vision, as well as the
way that effort developed. She paid special attention to the composition, the work, and
outcomes of the task-force that was concerned with education. Along the way she discussed
the extent of her own involvement and that of other central figures (like the Rabbi), and she
also identified what were for her the critical issues that the overall process raised for her.
Because much of the material describing the case was handed out to you, no attempt will be
made to summarize these various matters in any systematic way. Below some of the issues
that were central for Kyla and that transcend the particulars of this case are summarized:

1. lay/professional roles in the process of developing and interpreting the implications of a
vision for different arenas of congregational life. Who should be part of the process and at

what point in the process? What kinds of roles should the participants decided on have? Who
should be deciding these matters?

In the case-study, there was a great deal of ambivalence on the part of the
congregation concerning the involvement of its professionals -- along with a
strong reluctance (really, an inability) to address the issue frontally. The result
was many mixed messages and the exclusion of the professionals from a great
deal of deliberation. The upshot of this is that in the educational arena a whole
lot of decisions were made concerning strategic goals without significant
involvement on the part of the congregation's senior educator and the Board
she works with.



2. What/who is to be regarded as authoritative in the process as a whole and/or at its different
stages?? That is, who should have, or should be regarded as having, final authority over the
process as applied to education and other domains? Possible candidates include: the
president, the Text, the Rabbi, God, the educational director, the Congregation's membership,
an outside consultant offering social scientific or other kinds of wisdon?

In the case-study, the congregation had formally announced in its new vision-
statement that it is a democratic institution, an institution in which everyone,
except professionals, have a vote. What this implies is that the greater Judaic
and educational knowledge which the senior professionals in the institution
possess do not establish for these professionals any special status of authority
in the overall process. On the contrary, at many points they were actively kept
out of the process. Another implication of the congregation's democratic
structure is that members who come to the Temple once a year carry as much
weight in the process as those who are actively involved on an ongoing basis.

3. What is the appropriate balance of process and content in the effort to develop a vision for
the congregation as a whole and for its educational program in particular? Is it important to
insist that content-issues (relating to both educational and Judaic knowledge) be given
prominence in the effort to arrive at a shared vision? If so, can such content be introduced
in such a way that the non-expert lay participants in the effort do not feel overwhelmed and
disempowered by the professionals who bring with them various kinds of expertise? Is the
introduction of content and employment of content-experts consistent with a sense
of real ownership on the part of the lay membership? Also, if content 1s deemed desirable,
what kind of content would be most helpful? What kinds of expertise might be deswrable?

In the case-study described by Kyla, content and the "content-experts” (the
professionals) tended not to play a significant role; the emphasis was on
process. As an example, the task-force concerned with education
recommended a school newspaper on the grounds of a neced for
"communication”, but it seemed very little interested in what the newspaper
would communicate, that is, in the kind of content that the educating
institution should be trying to pass on.

4. What are appropriate criteria for evaluating the kinds of activities and programs that
should have a place in the congregation as a whole and especially in its educational
program?  And what is the basis for deciding on these criteria?

To what extent should basic decisions be made based on whether the membership "is happy
with them"?






rabbi -- were rendered relatively disenfranchised and powerless. Related to this, the point
was made that a critically important role for the larger community leadership is to find a way
of encouraging institutions to engage all 3 of the relevant parties in the process.

4. At various points in the seminar, the point has been made that serious discussion
concerning vision and/or goals can be launched in more than one way or context. As an
illustration, the point was made that the list of strategic educational goals that had been
developed in the course of the process that Kyla descnbed were in many cases extremely
vague and ambiguous. But this, it was suggested, could itself be positive in that it could be
used to force a serions discussion of what these vague, ambiguous statements should be taken
to mean. Such a discussion could serve to raise the level of consciousness concerning goals
in significant ways.

5. There was some discussion of the relationship between visions and vision-statements. The
suggestion was made that having a vision-statement may or may not be evidence of having
a vision. What was intended was that in order for the vision-statement to qualify as, or to
represent evidence of, a vision:

a) it would need to include (or be known to its drafters to entail) an
interpretation of what is really meant by general terms it employs like
"behaving ethically” or "committed to the activity of study”, etc.

b) it needs to be, as Senge puts it, not just a series of statements but "a force
in people’s hearts.”

In this connection, it was mentioned that it might well be possible to develop a vision-
statement that is sufficiently detailed as to offer a real sense of what the institution is and is
not about, without being so detailed as to leave no room for refining, remterpreting, and re-
visioning along the way. Just as it may be very important to establisb a vision-statement that,
by going beyond vague rhetoric, can offer real gnidance, so too, it was suggested it may be
important for the vision-statement to be open enough to allow acts of re-visioning along the
way.

6. A question was raised, but not discussed at lengths, concerning the possible or desirable
role of students in the process of developing a vision for an educating institution.

7. The suggestion was made that if the process of developing a vision and a strategic plan is
not to be very counter-productive, it is very important that it be implemented in a meaningful
way without too great a lag-time.



GENERAL INSIGHTS AND ISSUES EMERGING FROM THE CASE STUDY

Many of the general points that people expressed in the statements they drafted at the
end o the session are represented above. An unedited copy of the statements that were
drafted is available to anyone who want it - except that names have been removed. Below
is a summary of a few of the themes that seemed to me (DP) salient in your statements:

1. The lay-professional alliance is of critical importance. It needs to be nurtured in such a
way that both parties feel included both in the process and in the product of their efforts.
To this someone added that "in the absence of ongoing involvement, the professional needs
to be able to "ride the crest” and use the process to further his/her legitimate educational
goals.

2. While outside consultants may offer an institution important insights that they may be
incapable of generating for themselves, they may also steer the institution in undesirable
directions (as a result of the ways of thinking that they bring to their analysis and their lack
of concrete familiarity with the religious tradition and the institution they are looking at.

3. "Process must never be allowed to bury or overpower the vision. "When you are up to
your "tuchis" in alligators, it is hard to remember that the original purpose is to drain
swamp."

4. A way must be found that marries serious attention to content to a process that empowers
the stakeholders and gives rise to a sense of shared ownership.

5. The planning- or visioning process needs to be developed in such a way as 10 minimize
the likelihood that participants will walk away or become cynical. One cannot assume that
being involved in such a process is necessarily rewarding.

AFTERNOON EXERCISE

The introduction to the exercise stressed that there are mamy ways of
facilitating/encouraging efforts towards becoming more focussed around meaningful goals
and more vision-driven. The exercise prepared for the afternoon is an attempt to marry
process with content. Four questions were to guide the exercise: 1. how would you imagine
a process like this taking place in your situation? 2. what issues would need to be addressed?
3. How would this effort be launched? 4. What would you need to carry the process through
successfully?

On this occasion, seminar-participants were divided based on job-a-like criteria. After
they met in groups a de-briefing process took place. With apologies, the summary of what






CLE GOALS SEMINAR, DAY 5 PROCEEDINGS
DVAR TORAH

With Tishah B'Av only three days away, Be verly Gribetz's Dvar Torah called our
attention o the 8th Mishna in Masechet Ta' Anit, which describes the customs and the joyousness
associated with the 15th of Av, only 6 days after the 9th of Av, on which day our attention is
focused, in a spirit of mourning and atonement, on our tragedies as-a nation, Berverly suggested
that the 15th of Av celebration is an antidote to the Sth of Av. Equally important the carefuliy
chosen words of the 8th Mishnah are themselves comments on, and antidotes o, several verses
in the Book ‘of Lamentations. As against the cessation from dancing and the destruction of the
young men described in the Book of Lamentations, the Mishnah describes the 15th of Avas a
festival in which the young men have re-appeared, in which the daughters of Jeruzalem go forth
to dance in the vinsyards, and in which marriage unions that will reach into the future are made
with great joy. The message of the Mishna, Beverly suggested, is an affirmation, against the
background of national tragedy, of Jewish continuity.

ANNETTE HOCHSTEIN ON THE MANDEL INSTITUTE FOR THE ADVANCED STUDY
AND DEVELOPMENT OF JEWISH EDUCATION

Speaking on behalf of the Msndel Institute, Annette Hochstein deseribed the Instituta’s
work, with attention to purpose and rationale, 1o the way the Institrie works, and to kinds of
gctivities and initiatives the Institute launches. The Institute invents and sets up instittions for
which there is a need; these institutions eventually become independent of the Institute but retain
a kind of familia! relationship to the Institute, Among the activities the Institute hes been engaged
“with over the years are the following: it-staffed the Mandel Commission; it developed the School
for Educational Leadership; it gnided CUE in its initial phases; it organized and continues to
gponsor the Educated Jew Project, and it has become the organizatiomal home of the Jerusalem
Fellows Program.

The Institute’s activities are grounded in a number of convictions: 1) Great idess in
combination with great leaders are the source of change; 2) Communities are the locus of change;
3) Planning is the critical means for promoting change, Without strong leaders and careful,
thoughtful planning, powerful ideas prove sterile.

As an illustration of the way in which the Institute works, Annstte discussed the School
for Educational Leadership, which is a response to the shortage of senior personnel in education
in Israe]l. Annette took us through the process through which the Schoo! for Educational
Leadership came into being. The upshot of this effort is that in each of the last two years there
have been close to 1,000 applicants for 20 positions. The curriculum of the school testifies to the
Institirte's insistence on serious phitosophical thinking, Its commitment to pluralism iy reflected
in the fact that its student body, which includes both secular and religious Jews of very different
kinds, is immersed in.a curricutum which requires everyone to engage both with traditional Jewish
sources and study (for example, through encounters with the Talmud) and with the more general
Western intellectual tradition.



REVIEW OF DAY 4 PROCEEDINGS

As a follow-up to the comments in the Proceedings concerning the role of the comsultant
in the process described by Kyla, the comment was made that, for better or for worse, the choice
of the consultant is a critical decision, since his/her orientation will determine the language and
divection of the inguiry and the nature-of the findings. . :

. Scanning the preceding day's Proceedings, one participant suggested that the distinction
between process and content was-not always being drawn in a consistent and/or helpful way. The
main point was this; there were times in the proceedings and possibly in our discussions where
the term "process™ was being used to describe activities in-which there was indeed a lot of content
~ for example, the efforts of g group of individuals to unearth and reflect on their own and one
another's beliefs and understandings concerning the nature of their Jewish commitments, The fact
that in such situations the participants are not listening and reacting to outside-inputs which put
new kinds of content-before them does not mean that they are not-seriously wrestling with content.
This comments suggests '

1) that we need to be more careful in the way we distinguish process from content,

2) -that within the domain of content, we distinguish between: content-oriented
scssions in which there is an encounter with a body of ides that flows towards the
participants "from the outside” and content-oriented sessions whero the emphasis
is on unearthing the participants’ own ideas.

It is worth stressing that while separated out here for-purposes of clarification, the kinds of
activities referred to in this pacagraph are not, in practice, mutually exclusive, Indeed, at the
heart of our seminar is the suggestion that they are all pertinent and important and that ways need
to find to integrate them,

: As a follow-up t a comment concerning the critical impartanoe of engaging the Rabbi,
the lay-leader, and the educational leader in the effort at educational reform, the.comment was
made thet an important challenge for CUE may be to work with rabbinical seminaries with an-eye
towards better-preparing foture rabbis to understand and adequately address the challenges they
will face in the arena of Jewish education, It is, for example, important that they come to
understand the importance of developing an enthusiastic united frontin the educational domein
that inciudes rabbi, {ay-leader, and educational leader; similarly, it is important that they become
more thoughtful about how to nurture a culture that supports educational reform in their
institution,

" CUE, THB GOALS PROJECT, AND THE LOCAL COMMUNITIES

-Alan Hoffinann's comments concerning the role of CEJE began with the suggestion that
it is important to view the Goais Project in a larger CIJE context. He reminded participants that
the basic mission of CHE is not Lead Communities or the Goals Project, but systemic reform in
North America. Its task is to transform the terms of reference in Jewish. education in North
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which there is a need; these institutions eventually become independent of the Institute but remin
a kind of familial relationship to the Institute. Among the activities the Institute has been engaged
‘with over the years are the following: it staffed the Mande! Commission; it developed the School
for Ecucational Leadership; it guided CUE in its initial phases; it organized and continues to
sponsor the Educated Jew Project, andnhasbecomeﬂwmmlzadomlhomofﬂleMem
Fellows Progrem.
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As an illustration of the way in which the Institute works, Annette discussed the School
for BEducational Leadership, which is a response to the shortage of senior personnel in education
in Israel. Annette took ns through the process through which the School for Educational
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sources and study (for example, through encounters with the Talmud) and with the more general
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3. Shared practices, Even though, as Jews, we largely go our own ways, it is
entirely possible for us to agree on the desirability of certain shared practices, for

example, in the arema of Tzdaka or in the matter of the kinds of ritual observances
that are appropriate at communal functions.

4. Problems. In the midst of our diversity, a measure of unity can be established
by the determination to regard the problems faced by some Jews s problems for
all Jews - that is, by a determination on the part of all to address serlously the
problems that any segment of the Jewish people face.

3. Istael, It is true that identification with Israel is no substitute for a shared agenda; at the
same time, it should not be left out of an effort to identify and forge a unifying core,
While Jews may intecpret the significance of Israel very differently, they can come to a
shared understanding that Israel is a special and important place, not just another place
where Jews happen to live,

Mike Rosenak's suggestion that these various elements, taken together, establish the
possibility of a fairly rich shared universe arnong Jews who are otherwise very different from each
other, called forth a number of questions and comments from seminar participants. His talk shed
new light on questions that had emerged at various points in the seminar: questions concerning
the possibility of & meaningful shared Jewish universe among contemporary Jews, as well as
questions/dilemmas concerning inclusivity and exclusivity, For example, is it possible to bave a
Jewlish community or educational institution that stands for something substantial without at the
same time excluding or marginalizing some members of the communiry?

CONCLUDING SESSIONS

Following discussion of Mike Rosenak's presentation and & final opportunity to gather in
work groups, the group gathered for a final work-session. The session begen with an cpportunity
for participants to respond to a form that invited their feedback concerning the strengths and
weaknesses of the semtinar, suggestions for improvement, etc. We then moved on to hear and
discuss the plans of action that were emerging from the detlberations of the Baltimore, Cleveland,
and Milwaukee delegations, The three presentations situated their developing plans of action in
the context of local realities and of continuing efforts of & variety of kinds, A summary of these
plans will be made available to seminar participants on a separate occasion,

After the community plans-of-action had been presented and discussed, Alan Hoffmann
expressed his excitement concerning what was emerging. He noted in this connection that, quite
apart from any community-wide efforts, some of the participating educating institutions emerged
from the seminar with a desire to work intensively in the areas addressed by the semirar, He also
indicated the possibility of some fruitful coalitions among institutions represented around the table.

Foliowing a break, the week's activities concluded with a festive dinner, At this dinner,
participants were given a short booklet that included short autobiographical statements developed
by the seminar participants. These autobiographies included addresses, phone mumbers, fax

..






CUE'S GOALS PROJECT
WHAT IS THE GOALS PROJECT?

The Goals Project of the Council on Initiatives in Jewish Education grows out of the
conviction that effectiveness in Jewish, as in general, education depends substantially on
whether educating institutions are vision-driven. To describe a Jewish educating institution
as vision-driven is to say that it is animated by a vision or conception of the kind of Jewish
hurnan being and the kind of Jewish community it is trying to bring into being. Guided by
the belief that Jewish educating institutions need to become significantly more vision-driven
than they typically are, the Goals Project is an effort to encourage vision-drivenness in
Jewish education. It will do so in two ways: first, through efforts to foster an appreciation
among relevant constituencies of the importance of being vision-driven; and second, through
strategies designed to encourage educating institutions to develop their underlying vistons
and to identify and actualize the educational implications of these visions.

RATIONALE

To make good educational senmse, an institution's decisions concerning what
educational goals to pursue, as well as how to interpret and prioritize them, need to be
anchored in, and justified by, a coherent vision of what it is trying to achieve. That is, its
efforts need to be guided by compelling answers to the following questions: what kind of a
Jewish person, featuring what constellation of beliefs, knowledge, attitudes, sklls,
commitments, and dispositions, should we be cultivating? And what form of Jewish
community, defined by what purposes, ethos, patterns of activity, customs ~orms, and forms
of human relationship, are we trying to encourage? An adequate guid...g vision does not
offer a laundry-list of miscellaneous characteristics to be cultivated in students but exhibits
how they fit together to compose a picture of a meaningful form of Jewish existence. Absent
such a vision, not only are basic decisions concerning educational goals hard to reasonably
make, 50 too are decisions concemning other important matters, including the organization of
the physical and social environment, appropriate forms of pedagogy, and the skills desirabie
in educators. In addition, the absence of a vision of the kind of human beings and
community it is hoping to cultivate deprives an educational institution of an important basis
for evaluating the success of its efforts.

The effort to develop a substantive vision that is compelling to the relevant
stakeholders and whose educational implications have been worked out in a meaningful way
is a labor-intensive, intellectnally and Jewishly demanding activity; nor are there any
guarantees of success. But it must also be stressed that the potential rewards for the
participants in the process, both as individuals and as representatives of their institutions, ¢can
be very significant.



THE GOALS PROJECT'S RESOURCES AND AGENDA

In its efforts to encourage Jewish educating institutions to become vision-driven, CIJE
benefits from the resources and the ongoing support of the Mandel Institute for the
Advanced Study and Development of Jewish Education. Of special vaiue to the Goals
Project is the Mandel Institute's Educated Jew Project, which explores a2 number of
significant conceptions of an educated Jew and then examines the implications of these
conceptions for the goals and organization of Jewish education. The Educated Jew Project
has developed through significant contributions by some extraordinary Jewish thinkers and
educational theorists, including Professors Israel Scheffler and Isadore Twersky of Harvard
University, Professors Menachem Brinker, Moshe Greenberg and Michael Rosenak of the
Hebrew University, and Professor Seymour Fox, Rabbi Shmuel Wygoda, and Daniel Marom
of the Mandel Institute. The contributions of such individuals to CIJE'S Goals Project has
been and will continue to be invaiuable.

In collaboration with the staff of the Mandel Institute and the Educated Jew Project,
the Goals Project is launching a number of initiatives designed to encourage vision-
drivenness in Jewish educating institutions. Principal initiatives include:

1. Development of a library of materials concemning the importance and the process
of becoming vision-driven. This library will be made available to interested
communities and educating institutions.

2. A Summer Seminar on Goals in Jerusalem for lay and professional leaders from
Lead Communities and elsewhere. The seminar is designed to foster an appreciation
for the critical role that vision plays in education and to think through crinical issues
that must be addressed if Jewish educating institutions are to ..;ome more vision-
driven. Participants are expected to encourage local efforts in this arena on their
return home.

3. Local seminars in Lead Communities (and beyond). CIJE will sponsor a series
of seminars in each Lead Community next year for representatives of local
educating institutions. These seminars are designed to encourage these institutions
to wrestle with issues that need to be addressed in order to begin the process of
becoming, or becoming more, vision-driven.

CONCLUDING COMMENTS

CIE does not believe that becoming vision-driven is easy or that it is sufficient to
remedy the ills of Jewish educating institutions. But it is convinced that it is indispensable
to success, and it welcomes your participation in the effort to encourage more careful
attention to vision and goals among educating institutions in Lead Communities and
clsewhere.
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PACKET OF READINGS

Enclosed is the packet of readings for the Goals Seminar. Read what you
can in advance of the seminar -- especially the selections we’ll be referring
to in the first couple of days of the (the articles by Dewey, Heilman,
Lichtenstein, and Greenberg).

Some of the readings offer portraits of very different kinds of vision-driven
institutions. The Dewey selections offer an example of the school started
by Dewey, a school based down to its very details on a systematically
articulated and comprehensive social and educational philosophy. This
reading explains some of his general philosophical and psychological ideas,
as well as how they find their way into a cooking class.

The selection from Heilman’s Defenders of the Faith offers a glimpse into
a contemporary Haredi Yeshiva, a vision-driven institution that differs
greatly from {and yet in some interesting ways resembles) Dewey’s school.
The article by Rabbi Lichtenstein describes yet a different kind of vision-
driven institution - the modern Zionist, Hesder Yeshiva which he founded
{and which we will visit).

These institutions are light-years away from each other in numerous
respects; and ail of them differ dramatically from secular-Zionist educating
institutions which we will also be studying. But as diff 2nt as they are,
these institutions are alike in that all are animated by a coherent and, for
their proponents, a compelling vision of what they want to accomplish. As
you read these articles, think about what these visions are and about how
they are reflected in practice,

The article by Moshe Greenberg offers his views on the kind of Jewish
human being toward whom we should be educating. It is one of several
essays developed under the auspices of the Mandel Institute’s Educated
Jew Project. Each of these essays represents a different perspective on
the kind of person Jewish education should try to cuitivate. We will be
examining Greenberg’s vision, with attention to the issues that arise in
trying to translate a vision into practice.

The essay on Camp Ramah is background to our discussion of the
translation of vision into educational design and practice,

The selection from Peter Senge’s The Fifth Discipline and Seymour Fox’'s
"Toward a General Theory of Jewish Education™ are offered as general
background.

PO. Box 943553, Cleveland, Ohio 44101 * Phone: {216) 591-1852 * Fax: (216) 394-5430
15 Exse S6ch Streer. New Yok NY 100101579 * Phone (212) SIP-7360 » far (910} 539-8545

initiatives

Education



PRE-SEMINAR WRITTEN ASSIGNMENT

Our seminar will focus on some topics that are at once straight-forward and very difficult:

1) the nature and importance of educational goals; 2) the process of arriving at meaningful
goals; and 3) the processes involved in moving from goals to educational design and practice.
But goals do not come out of nowhere. Typically, they are rooted in our very basic beliefs
concerning the kinds of Jewish human beings we hope to cultivate via Jewish education. The
Goals Project assumes that many Jewish educating institutions need to work towards a clear
and compelling vision of the kind of Jewish human being they would like to cultivate. The
Goals Project further assumes that an important component of such efforts is for the
individuals involved to clarify and develop their own personal views on this matter. The
exercise described below is designed to encourage such an effort. It will serve as the basis of
a small group discussion during the seminar.

Write up your initial thoughts about the kind of Jewish adult you would hope to see emerging
from the process of Jewish education. In what ways would being Jewish be expressed in and
enhance the quality of his or her life? In developing your view, you may find it helpful to
think about what you would hope for in the case of your own child or grandchild. Below are
three guidelines for the exercise:

1. For purposes of the exercise, don’t settle for what you think feasible "under the
circumstances.” Rather, try to articulate what you would ideally hope for in the
way of Jewish educational outcomes.

2. Be honest with yourself concerning this matter. The point is not to ~Tive at a
position that someone else finds acceptable, but to identify your owu views at this
moment of time.

3. Approach the task not by listing characteristics but in the way 2 novelist might:
present a vivid portrait or image of the Jewish human being you would hope to
cultivate. Focusing on, say, a day, a week or some other interval of time, describe
this person’s life, emphasizing the ways in which the Jewish dimension enters into
and enriches it. The challenge is to make this person (male, female, or
gender-neutral - it’s up to you!) "come alive.” To accomplish this, it might prove
helpful to give this person a real name. In addition, use any literary device you
think might be fun and helpful. You might, for example, develop your portrait as a
week-long diary entry written by the person portrayed; or you might choose to
describe the person from the point of view of a spouse or a child.

Have fun with the assignment — and remember that nobof:ly will hold you to anything you
say. It's simply designed to stimulate some initial reflection on some questions we’ll be
addressing.



ORIENTATION TO COMMUNITY-BASED WORK-GROUPS

Community-based work groups will have the opportunity to meet on a daily basis
in order to accomplish some important tasks:

1. to reflect on the way issues discussed in the seminar apply in their home-
community. We will be suggesting some questions that may be helpful as a guide
to such reflection.

2. to develop an action-plan for engaging local educating institutions in a process
that will lead these institutions to work with increasing seriousness and
effectiveness towards the development and implementation of meaningful
educational goals.

ASSIGNMENT FOR INTRODUCTORY WORK-GROUP SESSION

We recommend that each group begin its work by designating a facilitator
and a person who wiil keep a running log of the group's discussions and decisions. After
doing this, we suggest that you go on to react in an informal way to ideas discussed the
first day of the seminar. To the extent that this is helpful, you might want to begin
thinking about the way the ideas discussed apply to your own community.



Name

Biogaphicaqutatement

In order for us to get to know one another more quickly in the time available to us,
we would like to put together a handout that includes biographical sketches of the
participants. In the space available below (and, if you would like, on the other side),
please write a short autobiographical statement that tells other participants something
about yourself. Include what you want, and structure it as you see fit. At the end, please
write your address and phone number (home and work), as well as your fax number if
you have one. Please return the statement no later than Monday evening,



INTRODUCTORY EXERCISE ON GOALS

Our seminar is concerned with the place of goals in Jewish education, and reality as we know it is a good place
starting point. From out of your own experience with Jewish educating institutions, jot down concrete examples of
the general statements concerning goals summarized below. If no example comes to mind for a particular category,

leave the space blank.

Educational practices and activities are not tied to
articulated educational goals --— or else the goals are so
vague as to give no direction at all.

The educating institution has identified clear educational
goals that are associated with particular activities

Although the institution is identified with certain stated
goals, there is no careful effort to realize this goal. Even
a casual observer would realize that what is being done
in the name of the goal is highly unlikely to achieve the
result.

The institution’s seriousness about realizing certain goals
is revealed in its activities and/or organization.

The institution is associated with a particular goal, but
many of the key stakeholders, including educators, are
not personally identified with the goal.

There is an educational goal which the key stakeholders
genuinely and powerfully believes in.

There is a clear goal, but whether and how its attainment
will contribute to the life of the student is not clear.

There is a goal, and it is clear to the educator how its
attainment will enrich the student's life.




GUIDE TO FACILITATORS OF THE PORTRAIT-ACTIVITY

Our seminar deals with educational goals, with attention to ways they are anchored in
visions of "an educated Jew" or of a "meaningful Jewish existence”. The elaboration of such
visions is a central ingredient in the Mandel Institute’s Educated Jew Project, and, if the Goals
Project is successful, it will play an important role in the efforts of local educating institutions in
North America to become more vision-driven. Two assumptions have informed the
development of the portrait-exercise.

1. One of these is that a student is much more likely to appreciate an issue (and
the efforts of others to address the issue) if he or she has had a chance, evenina
rudimentary way, to wrestle with the issue on his’her own. In this sense, the
portrait exercise is good preparation for encountering the visions represented by
Greenberg, Brinker, Yeshivat Har-Zion, etc.

2. The second assumption is that personal reflection on one's views of a
meaningful Jewish existence - on what we should be educating towards - will be an
important element in the process through which local educating institutions back
home will become clearer about their educational goals and the vision that
underlies them. Particularly when, as will be true in our seminar, this effort to
clarify one's views is accompanied by the opportunity to hear the views of others
and to study the views of individuals who have addressed these matters in very
fruitful ways (for example, Greenberg), this process can be rewarding and
conducive to personal and Jewish growth.

The small group session, scheduled for Sunday evening over dessert, is designed to give
participants a chance to discuss the portrait-assignment they were asked todoi reparation for
the seminar. Facilitators should work towards creating an atmosphere that is casual, relaxed. and
thoughtful — where the emphasis is on listening and understanding the views of the participants,
not on challenging them In a gentle way, facilitators can make this clear at the outset. If
participants veer from this norm, it would be appropriate to remind them of this ground-rule.

The session is scheduled for approximately 1 hour. Here is how it might go. Participants are
sitting around casuaily in the living rooms of Mishkenot Sha'ananim. They have brought their
desserts and coffee with them.

FACILITATOR'S INTRODUCTION

The facilitator might begin by explaining the assumnptions that inform the exercise (see
above). The facilitator would then suggest that participants discuss their reactions to the
assignment - what they found interesting about it, what they found difficult, and what they may
have leamed from the opportunity to do it. You might also want to get their reactions to
assumption #2 above. (If you get the sense that almost nobody has had a chance to think about it,
you might give them a few minutes to review the assignment-sheet and think through how they
might respond.)



After this initial discussion, the facilitator asks the participants if any of them are willing to
share their portraits with the others.They should be invited to present them in the form that is
most comfortable for them; some may choose to read them, others to present them orally.

The facilitator would stress that there is no expectation that the portraits represent
anybody’s "finished product;” and nobody should feel embarrassed if his'her ideas are not yet fully
developed. In fact, it might be interesting to see if one's views get clearer or change through the
process of listening to the views of others and reflecting about the place of viston and goals in
Jewish education. You might also encourage them to listen for similarities and differences in their
views.

Assuming that a few people are willing to share their portraits, they should do so. After
each is done, the others should have a chance to ask a few questions -~ not with an eye towards
challenging but with an eye towards better understanding the view.

POST-SHARING EXERCISE

After those who are interested in doing so have a chance to share their portraits, the
facilitator may move the discussion along any lines that seem fruitful. The questions suggested
below reflect some possible directions and should be ignored if they seem inappropriate.

1. What strikes you as you listen to these different views? Are you struck by any points of
similarity and /or difference among all or some of them? What do you learn from the chance
to hear these other views?

2. "Imagine that the person you painted has come alive’, and you have the chance to
question him/her. You ask the following question: "Tell me, I now have a sense for what
your life as a Jewish human being looks like. Can you explain to me the wa, r ways in
which the Jewish dimension of your life enriches or adds meaning to your life as a whole."
Participants will be invited to respond "in character.”

3. Visions of a meaningful Jewish existence often emphasize some or all of concepts like the
following: "God", "the Land of Israel”, "Mitzvot”, "the Jewish People,” and "Torah".
Which of these concepts figure in your portrait (or would figure if you elaborated it
further)? Which if any of these concepts play a central role in the portrait you are
developing? How do they enter m? Are there perhaps other concepts that are important?

CONCLUSION

Invite participants to think about the views they will be hearing over the next few days, using some
of the questions and categories that have guided this conversation. As they listen to these other views, they
may want to compare them with their own. It may be of interest to see whether thetr own views develop in
any way through the encounter with other views.

It might be interesting to ask the participants what they might have learned from the process of
doing the portraits and sharing their portraits.



HE GOALS PROJECT SUMMER SEMIN ISRAE

Dav 2: Visit to Yeshivat Har Etzion. Alon Shyut.

0 the visi

Thcmampurposeofﬂlcws:tto Yeshivat Har Etzion lstopmv:deaconcrete E
example of an educational setting of higher Jewish studies driven by a clear

set of goals.

Few of the participants in the seminar are familiar with the Yeshiva world in
general and with the concept of a Hesder Yeshiva in particular, Hence the
first purposs of the visit will be to acquaint the Seminar participants with this
type of institution. '

The visit will be considered successfull if it provides to the Seminar's
participants with a sens and an appreciation of :
- What is a Yeghiva?
- What dJBtmgmshcs a Yeshivat Hesder from its classical comerparts?
- What is the vision of Yeshivat Har Etzion?
- What are some of the means set in order for this institution to achieve
this vision?

The Hesder Yeshiva will be presented as an educational institution which is
based on thres simultaneous visions: '
- The vision of the Talmid Chaham ( Jewish scholar )
- The vision of a Learned Layman '
- The vision of the Yeshiva Student who participates in the nations
security by serving in elite units of the IDF,

The first two dbove mentioned visions will be presented as alternative /
parallel visions , while the third one reflects the vision that distinguishes the
Hesder Yeshivor from all other forms of traditional jewigh leaming .
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Session led b %af‘f:j Holtz and Gmil Dorp\q:
Towards Vision —driven educakion .

ELEMENTS IN THE PROCESS OF MOVING INSTITUTIONS TOWARD CREATING A
VISION

Step One: What is a Vision and Why is it important? (replication of our opening process at
this seminar)

A What do we mean by vision?
(contrast to other meanings—impt of content in our conceptual framework)
A vision statement addresses two questions:

1. who is (are) person(s) we want to nurture?

2. what is our vision of a meaningful Jewish existence?

(what are the individual and social dimensions of this issues)

B. Why is vision important?

(in vision driven school, all aspects of school are influenced by vision)
etc.

What could a vision driven institution Jook like? (Dewey's kitchen; Heilman's haredi
institution)

Step Two: Taking Stock: What is the Nature of Our School's Vision?

1. explicit
a. let's gather all written statements that school has produced and
study them in order to figure out: what is educational/Tewish vision; Who is the person
we want to produce)
b. are the documents internally consistent with each other?
¢. is the explicit vision actually realized in the school? (see 2a)
d. how is this vision like/different from the notion of vision explicated
above?
1. does it incorporate an image of the Jewish pasnwe
want to nurture?
2. is it rooted in an image of a meaningfil Jewish eastence?
. 2. implicit
’ a. let's look at the school through eyes of educational anthropologist
b. is the vision shared? where/what are shared elements?

2



we will use these methods to address questions 2a and 2b:

interviews, observations, focus groups of parents, teachers, etc.
c. how is this vision like/different from the notion of vision explicated
above?
1. does it incorporate an image of the Jewish paswe
want to nurture?
2. is it rooted in an image of a meaningful Jewish exsterce?

Step Three: Study of Several Responses to "who is the person we want to purture?”
(institutions may choose to study a variety of responses or not; they may choose to study responses
based on competing ideologies or not)

This might include:

1. study of educated Jew papers;

2. study of other written Jewish thinkers in the light of these questions (Buber, Rosenak,
Borowitz);

3. examination of personal statements of teachers/ rabbis/ scholars/members of
community who wouid respond to the two key guestions above

Step Four: What are the education implications of any one of these approaches?

This might include:
Spinning out each of commonplaces (teacher, student, subject matter, milieu) and what
are the challenges of each of the visions in terms of the commonplaces

Step Five: Is there a way to arrive at a shared vision?
If so, via what process?

Is this democratically decided? (1 person/1 vote)

Is some oversight committee charge with decision?

Is rabbinic/denominational entity charged with decision?
Who can help community/school do this?

If not, are there other ways institutions can move toward  being increasingly organized
around shared, clear and compelling goals?



CLUE AND THE COMMUNITIES: POSSIBLE NEXT STEPS IN OUR COLLABORATION

Below is a description of a two-stage process through which CDE might work with local
communities beyond the summer seminar.

STAGE 1:

CLE offers a set of some three or four seminars next year, designed for critical stakeholders
in local educating institutions. These seminars are designed to heighten their understanding and
appreciation of the ways in which vision and goals are relevant to the improvement of their
educational efforts; to guide them imto a careful analysis of their current goals and/or vision-statement
and of the ways these are or are not adequately reflected in their institutions; to help them grow more
aware of the different arenas, levels and approaches that might be adopted in the effort to become
more goals-sensitive or vision-driven; to encourage some thoughtful reflection concerning what a
desirable vision for each institution might be, possibly through encouraging dialogue with the kinds
of visions represented in the Educated Jew Project.

STAGE 2:

By the time they will have finished Stage 1, institutions would have a good sense of the
challenges involved in undertaking a serious commitment to become significantly more goals-sensitive
and vision-driven. Those among them that are prepared to move on to the next stage and can meet
the specified requirements for participation would be invited into the second stage. In the second
stage, each participating institution would be involved a systematic effort to begin making serious
progress in the arena of goals. In order participate, institutions would have to agree to a number of
expectations. Though these need to be clarified, they might include: a) an expectation that specified
kinds of study on the part of key stakeholders be a part of the process; b) the institution's
identification of an individual who would guide the process along; ¢) a willingness to address in the
process a number of cntical issues that need attention if progress towards vision-drivenness has a
chance of being substantial, e.g. issues of evaluation.

At stage 2, CUE's role is to work with the individuals selected by the institutions to guide
their process along. CUE would help to train these individuals and to provide them with appropriate
kinds of counsel and support. As part of their entry into the process, these institutional guides would
have to develop a propose set of goals and a course of action, which would then be reviewed and
sirengthened in consultation with the CIJE staff, It is likely that along the way the various
institutional guides would be convened for special sessions, some of them devoted to the sharing of
the insights and concerns arising out of their work.



THE CIJE GOALS SEMINAR
JERUSALEM, JULY 10-14, 1994

EVALUATION AND FEEDBACK

What is your position in your Jewish community?

I. The CUE Goals Seminar was designed with specific objectives in mind. Below is a list
of some of the desired outcomes of the Goals Seminar. Please provide us with feedback
about each objective. For example: in what ways do you feel that the objective was met to
your satisfaction? Which of the materials, presentations, and discussions were and were not
sufficient and useful to address the objective? What else could have been done to reach each
of these objectives?

The participants in the Goals Seminar will:

A. Better understand the concept of visions and its importance for effective educating
institutions.



B. Appreciate the importance of vision in relation to educational design.

C. Understand what the next steps are in encouraging vision driveness at the communal and
institutional levels.

II. A. What is something new that you leamed during the seminar?
B. What made this learning meaningful and beneficial to you?



III. What suggestions would you make for us that would have improved this semnar.

[V. As you continue to think about your role and your work with the Goals Project, what
areas, topics, and issues would you like to learn more about? In what format?

V. We would welcome any additional comments:
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Biographies of CIJE Goals Seminar Participants

Walter Ackerman

I have just completed 20 years of service at Ben Gurion University in the Negev. During that
time I was variously chairman of the Dept. of Education, Dept. of the Faculty of Humanities and
Social Services, and Director of the School of Continuing Education. Prior to settling in Israel, I
have been Principal of a Day School, Director of Camp Yavneh and then Ramah in California and
Canada. 1 was also Vice President of Academic Affairs of the University of Judaism in Los
Angeles. I am currently also engaged in editing a book which deals with the beginning of Jewish
educational institutions.

Isa Aron

-Professor of Jewish Education at the Rhea Hirsch School of Education at HUC-JIR in Los
Angeles.
-Ph.D. in Philosophy of Education at the University of Chicago.
-Areas in which I have worked and published include: moral education, museum education and
alternative Jewish education.
-Currently also serve as director of the Experiment in Congregational Education, which works
with seven congregations throughout the U.S., assisting them in the process of re-thinking and re-
structuring of congregational schools.
address:
HUC-IIR
3077 University Ave.
Los Angeles, CA 90007
tel: w: 213-749-3424
h: 213-939-9021
fax: 213-939-9526
e-mail: iaron@eis.calstate.edu

Irving Belansky

I am a synagogue Jew that is trying to become more Jewishly literate. I have been trying to share
my passion for Judaism through organizational involvement. I have served as President of
Temple Isaitah-Lexington, President of the Synagogue Council of Massachusetts, President of
UAHC Northeast Council, Co-Chair of "Commission on Jewish Continuity", Chair of Family
Education Committee.

10 Saddle Club Road
Lexington, MA 02173
tel: 617-861-9360 fax: 617-674-2551



Dr. Chaim Botwinick

Dr. Botwinick currently serves as Chief Education Officer of the Council on Jewish Education
Services of the Baltimore (formally the Board of Jewish Education) and is Executive Director of
the Center for the Advancement of Jewish Education of The Associated: Jewish Community
Federation of Baltimore.

He is on the Executive Board of the Council for Jewish Education and is a member of the
Editorial Board of Jewish Education_ quarterly.

Prior to assuming his current post, he was Director of Jewish Education for UJA-Federation in
New York, and Director of Planning and Administration of the Board of Jewish Education in
New York.

tel: 410-578-6914
410-727-4828 ext. 252
fax: 410-752-1177

Ruth Cohen

A graduate of an Israeli teachers coliege. Winner of a Fullbright scholarship for studies in the
USA. Holds a Ph.D. in education from the University of Michigan, Ann Arbor. Served as a
lecturer at Oranim - the school of education of the kibbutz movement, and at the University of
Haifa. Worked on curriculum development projects at the Center of Educational Technology at
Tel Aviv University. Served as a teacher and supervisor at the Milwaukee public schools. Has
extensive experience in administration and evaluation of educational programs in various settings.
Co-authored a book: "Quest: Academic Schools Program" published by Harcourt Brace, and
authored several articles published in a number of educationat journals. Currently serves as the
director of the Milwaukee Lead Community Project.

work:

Milwaukee Jewish Federation
1360 N. Prospect Ave.
Milwaukee, WI 53202

tel: 414-271-8338

Aryeh Davidson

For the first 12 years of my career I devoted my efforts to work in the private and public sectors
of general education in New York City. This included directing a school for behavioral and
leamning disabled children, university teaching, staff development initiating in central and lower
schools, and research and evaluation. The more involved I became in general education the more
I realized the unsurmountable difficulties of changing an entire sector. Moreover, it became
evident that my primary commitment was not to public education (where I would not enroll my



children), but to Jewish education.

In 1983 I joined the facuity of JTS as an assistant professor of education and director of the
Prozdor High School. After four years of high reaching work and modest success in restructuring
the Prozdor, I went to Jerusalem to further my Judaica and research skills within the context of
the Jerusalem Fellows Program. When I returned to the Seminary in 1988 T assumed leadership
of the Department of Education which focuses on the preparation of educational personnel,
research and professional development.

My research focus includes Jewish identity development, leadership training and support and the
evaluation of the preparation of rabbis in the twentieth century.

I hold a Ph.D. and M.A. in special education and development psychology from Columbia
University and am a graduate of the Seminary and Columbia’s undergraduate joint program.

Jewish Theological Seminary
3080 Broadway

NY, NY 10027
212-678-8029

fax: 212-678-8947

e-mail: ardavidson(@jtsa.edu
home: 420 Riverside Drive
NY, NY 10025

tel: 212-864-6257

Marci Dickman

I'am a product of an American public school education and a Reform Sunday School. My
early Jewish education was very powerful and complimented my family's involvement in Temple
and the larger Jewish community.

I am also a product of a strong youth group experience with leadership opportunities and
a teen trip to Israel. .

As the college decision loomed overhead, I looked at opporturities for Judaic studies. By
selecting Brandeis University, I was able to enter doors of many "denominational” groups and to
expand my Jewish comfort level.

I am also a product of my friends; each of whom could be categorized - Christian,
Orthodox, Conservative and Reform - and each of them had a major effect on my spiritual
development.

While I did an eclectic search for graduate school, HUC Rhea Hirsch School of Education
in LA was the one which most responded to my desire to study Jewish special education. I
studied and davened during the week in a Reform institution, while on Shabbat I davened in a
Conservative shul.

Continuing my eclectic path, I married a wonderful man from a modem Orthodox family,
and we have made our "intermarniage” work. Of course, the blending of "visions” is difficult.

Today, my weekdays are filled with the endeavor of Jewish education. I work for the
Baltimore Jewish Community at the Council of Jewish Education Services as the Director of
Education Services. Each Shabbat my family davens in a Conservative shtebel. The oldest of my
three children is now in 2nd grade at the Kreiger Schechter Day School in Baltimore.

This last role, that of parenting Jewish children, is the most difficult, and yet the one in
which I take the most pride.



(Marci Dickman cont'd)

home: office:
20 Elwell Ct. Coungil on Jewish Ed. Svcs.
Randallstown, MD 21133 5800 Park Heights Ave
410-655-6577 Baltimore, MD 21215
410-578-6955
fax; 410-466-1727
Gail Dorph

Gail Dorph is senior education officer for the CIJE and former director of the University of
Judaism Fingerhut School of Education. She lives in NY with her husband Shelly who is the
national director of Camp Ramah.” They have three wonderful daughters, Michele, Rena and
Yonina and one (so-far) wonderful son-in-law.

Kyla Epstein (submitted by Roberta Goodman)

Kyla Epstein is a dynamic Jewish educator who makes things happen. Text speak to her as the
heart, soul, and mind of Jewish learning and living. This translates to all her roles as
congregational educator: teacher, supervisor, mentor, curriculum designer, leader and colleague.

You can always count on Kyla for an intense provocative conversation on the significant issues
facing the Jewish community and Jewish education. Kyla has high standards, and a quick mind,
Her conviction comes through the difficult questtons and challenges she raises as well as through
the statements she makes.

Kyla grew up in the Reform movement in Chicago's south suburbs. her education at HUC in both
Jewish Education and Communal Service, for which she received Master's degree in 1985, helped
shape her development as an educator. She now serves Anshe Hesed Fairmount Temple, a
Reform Congregation in Cleveland. She served as education director of a conservative
congregation in St. Louis for 6 years.

Jane Gellman

I am currently co-chair of Milwaukee's Lead Community Project and Chair of the Federation
Women's Division Campaign. I am actively involved in the JCC and the Milwaukee Jewish Day
School as well as the Federation. I am trained as a gym teacher but have been happily
unemployed for 12 years. My husband Larry and I have a 16 year old daughter and a 12 year old
son. I'm a graduate of the Wexner Heritage Foundation Program.

3535 N. Summir Ave.

Milwaukee, WI 53211 -
414-963-9196

fax: 414-963-9535



Larry Gellman

Iama45 yeai' old stockbroker who has spent the last 10 years becoming increasingly sertous and
excited about Judaism.

Since participating in the Wexner Heritage Foundation Program 7 years ago, I have developed a
love for the study of text. I am constantly amazed by the practical applications I find in passages
written 5o long ago.

I believe the future of Judaism depends largely on the development of non-orthodox religiosity.
People immersed in general society need to develop a knowledge of Judaism while people who
know and understand Judaism need to become involved with and touch the broader community.

Institutionally, I am past-president of the Milwaukee Jewish Day School, a member of the board
and strategic planning committee of CLAL, and officer of the Milwaukee Jewish Federation, and
the incoming chairman of Wisconsin Israel Bonds.

Ellen Goldring

Presently, I am Professor of Educational Leadership at Peabody College, Vanderbilt University.
I am a consultant to CIJE, co-directing the Monitoring, Evaluation and Feedback Project with
Adam Gamoran, and working on Leadership Development. Before coming to Vanderbilt, I was
on the faculty of Tel Aviv University and served as chair of the program on Educational
Administration and Organization. I am on the Board of Akiva Day School in Nashville, TN and
chair of the education committee.

I grew up in Kensington, MD, and received my doctorate from the University of Chicago. I have
two boys, Ariel (7) and Oren (6). .

(Ellen Goldring cont'd)

Dept. of Educational Leadership work tel: 615-322-8000

Box 514 - Peabody Coilege home tel: 615-356-5504

Vanderbilt University fax: 615-343-7094

Nashwille, TN 37205 e-mail: goldrieb@ctrvax.vanderbilt.edu

Raoberta Goodman (submitted by Kyla Epstein with assistance from Gail Dorph)

-Synthetic thinker

-High Schooi tennis champion

-Strong willed

-EDD candidate from Columbia

-Experienced Congregational Director

-Empathetic yet critical listener

~Ethnographic Field Researcher

-Graduate of Rhea Hirsch School of Education HUC - MAJE '81
-Photographic recall of names and faces

-Sensitive questioner

~Graduate of USC - MS Education

-Resident of Madison, WI, citizen of every other major city in US



(Roberta Goodman cont'd)

-Warm and caring friend

-Current president of the National Association of Temple Educators
-Dissatisfied and impatient with mediocrity

-Skiliful Diplomat

-Effective and motivating collaborator

~-Compelling teacher

-Pursuer of clarity

-Note taker via word processor par excellence (fastest “tick-tocker"” in the mid-west and places
East)

Beverly Gribetz

I am currently Headmistress at Yeshivat Ramaz in New York, where I was a student for 11 years.
I run the Juntor High School and I work with new teachers throughout the school. In addition, I
coordinate staff development and am beginning a project to revisit our elementary school
curriculum in light of our Mission Statement.

We spend as much time as possible living in Israel. During the many periods in which we have
lived here, I have been a member of the Project on the Educated Jew, worked at the Melton
Centre for Jewish Education in the Diaspora in many different capacities, taught at the Pelech
Religious Experimental High School for Girls, at Pardes, and at the David Yellin Teacher's
Seminary.

My own research and academic interests center on the teaching of Talmud and on the creation of
change on the “micro” rather than the "macro" level, especially through the role of the school
principal.

I am married to Ed Greenstein and right now we see the world through the eyes of a bilinguai 4-
year old with a developing religious personality.

ark

Mark Gurivs is Director of Administration at the Jewish Education Center of Cleveland, a new
Jewish education planning and service agency resulting from the merger of Cleveland's Bureau of
Jewish Education and Commission on Jewish Continuity. Prior to assurning this role in July 1993,
Mark worked for nine years for the Jewish Community Federation in planning, fundraising, and
community refations, including & years directing the Commission on Jewish Continuity. Mark has
an M.A_ in Jewish Communal Services from Hebrew Union College; an M.S.W. from University
of Southern California, and a B. A. in rhetoric and communications from the State University of
New York at Albany. In 1989 Mark received the L. Kraft Award for Outstanding Young
Professionals from the Conference of Jewish Communal Services.



Rabbi Robert S. Hirt

1- Vice President for Administration and Professional Education - Rabbi Isaac Elchanan
Theological Seminary Yeshiva University.

2- Coordinates University Planning for Jewish Education

3~ Holds the Shoham Chair for Rabbinic and Communal Leadership at Rabbi Isaac Elchanan
Theological Seminary.

4- Major professional interests:

a. Identify, attract and deploy talented and dedicated young people into the fields of Jewish
education, the Rabbinate and Jewish Communal Service.

b. create bridges between Yeshiva University, as a Jewish educational resource center, and the
broader Jewish community it seeks to serve.

home:

9 Briarcliff Drive
Monsey, NY 10952
014-352-8835

office:

500 W. 185th St.

New York, NY 10033
212-960-5262

fax: 212-960-5228

Annette Hochstein

Director, Mandel Institute, Jerusalem
Policy Planner, trained at the Hebrew University, the New School and M.I.T.

For the past decade I have plied my trade in the area of Jewish education - staffing the
Commission on Jewish Education in North America, running the project that created an initial
knowledge base on the Israel Experience, another project aimed at shedding some light on the
problem of the shortage of personnel. Prior to joining Mort Mandel and Seymour Fox in the
establishment of the Mandel Institute (in 1990) I headed "Nativ Consultants” - a company that
specialized in policy planning for social and educational programs.

I came on Aliyah from Antwerp (Belgium) and am married to Shaul who is a scientist at the
Hebrew University. We have two daughters, Avital, who is an undergraduate at Hebrew
University, and Naama who serves in the LD.F.

Betar 17a
Jerusalem
tel: 02-732-3802

work and fax #: 662-837
e-mail: annette@vms.huji.ac.il



Alan Hoffmann

Alan is presently the Executive Director of the CIJE, on loan from the Hebrew University of
Jerusalem for three years. Until last August, he was Director of the Melton Centre for Jewish
education in the Diaspora at Hebrew University.

Alan made aliyah in 1967 from South Africa and has worked in education in Israel ever since
completing his army service in 1970. He and his wife Nadia have four children, and they are
presently preparing themselves for a year in New York.

Barry Holtz

I am the director of the CUE Best Practices Project and a Senior Education Officer of the CUE. 1
am on leave from my position as Associate Professor of Jewish Education at the Jewish
Theological Seminary of America. For the past 12 years I was co-director of the Melton
Research Center at JTS where I supervised the writing and testing of Melton's Graded Curriculum
programi.

I have been the author or editor of four books:
Back to the Sources

Finding Qur Way

[he Schocken Guide to Jewish Books

Your Work is Fire

work:

15 East 26th St room 1010
New York, NY 10010
212-532-2360 ext, 441
212-532-2646

home: 212-864-3529
e-mail; 73321.1221 @compuserve.com

Carolyn Keller

Carolyn Keller is currently the Director of the Commission on Jewish Continuity in Boston. She
previously served as Family Education Consultant at the Boston Bureau of Jewish Education
having done research in the field during her tenure as a Jerusalem Fellow. Carolyn has also served
in numerous positions at congregational schools in New York, Philadelphia, and Boston and as a
director of Camp Ramah in New England.

home:

47 Wachusett Drive
Lexington, MA 02173
617-862-1976

work: Commission on Jewish Continuity
1 Lincoln Plaza

Boston, MA 02111

617-330-9591 fax: 617-330-5197






Daniel Marom

Senior researcher at The Mandel Institute; co-director of the Educated Jew Project; researcher for
and consultant to the CITE's Goals Project; currently working on Ph.D on alternative conceptions
of Jewish education at the national level; have worked as a teacher trainer, curriculum writer, and
teacher of Judaica in secular frameworks; special interest in zionist education, Americana in
Jewish perspective

work:

tel: 972-2-617-418 fax: 972-2-619-951
e-mail: mandel@huji.vms

home:

tel: 972-2-617-622

Rick Mever

Not to describe me but some of my activities . . . I am currently:

-Executive Vice President of the Milwaukee Jewish Federation

-On the Board of Artist series at the Pabst (P. Classical & Jazz music organization)

-On the Board of Milwaukee Forum ( , ethnic, politically diverse group of young leaders
in business, government and social welfare who network and meet to discuss key issues affecting
the future of the Milwaukee city)

-On the Board of Hunger Task Force (self-explanatory)

-On the Board of Association of Jewish Communal Organizationat Professionals (AJCOP) - part
of National Conference of Jewish Communal Service.

I have a somewhat schizophrenic educational background in that after receiving my undergraduate
degree from UCLA. (with one year spent at Hebrew U.), I received my double Masters from USC
in social work and HUC in Jewish Communal Services.

Much of my professional and personal life is focused on "building a strong Jewish community"
So too is this conference visioning for the purpose of continuity.

By being a committed/practicing Jew today resultas from two of the three key elements that
eminate from the 1990 National Jewish Population study; the Israeli experience and residential
Jewish camping. 1 did not participate in intensive Jewish education. 1 am now gaining a vicarious
sense of number three through my two young daughters (ages 10 and 7) who attend a community
Jewish Day School.

Searie Mitnick

Although I was always active in Federation and Synagogue, I really got turned on to serious
Jewish learning through participation in the Wexner Heritage Foundation. I'm now in my third
year as President of Beth T'filloh Community School which has 750 students in the Day School
and approximately 250 in a suppleméntal school. We have just been through a two year
evaluation and are about to re-examine our mission statement so this conference comes at a very
good time. I work closely with Zippy Schorr who is our outstanding education director.

I'm also serving as First Vice President of our central bureau of Jewish ed. called the Council of
Jewish Education Services. In that capacity I have the pleasure of working with Chaim Botwinick



(Searle Mitnick cont'd)
who has become the educator "czar" of the Baltimore Jewish community. We are looking to re-
direct the words and mission of our Board.

Professionally, I'm the Managing Partner of a 25 person general practice law firm in Baltimore.

home:

6307 Fairlane Dr.
Baltimore, MD 21209
410-358-9449
fax:410-358-5770
work:

20 S. Charles St.

10th Floor Sun Life Building
Baltimore, MD 21201
410-539-6967
410-752-0685

Daniel Pekarsky

The birth 3 1/2 years ago of our son Zach has enriched my own life and that of my wife Stephanie
beyond words. It has also added a very personal dimension to my interest in Jewish education. I
grew up in a relatively traditionai family, richly suffused with Jewish rhythms, customs, and
sentiments, and I was fortunate to spend 5 years in childhood in Jerusalem. Qutside my work in
Jewish education, I am a professor at the University of Wisconsin, where my work focuses on
questions concerning character education and the rights of parenets and children. That work,
coupled with my work in Jewish education, has made my professional life wonderfully fulfilling,

work: Department of Educational Policy Studies
University of Wisconsin

Madison, W1 53706

608-262-1718

home: 4006 Mandam Crescent
Madison, WI 53711
608-233-4044

Barbara Penzner

Barbara Penzner is a Reconstructionist rabbi who is concluding the first of two years in Jerusalem
as a Jerusalem Fellow. In addition to serving as a congregationat rabbi, she staffed the
Commission on Jewish Continuity in Boston for two years.

Barbara received her undergraduate degree in Russian studies at Bryn Mawr College. She earned
an MA in Religion at Temple University and the title of rabbi as well as an MHL from the
Reconstructionist Rabbinical Coliege in Philadelphia. She was asked to attend the Goals Seminar
(Barbara Penzner cont'd)

as a representative of the Reconstructionist movement). Originally from Kansas City, Barbara
and her family have spent the last six years in Boston. She is married to Brian Rosman. They
have two children, Akiva, age 6, and Yonah, born in Jerusalem in November.



(Barbara Penzner cont'd)

fax: ¢/o Jerusalem Fellows 735-229
home:

Ein Tsurim 9/24

Talpiyot, Jerusalem 93393
732-247

Dan Polster

I am currently the president of Agnon School in Cleveland, where my 2 oldest children will be
entering grades 6 and 3 this fall. If T am successful in raising the money to expand our building,
there will be room for my one-year old when she is ready. From 1984-88, I was Chairman of the
Board of Cleveland College of Jewish Studies. One measure of how far that institution has come
in 10 years is that nobody today would consider entrusting the Chairmanship to an untested 32
year old. As I said when we went around the room on Sunday, in my spare time I am an Assistant
U.S. Attorney, specializing in white-collar crime and fraud prosecutions.

home:

3075 Chadboumne Rd.
Shaker Heights, Ohio
216-752-2189

fax: 216-752-4763

work:

U.S. Attorney's Office
1800 Bank One Center
Cleveland, Ohio 44114
216- 622-3810

fax: 216-522-8354

Ina Regosin

I grew up in Brooklyn, New York, having lived in the same house until I was married. Our family
has since made friends, planted gardens, and joined shuls in Philadelphia, Summit, New Jersey,
Boston, and most recently, Milwaukee. Change and variety mark my professional career as well.
I have worked in early childhood, supplementary, day school, camp, college of Judaica, and
central agency settings; currently serving as Executive Director of the Milwaukee Association of
Jewish Education.

A couple of my current goals/struggles are: 1) to be an administrator who manages to maintain a
hands-on capacity (teaches or otherwise keeps in touch). 2) to bring ‘camp' into the winter
months on a regular basis.



(Searle Mitnick cont'd)
who has become the educator "czar" of the Baltimore Jewish community. We are looking to re-
direct the words and mission of our Board.

Professionally, I'm the Managing Partner of a 25 person general practice law firm in Baltimore.

home:

6307 Fairlane Dr.
Baltimore, MD 21209
410-358-9449
fax:410-358-5770
work:

20 S. Chartes St.

10th Floor Sun Life Building
Baltimore, MD 21201
410-539-6967
410-752-0685

Daniel Pekarsky

The birth 3 1/2 years ago of our son Zach has enriched my own life and that of my wife Stephanie
beyond words. It has also added a very personal dimension to my interest in Jewish education. I
grew up in a relatively traditional family, richly suffused with Jewish rhythms, customs, and
sentiments, and I was fortunate to spend S years in childhood in Jerusalem. Outside my work in
Jewish education, I am a professor at the University of Wisconsin, where my work focuses on
questions concerning character education and the rights of parenets and children. That work,
coupled with my work in Jewish education, has made my professional life wonderfully fulfilling.

work: Department of Educational Policy Studies
University of Wisconsin

Madison, WI 53706

608-262-1718

home: 4006 Mandam Crescent
Madison, WI 53711
608-233-4044

Barbara Penzner

Barbara Penzner is a Reconstructionist rabbi who is concluding the first of two years in Jerusalem
as a Jerusalem Fellow. In addition to serving as a congregationat rabbi, she staffed the
Cominisston on Jewish Continuity in Boston for two years.

Barbara received her undergraduate degree irt Russian studies at Bryn Mawr College. She earned
an MA in Religion at Temple University and the title of rabbi as well as an MHL from the
Reconstructionist Rabbinical College in Philadelphia. She was asked to attend the Goals Seminar
(Barbara Penzner cont'd)

as a representative of the Reconstructionist movement). Originally from Kansas City, Barbara
and her family have spent the last six years in Boston. She is married to Brian Rosman. They
have two children, Akiva, age 6, and Yonah, born in Jerusalem in November.



(Barbara Penzner cont'd)

fax: ¢/o Jerusalem Fellows 735-229
home:

Ein Tsunm 9/24

Talpiyot, Jerusalem 93393
732-247

Dan Polster

T'am currently the president of Agnon School in Cleveland, where my 2 oldest children will be
entering grades 6 and 3 this fall. IfT am successful in raising the money to expand our building,
there will be room for my one-year old when she is ready. From 1984-88, I was Chairman of the
Board of Cleveland College of Jewish Studies. One measure of how far that institution has come
in 10 years is that nobody today would consider entrusting the Chairmanship to an untested 32
year old. As I said when we went around the room on Sunday, in my spare time I am an Assistant
U.S. Attorney, specializing in white-collar crime and fraud prosecutions.

home:

3075 Chadboumne Rd.
Shaker Heights, Ohio
216-752-2189

fax: 216-752-4763

work:

U.S. Attomney's Office
1800 Bank One Center
Cleveland, Ohio 44114
216- 622-3810

fax: 216-522-8354

Ina Reegosin

I grew up in Brooklyn, New York, having lived in the same house until T was married. Qur family
has since made friends, planted gardens, and joined shuls in Philadelphia, Summit, New Jersey,
Boston, and most recently, Milwaukee. Change and variety mark my professional career as well.
I have worked in early childhood, supplementary, day school, camp, college of Judaica, and
central agency settings; currently serving as Executive Director of the Milwaukee Association of
Jewish Education.

A couple of my current goals/struggles are: 1) to be an administrator who manages to maintain a
hands-on capacity (teaches or otherwise keeps in touch). 2) to bring ‘camp’ into the winter
months on a regular basis.



Zipora Schorr

I come from a family of educators: all of my siblings are teachers or principals, and we have all
been in the field of education ever since I can remember. In fact, my nursery school teacher was
my sister, and my earliest memories are the songs she taught me.

Born in Jerusalem, a fifth generation Sabra, I came to Detroit as an infant. Because I began
teaching Sunday School at the age of twelve, I claim over twenty years of experience in the field.
Over the years, I have taught English and math at the high school level, general and Judaic studies
at the elementary level, Hebrew language and Biblical grammar at the college level, and have done
a good amount of teacher training.

Since my overwhelming passion has always been education, I have never left the classroom.
Thus, I have continued to teach uninterrupted throughout my administrative experience. That
administrative experience includes supervision and training in Silver Spring, MD, where we lived
while my husband, Nahum, completed his Doctorate in psychology; it pans my work in Potomoc,
MD., where I built, staffed, and recruited for a new pre-school and Hebrew School; and it has
taken a more mature form in my present position as Director of Education of a Community Day
School and Hebrew School that encompasses pre-school through High School.

My most exciting professional accomplishment was the establishment of the first co-ed Day High
School in Baltimore, and watching (and helping) it grow to over 100 students in eight years.
Seeing those students connecting Jewishly, going on to Universities and Yeshivot, and becoming
the Jewish voices on their campuses is enormously gratifying.

My most satisfying personal role is that of mother of six children, around whom our home life
revolves. In each one of them, I see the commitment to Eretz Yisrael, Klal Yisrael, and Ahavat
Habriot that we have tried to model for them, and we get great nachas as we watch them deepen
their own involvement in learning, while continuing to serve Hashem through service to others
and becoming mentsches.

- MZIWN *TOoN >Dxontinue to learn - from ny students, my colleagues, and all those
with whom I come in contact. I do hope you contact me, as well.

Beth T'filloh Community School
3300 Old Court Rd.

Baltimore, MD 21208
410-486-1905

410-653-7223

home: 410-358-0136



Gerald Stein

President and Chief Executive Officer
Zilber Ltd. 710 N. Plankton Ave, Milwaukee WI 53203 Suite 1200

Milwaukee based real estate and related investments operating in Florida, Arizona, Hawaii,
Wisconsin, etc. tel: 414-274-2505 fax: 414.274-2710

Community Activities:
Milw. Jewish Federation, past campaign chair, 1ncommg president
Milw. Jewish Home, officer and director
Israel Bonds, current state general chairman
Jewish Vocational Service, past president
ATPAC - co-chair - Wisconsin
Milw. Jewish Federation Foundation - chair Harvest program
University Wisconsin Milwaukee Foundation - member Board of Directors
Marquette univ, - multi culturali committee
Univ. of Wisconsin Business School, Advisory Board
Milw. Public Museum, past president, board member

7 previous Israel trips - all Federation Missions
Family - married, 3 daughters all married, 3 grandchildren
Bom and raised Milwaukee Wisconsin

Education:  Univ of Wisc. BBA - Accounting (CPA)
Marquette Univ. - LLB, JD, Law (Attorney at Law)

Residence 2510 W. Dean Road, Milwaukee, WT 53217, tel: 414-352-3140 fax: 414-352-1080
Louise Stein

Co-chair Lead Community Project
Officer Mil. Jewish Federation (Continuity)
Past Pres. Women's Division Milw. Jewish Fed.
Past, Pres. Mil. Assoc. Jewish Federation
Board of Directors Hillel Academy
Past Chair Human Resource Development Cabinet (Federation)
Past Leadership Roles
-Budget and Allocation (Federation)
-Education Committee (Conservative Syn.)

Married -3 daughters
-3 grandchildren
home address: 2510 West Dean Rd. Milwaukee, WI, 53217



Barbara Steinberg

Education - BA - UCLA (Psychology); MA - Columbia (Ancient and Semitic Languages); MA-
Jewish Theological Seminary (Jewish Education); 1 year - visiting Graduate student - Hebrew
Untversity.

Professional Life

- youth work and Hebrew School teaching in Los Angeles and New York
-Principal - synagogue school, Hebrew High School - Long Island

-Consultant - Jewish Education Association - Metro West

-Founding Director, Solomon Schechter Day School, East Brunswick, NJ
-Executive Director, Jewish Community Day School, West Palm Beach, FL.
-Executive Director, Central Agency for Jewish Education, Philadelphia
-Executive Director, Commission for Jewish Education of the Palm Beaches, FL
-Founding Chairman, Jewish Community Day School Network.

My recent professional work has been guided by a commitment to work with curriculum
development, staff development and organizational development programs and processes. I am
also committed to the teaching of Hebrew as a living language in day schools and have had
success with the approach in two settings (NJ, FL); the need for Jewish educators to be
knowledgable about the field of general education, in many areas, but especially in educational
methodotlogy ; and the need for a development perspective in designing Jewish educational
programs.

office: Commission for Jewish Education , 4603 Community Drive, West Palm Beach, FL 33417
tel: 407-640-0700 fax: 407-648-4304
home: 331 Eagleton Golf Drive, Palm Beach Gardens, FL 33418 tel: 407-627-5317

Robert Toren

Living in Cleveland, Ohio, married to Jocelyn with four sons, Jonathan 15, Jeremy 12, Benjamin
8, Akiva 5; struggling to live in the two worlds of halakah and Western culture authentically and
meaningfully. Educated at Harvard, JTS, the Academy for Jewish Religion; most meaningful
educational experiences with Professors Nechama Leibovitz, Natan Rotenstreich, Seymour Fox,
Rabbi Chaim Brovender, Joshua Levinson during two year Jerusalem Fellows stint. Shared
intense feeling of community living in Israel duing Gulf War, running to sealed room, listening to
the radio announcements in Hebrew, English, Russian, and Amharic. New job to begin August 1:
director of educational planning at Jewish Education Center of Cleveland.

Shmuel W

-Bom in Strausburg, France.

Studied at Yeshivat Kerem Beyavneh and mainly at Yeshivat Har Etzion. Studied philosophy and
Education at Hebrew University. Created and taught at the first Yeshiva High School in France.
Jerusaelem Fellows, and educational director of the Hebrew Academy in Montreal. Since then,
Mandel Institute in Sept. 1992. Married + 5 children.



SusanWyner

Thirteen years ago I was teaching Sunday School part-time, when I received a calling. This
calling has moved my career from the world of general education to Jewish education, now
serving as Educational Director for B'nai Jeshrun Congregation in Cleveland, Ohio. Next year I
plan to complete a masters' degree in Judaic Studies in Education at the Cleveland College of
Jewish Studies. Also served as Chair of the Jewish Educators Council. In spare time, I have the
privilege of being Jeff's wife, and Matt and Brad's mom.

home: 2550 Windy Hill Drive
Pepper Pike, OH 44124
216-473-3136

fax: 216-473-3165

work: B'nai Jeshrun Congregation
27501 Fairmount Blvd.

Pepper Pike, OH 44124
216-831-6555

fax: 216-831-4577





