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Fhope vou will he able tojomn us at the seminar. Please complete and return the enclosed
reply torm.

With hest wishes for the s car ahead.

MORTON I, MANDE]L -- Chair












1 hope you will be able to join us at the seminar. Please complete and return the enclosed
repls form

With best wishes Tor the vear ahead.

MORTON [ MANDEL -- Chair



May 26, 1995

Annette Hochstein
Mandel Institute

15 Graetz Street

93111 Jerusalem, Israel

Dear Annette:

I hope you shared my pleasure at the very positive tone of our Board meeting
last month. Since that time, we have continued to progress, with a focus on
plans for summer projects. We look forward to sharing this with you at the
next meeting of the Steering Committee, at the CIJE office in New York on
Thursday, June 8, 9:30 a.m. to 3:30 p.m.

Enclosed you will find the agenda for our Steering Committee meeting,
together with the following supporting documents for your review:

1 Draft Proposal: CIJE Evaluation Institute

2. Three papers by Walter Ackerman rclating to training capacity
a. The Structure of Jewish Education
b. Building the Profession: In-Service Training
C. Reforming Jewish Education (To be read in concert

with a, above)

In addition, a new draft of Guidelines for CIJE Affiliated Communities will be
faxed to you prior to the meeting.

Please confirm your attendance plans by calling Ginny Levi at 216-391-1852.
I look forward tq seeing you on June 8 and send warm regards.

Alan offmann -- Executive Director



DRAFT PROPOSAL

CIJE EVALUATION INSTITUTE

PURPOSE

A guiding principle of the CIJE has been that initiatives in Jewish education need to be
accompanied by evaluation. In this context, evaluation has three basic purposes: (1) to assist
efforts to implement ongoing programs more effectively; (2) to determine, after an appropriate
period of time, whether a program 1s sufficiently successful to warrant further effort and
resources; and (3) to provide knowledge about what works and how, so that successful programs
can be replicated in new places.

CILJE has tried to foster an "evaluation-minded” approach to educational improvement in its Lead
Communities. In this effort we have seen some success. Federation staff at least pay lip

service to the need to evaluate any new programs that are under consideration. More concretely,
budgets for evaluation are being included in new programs. Most important, key staff and lay
leaders in all three communities recognize the value of basing decisions on substantive
information; as a case in point, they are using the findings of the CIJE Study of Educators as a
basis for decision-making.

Our experience in the Lead Communities has made it clear that as in other areas, community
agencies lack the capacity to carry out external evaluations of programs. One theory, put forth
by a CIJE board member, is that agency staff simply do not know what to do. Another theory,
suggested by MEF researchers, is that agency staff avoid evaluation for the usual reasons: (1)
They are too busy running programs to carry out evaluation; (2) Evaluation often brings conflict,
and avoiding conflict is a high priority for agency staff. Yet a third barrier to evaluation,
experienced in Cleveland, is that it is difficult to find qualified outsiders to carry out an
evaluation that is knowledgable, informative, and fair.

The proposed CLJE Evaluation Institute would address each of these problems. [t would provide
knowledge and motivation for evaluation by sharing expertise with a carefully chosen set of
individuals from the communities with which CIJE is working.

DESIGN

The Evaluation Institute would consist of three separate but related ongoing seminars:

Seminar I: The Purpose and Possibilities of Evaluation

This seminar is intended for a federation professional and a lay leader from each community. [is
purpose is to help these leaders understand the need for evaluation, as well its limits and

possibilities. Participation in this seminar will provide local leadership with the "champions" for
cvaluation that wiltl help ensure iis role in decision-making.



Seminar [1: Evaluation in the Context of Jewish Education

This seminar is infended to create an "evaluation expert" in each community. Participants should
be trained in social science research at the Ph.D. level, and experienced in research on education,
communities, public agencies, or related areas. The purpose of this seminar is to provide a forum
for discussing specifically evaluation in Jewish education. Through this seminar, participants
will become a source of expertise upon which their respective communities can draw.

There are two important reasons for including such local experts in the evaluation institute. First,
and most essential, by engaging such experts in a long-term, ongoing relationship, communities
can ensure continuity in their evaluation and feedback efforts, instead of one-shot projects that
typically characterize evaluation when it does occur. Second, by entering into a relationship with
a local expert, organized Jewish communities can exhibit their commitment to take evaluation
seriously.

Seminar I11: Nuts and Bolts of Evaluation in Jewish Education

This seminar is intended for the persons who will actually be carrying out the evaluation of
programs in Jewish education. It will cover such topics as instruments, procedures, coding,
analysis, and writing reports. Parlicipants in the three seminars would also meet together.
Evaluation research must be tailored to the political and cultural context in which it is to be
conducted and interpreted. The best way to achieve this is to bring together those who

"know" the context and those who "know" about evaluation, The CIJE evaluation institute could
facilitate a learning process among the federation lay and professionals and the evaluation
experts in which they teach one another in a structured and supportive context,

CONTENT

The content of these seminars will bc drawn up by whoever is engaged to direct the evaluation
institute. Instructors for the seminars will be drawn from a wide variety of fields, including
both general and Jewish education. Within CIJE, we have substantial expertise in the study of
personnel, including leadership, and we expect this to form a major part of the content for the
first year. However, since we expect the Lead Communities to participate in the seminars, the
personnel study cannot constitute the entire curriculum.

STAFF

To create this institute, it will be necessary to hire a director, who would work perhaps 12 hours
per week PLUS the time spent at the seminars themselves. The institute director would be
supervised by the CIJE executive director. CLJE office staff would need to provide support for
the director and the seminar.
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9/21/95
Memo

TO: JANICE ALPER, CHATM BOTWINICK, STEVE CHERVIN,
RUTH COHEN, MARCI DICKMAN, INA REGOSIN

FROM: GAIL DORFH
CC: ALAN HOFFMANN, BARRY HOLTZ, NESSA RAPOPORT

RE: CLJE-LEAD COMMUNITY SEMINAR ON EDUCATIONAL
LEADERSHIP — OCTOBER 1,2

We will meet Sunday morning (10/1) at my home.
588 West End Ave, Apt 2A. Phone Number 212-769-0725.

We'll start at 10:00 arn and go through the evening, thus, we'll be having both
Junch and dinner together on Sunday.

On Monday, we will meet at the CIJE offices. We’ll decide on our starting
time before we break on Sunday evening.

We'll finish on Monday by 3:00 pm
AGENDA

Sunday

Community Updates

Among the things that you report on, please focus on status of personnel
Bction planning process.

15 Eaxt 26th Sireet. New York, NY 10010-1579 = Phone: (212)532-2360 = Fax: (2121552.2646
PO Box 94533, Cieveland. Ohio 44101 » Phone: (216) IPL-1852 » Fax: (216) 301-583C
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How Shall We Study Comprehensive,
Collaborative Services for Children and Families?

MICHAEL 5. ENA.PP

Resedrchers and evaluators confromt diffieult challenges in
studying comprehenstve, collaborative services for children and
families. (These challenges appear in the interaction of multiple
professional perspectives, specification of independent and de-
pendent variables, attribution of effects to causes, and sensitive
nature of the programmatic treatment. Given limited knowledge
about these complex interventions, they will best be understood
through studies that are strongly conceptualized, descriptive,
comparalive, constructively skeptical, positioned from the bottom
up, and {when appropriate) colleborative.

Educational Resarcher, Vol. 23, No. &, pp. 5-16

tegration of education and human services should be
a signal to researchers and evaluators that there is
work to be done. New solutions to old problems—includ-
ing newly redixovered ones-—have a way of suddenly

The recent Lurgeoning of interest and activity in the in-

capturing the &tentbon of policymakers, advocates, and
the public. Claiths about the new solution proliferate, as do
pilot versions, labels for the activity, and purported dis-
tinctions arnong these pilots, Along with these claims, la-
bels, and pilot experiments comes advice to policymakers,
practitioners, and funders. And all at once there is a need
to do careful, probing research and hardheaded evalua-
ton, to sort among the claims, characterize what pilot ini-
Hatives have indeed demonstrated, and discaver what the
scund and fury signifies,

We are at such a point once again with the integration of
education and human services, Voices calling for ¢compre-
hensive, collaborative senvices as a solution to the needs of
the “high-rish” family and child have built ta 2 crescende
across the pabt decade and especially the last half dozen
years. A number of demonstration projects, both great and
small, have bren launched. And policymakers are scram-
bling to makq comprehensive, collaborative services stan-
dard operatink procedure. In so doing, all participants are
re¢nacting a drama of several decades past, when federal
inidatives set fp motion a wave of interest in service inte-
graton {(Agrafpff, 1991}, The reinvention of this program-
matic thrust iff the late 1980s and early 1990s has some
attributes of th earlier episode, only now it is being played
out on a grander scale, and wath a greater sense of urgency.

This area of sodal endeavor poses special problems for
researchers and evaluators. The purpese of this article is to
explore these problems and suggest some ways they might
be productively overcome. I accomplish this task by first
characterizing this “new” evaluation problem and the lit-
erature that addresses it, along with several premises

MAY 1395

about “good” research and evaluation. Following that, I
identify and “unpack” five issues facing researchers and
evaluators, and finally I briefly review some ways of mee!-
ing these challenges.

A “New” Problem for Research or Evaluation and an
Emerging Literature

The very act of naming the target of inquiry hints at the
complexity of the research task, With some trepidation, 1
have chosen comprehensive, cotluboratioe services for children
and families instead of half a dozen ather phrases, knowing
that any choice will leave someone feeling left out or un-
derappreciated. I will use the simpler phrase comprehensive,
coflaborative services throughout much of the article (with
apologies to educators who wish not to view what they do
as a “service”). But in so doing, I include most of what is
said about the imlegration of sducation and human services,
school-linked serpices, services integration, interprofessional col-
laboration, coordinated services for children, and family sup-
port=once again, a::icnowledging that meaningful
distinctons can be drawn among these terms.

The diFfjculty for those who wish to study comprehen-
sive, collaborative services, however labeled, stems from
their complexity and flexibility, the nature of coilaborative
effort, and the convergence of different disciplines. Com-
plexity derives from the sheer number of players, stake-
holders, and levels of the system, as multiple services
lodged in different agency or disciplinary contexts, each
operating from its own premises about good practice and
the “client” or "censumer.” join forces in some fashion to
influence the life prospects of high-risk families and chil-
dren. The extent to which their efforts are collaborative de-
fies easy conceptuslization, no less description or
assessment. The boundaries of research and evaluation de-
sign stretch further to handle the idiosyncratic wiiaring of
effort that is frequently part of collaborative practice and
the interplay among agencies or other collaborating part-
ners. Finally, the act of shudying such endeavors engages
researchers from traditions that do not normally commu-
nicate with one another.

MicHaEL 5. KNaPP is an Associate Professor of Educational
Leadership and Policy Studies at the University of Washington,
College of Eclucation, Mail Stop DQ-12, University of Washing-
tondBieattle, WA 98195. His areas of specialization are policy im-
plementation, policy-to-practice connections, and the education
of disenfranchised groups.
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A ValLigly UL STUGICS [aVE DREN LRQETEKEN Ot COMmprehen-
sive, callaborative services, so there are a number of exam-
ples of what might or might not be wusefu] ways to
understand it. These studies are embedded in a larger ad-
vocacy literature, which both makes the case for the inte-
gration of education and 1] services (e.g, Levy,
Kagan, & Copple, 1992; Nauona) Associatian of State
Boerds of Edacation, 1991; Nationn] Commission to Pre-
vent Infant Mortality, 1991) and offers advice on how to do
so (e.g.. Chynoweth & Dyer, 1991; Melaville, Blank, &
Asayesh, 1993). The burgeoning of this advocacy Literature
lends urgency to the task of research and evaluation, be-
cause as is typical with compelling ideas about spdal in-
tervention, enthusiasn: uutsitips evidence at a rapid rate.

Much of the research and evaluation literature related to
comprehensive, collaborative services is fugitive; various
attempts to capture what is there have been undertaken re-
cently, among them several comprehensive reviews (e.g.,
Crowson & Boyd, 1993; Gomby, 1992), selective analyses of
effective practices (e.g., Schorr, 1988}, annotated bibliogra-
phies (e.g,, Chaudry, Maurer, Oshinsky, & Mackie, 1992),

d the activities of several technical assistance centers

ch as the National Center for Services Integration and

@ Natﬁnal Center for Children in Poverty.

Case desciptions and single project assessments pre-

minatd in this literature, and they are, understandably, a

ixed bag (sez Crowzon & Boyd, 1993, for a characteriza-

n of the literatyre). Add to that several surveys (e.g.,

erican Public Welfare Assaciation, 1992; Chang, Gard-
er, Watahara, Brown, & Robles, 1991; Kagan, Rivera, &
Lamb-Parker, 1990} and multiple-project comparative
studies {(e.g., Ma , Chimerine, Morrill, & Marks, 1992),
as well as formal aempls to study statewide initiatives of
severa] kinds (e.g., State Reorganization Commission.
1989; Wagner et al., 1994) and other demonstration projects
(e.g., New Beginnjngs Team, 1950; Nucd & Smylie, 19%1:
Wehlage, Smith, & Lipman, 1992). Some of these studies
employ elaborate, multiyear designs, especially those done
in conjunction with the more ambikous iniHatives,

The methodological literature to date is thin. Although
some would argue that the exdsting, voluminous literatures
regarding the study of social interventions are adequate to
the task of studying comprehensive, collaborative services,
others have bepun to recognize the spedal methodological
1ssues that arise. pts to address the methodological

tions have oftn approached the matter straightfor-
“#urdly, for exampld by adapting conventonal experimen-
methods to the §valuation task (see Gomby & Larson,
1992). Other treatments note spedal challenges to evalua-
Hon stemming from the complex, incomplete implementa-
tion that characterizes so many collaboratve ventures
(Kagan, 1991). Stemming from the family support litera-
ture, a more radical critique has put the spotlight on as-
sumptions undetlying conventional efforts and suggested a

more particgpatory alternative framework (see Weiss &
Greene, 19928, Work in this tradition argues for a new vision
of evaluatiofland research, emphasizing a collaborative re--
lationship een those studied and those who are carry-
ing out res - Another alternative viston of evaluaton
Places more dmphasis on evaluation as an ongoing, devel-

opmental leaming process serving both internal and exter-

& EDUCATIONAL RESEARCMER
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evaluaton and its impact on policy and practice (Stake,
1986). In addition, severa] interdisciplinary meetings have
begun to assemble wisdom about the evaluation task (e.g.,
Family Impact Seminar, 1993a; also the AERA /QERI Invi-
tational Conference mentoned in the notes).

Some Premises About Research and Evaluation in This Area

The methodological writers have begun to pinpoint sev-
eral important dimensions of the problem. But before
launching into a discussion of method, it is important to be
explict about several assumptions.

First, discussion of method includes considerations of
paradigm, that is, the assumptions we make about how the
world works and what constitutes evidence and knowi-
edge about it. Although there are fundamental differences
at issue, this arficle assumes that alternative paradigms can
support complementary examinations of a phenomenon,
especially ona of this complexity. In particular, paradigms
supporting qualitative and quantitative studies are neces-
sary both to make sense of comprehensive, collaborative
services and to respond to the many audiences who wish
to understand these social interventions.

Second, ] am assuming that good conceptualization of
what is to be {or what has been) studied is essential to re-
search and evaluabon. Underconcephialization plagues
much research; empirical “fishing” expeditions unguided
by a sense of what concepts are relevant and what rela-
tionshipg are likely to yield little of value. Being clear about
what 0% is studying is half the battle. Much of what is
talked about as a problem of measurement boils down to
the task of constructing and operationalizing theories of
social needs and the means for addressing these needs.

Third, ] am making few distinctions in this case between
research and evaluation. For this topic of shudy, both are con-
cened wikh systematic learning about the design, conduct,
and impacts of a form of sodal intervention aimed at 2
broad range of hurnan needs. To be sure, studies commis-
sioned as evaluations are overtly political—that is, more
directly constrained by stakeholder interests and expecta-
Hons-—and pursue a more explicitly value-laden set of
purposes than research by any other name. However, in
the realm of popular social interventions, all research has
political and evaluative overtones, and, regardiess of in-
tention, may be enlisted in the debates regarding the mer-
its of one or another initiative. The terms research and
evaluation will thetefore be used somewhat interchange-
ably in this article, though doing so obscures some impor-
tant subtletes.

A few further comrments will define how the term evalu-
gtion is used in this article. Drawing on work by authors
such as Saiven (1974), Cronbach and Associates (1980},
and Patton (1978), among others, the term is broadly con-
strued to include a wide range of systematic attempls to
make sense of social interventions for broad stakeholder
audiences and policy communilies, in partcular, I am not
restricting the term to investigations aimed at figuring out
whether initially stated program goals are achieved and to
what degree; such degigns typically pay too little attention
to the evolution of intentions over time and to the unantic-
ipated facets of implementation or effects that cop up
zlong the way. Nor am [ assuming that randomized, ex-
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oncoon petween rormative and summative evaluation
puTposes, o process versus impact studies, In other words,
I am aseumifig that all evaluations are in a fundamental

formafive (see Cronbach & Associates, 1980) and that
proper attributions of impact to cause can only be made by
w " nding the process that produced the impacts (see
Pawten, 1378),

Issues Confronting Research and Evaluation

Five sets of issu‘es confront researchers and evaluators
wishing to make'sense of comprehensive, collaborative
services for children and families. These issues are present
to some degree in studying many complex interventions,
tuit they are demonstrably acute in this case,

1. Engaging divergent participants” perspectives: For whom
and with whom are we undertaking research on compre-
hensive, collaborative services? How should the perspec-
tives of different research and service disciplines,
professionals and consumers, and diverse agencies be
reflected in the design, conduct, and interpretation of
studies?:

2 O:}T'cteﬁzing (and measuring) the elusive independent
ceriable: PWhat exactly is it that we are studying?

3. Locating (and neasuring) the bottom line; What would

indicate ghat delivering human services in a comprehen-
sive, collaborative form had achieved some desirable
ends? t ends would be included in a such an evalua-

Hon—heAlth, education, welfare, the reform of human ser-
vice systems, or all of the above?

4. Attributing results to influences: Given so many possi-
ble influences, what is ta be taken as the result of what?

5. Studying sensitive processes and outcomes: How do we
caphure what is going on without intruding on the subtle
(and often confidential) interaction berween service pro-
viders and consumers of services?

These jssues have been framed using conventonal
causal terms—independent and dependent variables—not
to imply that a particular research paradigmn is mare ap-
propriate, but rather to use a lJanguage that is most widely
understood by members of the research and evaluation
comamunity.

Engeging Divergent Perspectives: Can We Speak Ezeryone's
Language?
Comprehensive, collaborative services efforts—and at-
tempts to study them—inevitably involve the perspectives
of different stakeholders and partcipants. Almost by defi-
nition, more than one professional discipline and the tradi-
tiors of research that are typically used to study these
achvites are implicated. In addition, the perspectives of
clients or consumers are relévant to understanding what is
going on and even to framing questions and research da-
signs. Finally, betanse a given initiative usually involves
mofe than servige delivery, the perspecrives of different
sgehicy Jeaders and policymaking or sponsoring groups
are central to understanding comprehensive, collaborative
sarvices as a systems phenomenon.

How should all these perspectives be represented in the
design, condugt, and interpretation of research? There is no
easy answer, gnd the answer always reflects the political
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arch tradibons. In app‘roar_hj ng an ‘ii'tte?'ven Hor involv-
ing school-based health and mental health clinies, for ex-
ample, investigators steeped in educational evaluation,
social work research, or health research are likely i zero in
on different facets of the intervention, measure different
things, and construet accounts of the program’s effective-
ness on different bases. All three perspectives would be
helpful in framing and carrying out a research strategy. To
arTive at such a strategy means communicating across dis-
dplinary boundaries about assumptions, focus, productive
measures, acceptable evidence, and s0 on, At the least, re-
sults may need “simultaneous translation” (as at the
United Nations) to make sure that different research com-
munities understand each other (e.g., this article may need
to be translated into terms that would scan te individuals
primarily engaged in public health research or social work
tesearch).

Although the language problem just described can be
and often is addressed in a given study (e.g., through mul-
tdisciplinary teams of researchers), a more difficult lan-
guage gap yawns between those who carry out research
and those who are studied. Some researchers seek to cloge
this gap by engaging the consumers of collaborative ser-
vices as collaborators in the act of studying these services
{e.g., Weiss & Greene, 1992). Although there are cbvious
advantages te the researcher (and the consumer) in doing
so—amrong them, indeased access to participants, the
prospect of better quality data, and more accurate render-
ing of the participants’ perspectives and experiences—
there are also possible trade-offs in time, complexity,
analytical distance, and the sophistication of research de-
signs.

Evaluative studjes carried out in the public eye add a
third set of perspectives that must be engaged and accom-
modated—those of powerful stakeholders who are involved
in the inidaive under study, have an interest in its out-
comes, or sponsor the evaluation. If nothing else, this fact re-
duces the researcher’s Toom for maneuvering, necessitating
compromises that may “buy” an audience’s support while
weakening the study’s evidence base or design logic.

Characterizing (and Measuring) the Elusive Independent
Variable s There One?

Like other broad domains of sodal reform (e.g., school re-
structuning), the integration of education and human ser-
vices takes many forms and has different meanings. This
makes for an independent variable—the programmatic
factors presurned to bring about results for individuals or
systems—of some complexity. In many manifestations of
coggprehensive, collaborative services, the nobon of the in-
dependent variable itself ceases to be a fixed treatment, as
conventionally assumed by experimental research designs,
and becomes instead a menw of possibilities accompanied by
a series of supports that facilitate consumers’ interaction
with these possibilities.!

The meanings of comprehensive, collaborative services
range from rejatively low-intensity efforts to coordinate
the work of different professionals to intensive, highly in-
tegrated arrangements; some writers reserve the term coor-
dinafion for the least intensive end of this continuum and
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& Enlanced referm; of children or familles for profes-
sional help of one kind or another {e.g., as in commu-
nity-based programs described in Marzke et al, 1992).
» Cocrdinated management of “cases,” as when children or
families require more than one specialized human ser-
vice (see James, Smith, & Mann, 1951).
» Colocation of serpices, such as health or mental health
professionals in a school building—a key feature of
“full-service schools” (Dryfoos, 1994)—or various spe-
cialists in a community muitiservice center {see Marzke
etal, 1992).
s Enhanced communication and information sharing among
providers of different human services through joint
databases, liaison activity, and agreements {e.g., regard-
ing confidentiality) that encourage information sharing,
argued by some to be essential to family-centered, coor~
dinated services {e.g., see Coulton, 1992}.
* Sharing of resources, as in discussions of fiscal strate-
gies supporting coordinated services, the commingling
of funds originally intended for separate services, or the
pooling of nonfiscal resources (see Cutler, 19%4; Farrow
& Joe, 1992; Garvin & Young, 1993; Kirst, 1994).
s Reconceptualization of human services, by altering the
conceptions of existing professional roles (e.g., subsum~
ing a kind of counseling function in the teaching role),
developing new roles such as “integrated services spe-
cialist” {see Wilson, Karasoff, & Nolan, 1993} or even re-
thinking the reiationship between professionals and
consumers, as in the conceptions of family-centered,
¢lient-responsive service (Weiss & Greene, 1992) or “con-
sumer-gmded” sghools (Hooper-Briar & Lawson, 1994).
» [oint planning ind execution of services, for example, in
varicus teaming arrangements, where different profes-
{ sionals (and others, such as parents) pool ideas, orches-
trate a plan for helping children or families that draws
on the expertise of more than one discipline, and in vary-
ing deprees carry out the plan through joint effort {see
Robison, 1993; Hooper-Briar & Lawson, 1994).

Corﬁ'lprehensive, collaborative services may involve one or
virtually any combination of these meanings. In addikion,
such injtiatives often take place on multipie levels of the
human service system and may be designed to change the
way that system functions (Agranoff, 1991; General Ac-
counting Office, 1992). Nearly all intend to integrate e fforts
at the service delivery level, but that often requires some
integraton one level up, among individuals and srganiza-
tions providifig the first layer of management suppott to
direct servicd providers—school principals, clinic direc-
tors, field su for outreach workers—and at the
policymaking level as well, among schoo! districts, re-
gional or stafe social service agendes, and so on. Indeed,
efforts to mbunt comprehensive, collaborative services
may target changes in the actual services available to fam-
iies and children (e.g., Philliber Research Assodates,
1994), the service-providing system (e.g., White, 1993), or
both (e.g., Wghiage et al., 1992).

The fact that so many kinds of arrangements share the
same generic label cries out for ways to conceptualize the
differem:ies in terms of common dimensions, and there
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Boyd, 1993; Kagan, 1991; Golden, 19%%; Mom].l Reisner,
Chimerine, & Marks, 1991; Schorr & Both, 1991), At a min-
imum, the following dimensions of difference are in-
volved. First, as noted previously, comprehensive,
collaborative services inibatives may address system re-
form primarily, the actual services provided to particular
families and children, or both, Second, the arrangements
differ in the extent to which distinct services are actually
changed or redefined through collaborative effort, ar sim-
ply relocated or made more accessible. Third, the degree to
which resources, control, and power are shared among the
collaborating partners varies, Fourth, the scale and scope
of arrangements vary enormously, from local arrange-
ments involving only two service sectors to massive
statewide initiatives that bring together many sectors. Fi-
nally, arrangements differ in what might be termed the
flesability or mutability of treatment-~that ig, the degree to
which the services provided to any given child or family
are infiividually tailored, and even changeable over Hme.

The last dimension generates some of the biggest puz-
zles for researchers. If each consumer accesses the human
service system in a different way, or in a way that changes
over time, then there mzy be no programmatic indepen-
dent variable to study. Or put another way, it is extremely
difficult to characterize what comprises collaborative ser-
vice aver a given period of tine. One researcher discussing,
collaborative arrangements for young children put it as
follows:

Since collaborations are designed to be flexible and meet
chanping needs, their implementaton is never complete,
No predse definition of implementation exisks because it
is a highly idiesyncratic and mntable condition. Indeed,
the strength of collaborations is that they are ailored to
meet changing iocal droumstances. For example, it is not
uncommor, to find collaborations that deem themseives
well [nplemented one day and fledgling the next. Such
changes are predictable and underscore the evaluation
dilernma; while implementation flux is a practical neces-
sity, it remains an empirical nightmare. (Kagan, 1991, p.
74)

Because the independent variable has many meanings,
both across and within collaborative services arrange-
ments, researchers and evaluators may often be talking
past each otter, and not talking about the same thing, even
within the same study. Beyond the question of figuring out
what is being studied and regardless of which conception
of collaborabive services we employ, the intervention is al-
most always going to comprise multiple, often separate
components Simply mulbplying the number of indepen-
dent variables {as in multivariate correlational designs) is
no real answer; one rapidly runs out of analytic capadity to
handle and interpret the many discrete variables that come
to mind, and one misses the “glue” that may bind these el-
ements together into a more integrated whole.

The researcher ia left with difficult questions: How to de-
scribe the independent variable(s) under study? What are
its conceptual boundaries? What isn't part of the indepen-
dent variable(s)? What are the most meaningful units {(and
levels) of analysis? What indicators most effidently cap-
ture the presence and mutability of the independent vari-
able(s)?
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As varied a§ the independent variable(s) may be in stud-
ies of complehensive, collaborative services, so may the
Aependent vatiable(s) be. In part a reflection of the differ-
ences in perspective and paradigms held by the different
services that are integrated, the initjatives under studv can
aim at remarkably different outcomes, among tt  the
academic achievement and attainment of children, their
socia} adjustment or health status, family welfare, and so
on. The temptaton to which ambitious collaborative ser-
vices efforts often succumb is to say, in effect, “all of the
abave.”

Whatever the stated goals of a collaborative services
arrangement, the researcher’s attempts te pinpoint out-
comes face three issues: (a) the large number of possible
outcomes, (b} the interdependence among them {including
developmental interdependence over time), and (¢} the
range of abstraction from discrete, modest outcomes (e.g.,
children immunized by age 2) to those that are more global
and complex (e.g., children adequately educated for fur-
ther education and work toles). Consider the following
childd and youth outcomnes, offered by one group of re-
searchers as a core list around which outcome accountabil-
ity might be developed {adapted from Schorr, 1994). The
outcomes are conceptualized as higher rates of.

w
» Healthy births {as indicated by decreases in low birth-
weight babies and births to school-age mothers; high uti-
tion of prenatal care).
o f2.year-olds immunized.
of Children ready for schoo} (as indicated by compietion
immunizations, detection and remediation of pre-
ventable health probiems, no signs of abuse or neglect,
or school readiness measures as identified by preschool
or ldndergarten).
s, Children succeeding in elementary, middle, and high
school (as indicated by academic achievement measures
and lower rates of truancy, retention in grade, suspen-
sions from school, dropping out, or placement jn special
education).
* Youngsters avoiding problematic behaviors (as indi-
cated by lower rates of school-age pregnancy, substance
abuse, sexually transmitted diseases, or involvement in
viclerce either as victim or perpetrator).
* Young adults who are self-sufficient.
* Children in families with incomes over the poverty
line.

The items in this list are only a selection from among the
many posfible outcomes that may be relevant to a given
comprehensive, collaborative services arrangement. To be
sure, a mofe discrete subset of these outcomes might be the

. focus of iry, as in one evaluation (Philliber Research
Assoaates, 1994) of a school-community partnership aim-
ing at children’s {a) persistence and safety in the home (in-
dicated by rates of abtse, children's retnoval from the
home by social services), (b) noninvolvement in the juve-
nile justice system, and (c) persistence and performance in
schoo! {indicated by students’ absences, work habits, so-
cial-emotional growth, and academic performnance). But
stuclies are just as likely to attend to diverse facets of child
and family welfare, as in a current study one state’s
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» Basic family needs: access to food, clothing, trans-
portation, and child care.

* Employment: jobs for parents and young adults (for
those seeking employment).

» Health ca use: participation in public health ser-
vices, inddeuce of injury or illness, and access to medical
and dental care.

» Emotonal health: self-reported depression, suicidal
thoughts, and problems with hostlity and anger.

« Youth behaviors: rates of sexual activity and teen
pregnancy.

» Schoo!l performance: students’ grades and classroom
behaviors.

The outcome puzzle is especially troubling when a collab-
crative services initiative encourages different arrange-
ments across sites, as in the case just cited, or when services
are individualized for each consumer: In such cases, re-
searchers must attend to a wide tange of possible out-
comes, though not necessarily for whole populations.
Furthermore, if the outcomes represent a developmental
progression over time, as in the first list presented previ-
ously, then later outcomes are dependent on earlier ones,
and the ultimate impact of the collaborative services
arrangement will have to be tracked over long periods.

The outcomes described previously apply to individuals
and groups, and despite some difficulties in measurement,
are relatively discrete and clear. System outcornes are gen-
erally not as discrete or clear as these that apply to indi-
viduals. Take for example, the challenges involved in
capturing the following kinds of system outcomes: pene-
tration of services into communities or the “community
embeddedness” of service systems (Bruner, 1934), agency
restructuring and shared authority needed to realize more
integrated forms of service organization and funding
{General Accounting Office, 1392), “consumer-guided and
consumer-driven schooling” (Hooper-Briar & [awson,
1994), or “deep-structure systems changes” related to pro-
fessiona! behavior, administrative “scripts,” and ransac-
tion costs (Crowson & Boyd, 1994). As these varied
disdlssions of system outcomes hing, the more human ser-
vice systems are erganized and cperate in fully collabora-
Hve and integrative ways, the more complex and elusive
the outcomes become. For example, it is one thing to cap-
ture change in referral rates or utilization of existing ser-
vices when these are colocated to render them more
accessible, because referral and utilization are relatively
easy to measure. It is another to capture the slowly emerg-
ing views of collaborative practice that might come about
as the colocated professionals have greater access to one
another and more immediate reasons for interacting with
one another.

So the researcher confronts a fundamenta! question of
ends for which the integration of services is presumably
the means. What ends {(incdluding, but not limited to, stated
program goals} might come about as a result of the integra-
tion of services? How many can be meaningfully consid-
ered and at what level (individual, system)? What
outcomes concephually represent steps taken towards
more ullimate ends?
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Abput Chaanée?

The complexity and mutability of the independent vari-
able(s), combined with the large number and interrelation
among dependent variables, generate an attribution task of
the first magnitade. To what do we attribute the state of
children and families who participate in integrated forms
of education and human service? Put another way, how do
we account for the leve] of any of the child and youth vari-
ables noteq previously?

The director of a study evaluating a statewide integrated
services initiative described the problem this way:

1f we measure benelits for kads and families, what do we
say contributed to it? Their individual services? The
}:pmgﬁm" as it existed in the 3 months they were in-
olved?, , .The program in one month is not the same as
the next {a new partmer joins the collaborative, changing
' the mix of staff, the number of services, the level of trust
or conflict in the collabomative, etc.}). . . .There is so much
going on out there, so much {lux that even if we can doc-
t:)ment ¢hange or improvement, we have little idea what
attribute it to. We have one school in the study that is

an integrated early childhood program site. site af a Blue
Cross managed-care experiment, a new charter school,
the recipient of a state restructuring grant, and in a neigh.
borhead that is the recipient of family preservalkion funds.
If we measure improvement in health indicators for the
children, is it the early childhood program or the ran-
aged-fare experiment? If there are educational benefits, is
it thefpeer tutoring program in the early childhood pro-
gramj or the restruchuring grant or the “charter school-
T;gi)]. (M. Wagner, personal communication, September

Researchers who study complex social interventions are
used to this problem in one sense: They cormonly ace
knowledge that many outcomes worth studying have mul-

ing. Add to the atiribution task the difficulty of ex
ing why certain children fail at school. or why
nfranchised families experience multiple problems
wifh which they age not able to cope (e.g., see Dym, 1988,
ing ‘ ecol 1 views of the family; Knapp &
Woplverton, 1995, for a discussion of the role of social class
in dchoolirlg: or Hpoper-Briar & Lawson, 1994, regarding
“robt causes” of ciflldren’s problems in learning and devel-
oprhent). Clearly, the availability or nature of human ser-
vicdgs—attempts af ameliorating school feilure ar families’
problems-=is anly ong contributar to such predicaments.
Pervasive social conditions place individuals and groups in
a disenfranchised position; hurman services have only a lim-
ited capacity to address questions of social position.

In other words, researchers studying comprehensive, col-
laborative services face a familiar challenge, that of con-
structing conceptual maps that link one thing to another.
But ps they do so, they know the many influences that
migt bring about results may not “stand still” long enough
to it confident cdaims about a particular inttative,

Studying Sensittve Processes and Quicomes: Hote Do We See
What's Really Happening? 'l

- A final research issue has o do with measurement, intru-
sion, and the relationship between researchers or evalua-
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the programmatic events that lie at the core of comprehen-
sive, collaborative services are private matters—for exam-
ple, between a social worker and a troubled family, or a
member of the famnily and a substance abuse counselor—
and as such are not readily open to inspection by someone
gathering data. This creates a double problem for those
who would study the integration of education and human
services: Not only is the nature of service blocked from
view, but also the connectons among services. The issue is
compounded by the potental addition of data gatherers to
the cadre of professionals with whom troubled families
must interact outside of the context of direct service provi-
sior; gnderstandably, many consumers are unwilling to
cooperate with research requests, as are the social workers,
counselors, or others who waork mast closely with them.

Though not insurmountable, this matter makes an al-
ready difficult task more so, precisely because the rarget of
integrated services is likely to find research an intrusion and
because the nature of integration is likely to involve more
than one hard-to-inspect service. The situation is among the
ones that lead the call for a more participatory conception of
research or evaluation (Weiss & Greene, 1992).

Ways o Address the Issues

If the preceding analysis captures essential problems in ex-
amining comprehensive, collaborative services, then how
can researchers and evaluators proceed to address these is-
sues? What forms of research and evaluation are likely to
yield the most useful understandings regarding this broad
class of interventions at this stage of public investment in
the integration of services?

Resolving these issues in partcular instances is tco de-
pendent on context, and there are too many such instances
for a short article such as this to offer specific advice about
research questions or study designs. But it is possible to
characterize, at a more global level, attributes of research
that appropriately take into account the matters just raised.
Itis zlso possible to suggest particular kinds of studies that
are more and less likely to yield useful knowledge.

Desirable Att-ibutes for Research and Evatuation on
Comprehensive, Collaborative Services

To be mast Felpful in making sense of integrated services,
studies need to be strongly conceptualized, deseriptive,
comparative, constructively skeptical, positioned from the
bottom up, and collaborative {(when appropriate).

Strongly conceptualized. The elusiveness of independent
or dependert variables and the relationships among them
are in part 2 matter of conceptualization. More than one
kind of conceptual framework is relevant to comprehen-
sive, collaborabive services, and these need to be worked
out with some care, both to clarify what is being studied
and to illuminate assumptons on which programmatic ini-
Hatives are founded. At a minimnum, researchers and eval-
uators need to make explicit—before and after they have
collected data—the conceptual dimensions that underlie
the initatives under study. One useful framework for
studying collaborations notes the following dimensions
(Morzill et al, 1991):

» Composition of target groups.
* Sergjce scope (e.g., education, health, sodal service, etc.).
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case management, etc.).

* location of services.

= Sponsorship and service-provider participation

* Commitment of participating service organizations.
« Parental and community participation.

' Many other ways of idenhifying dimensions are possible,
and some promising ones have been suggested {see, for
example, the references noted in discussing the elusive in-
dependent variable). The important thing is not that any
one framework be selected by everyone who studies col-
laborative services, but rather that researchers clarify in
conceptual terms what is being studied. In this way, re-
search will begin to angwer the all-important queston: Of
what is any instance of comprehensive, collaborative ser-
vices a {conceptual) case?

But the conceptual work doesn’t end there. Two further
kinds of conceptual models operate within a given com-
prehensive, collaborative services initiative, and it is up to
the researcher to make thern explicit, and hence open to in-
spection, or to put more powerful conceprualizations in
place of the ones held by participants. First, tmplicitly or
explicily, comprehensive, collaborative services efforts
rest on assumptions about those whom integrated services
are intended to serve and about the conditions that gener-
ate their need for service. Programs operating on a deficit
madel, for example, tend to locate the problem in the high-
tisk child and his or her farnily. There are good reasons to
view such models as insufficient and unhelpful. More sut-
cessful conceptualizations of the problem addressed by in-
tegrated services will consider the joint roles played by
individual charactenistics, family and community condi-

Hons, and fhe expectations or routines of serving institu-
tions (see, for example, Dym, 1988, regarding ecological
views of ilies;| Richardson, Casanova, Plader, & Guil-

foyle, 1989, regarding relational views of at-risk learners in
sthools),
Second, the program’s “theory of action” (Patton, 1978)
is involved. Given some conception of & problem to be ad-
. program designers and implementors fashion an
ervention strategy that directs effort at key points of
leverage. To take a simple example: Consider a collabora-
H¥e services arrarjgement that colocates a health worker
d social worked in high schools. Their presence is in-
tended to prtnn‘cl:j advice and counsel to youth who are

likely to become lpregnant, contract or spread sexually
transmitted diseases, and engege in other destructive be-
haviors. The arrangement operates on the premise that the
prsence of these ifdividuals will increase access to good
advire and, when feeded, treatment; in addjtion, the pres-

ce of these individuals, it is assumed, will stimulate re-
ferrals from teachers and cthers in the building. By spelling
out this strategy, researchers {and particpants) have the
chance to examine the logic of intervention. Is it reasonable
to presume that presence will increase access? Are there
other mediating factors that influence whether the pre-
sutned relationship would hold? Ultimately, data can be
gathered to test the assumptions on which this Jogic rests.

In constructing useful frameworks for looking at com-
prehensive, collaboratbive services, researchers will need to
draw on the concepts of different social science disciplines.

!
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forts and the sousces of organizational behavior); profes-
siona] work (to illuminate the presumptions of, and
constraints on, professional roles); multicultural interaction
{to make sense of the interface between high-risk clients
and professionals, and among professionals with different
professional cultures); power and influence (to make sense of
the sharing of control over services); policy process (to con-
sider the power and limits of programmatic efforts in con-
text); Aurnan development (to attend to stages and conditions
affecting normal and abnormal growth); family dynamics (to
understand families as systems); and group process {(to ap-
preciate the evolution of collaborative groups).

Some provocative and helphul conceprual work has
begun to appear in the literature. Treatments of the phe-
nomena within overarching ecological frameworks (eg.,
Dym, 1988; Mawhinney, 1593) provide a compeliing ac-
count of haw child development, family welfare, and fam-
ily service interventions operate in community context.
Discussions of professional and institutional norms
{Mitchell & Scott, 1993) and the way these work at the in-
dividual level provide further theoretical grounds for un-
derstanding what supposedly collaborative professionals
do and do not do. This work complements recent attempts
to view the situabon ab an institutional level drawing on
the constructs and tenets of the “new institutionalism™;
see, for example, work by Crowson and Boyd {1994) that
focuses on the deep-structure of norms, rules, routires, and
administrative scripts aperating within service-providing
inshitutons.

Descriptize. If service integration can be so many differ-
ent things, and the collaborating professional disciplines
are sill not sure what form(s) such integration should op-
timally take, then it makes sense to put a great deal of em-
phafig on the descripfon of particular cases of
comprehensive, collaborative services, ldeaily, such de-
scriptions should be guided by (and should inform) the
ctrong conceptual frameworks called for previously; end-
less narrative and detail will not serve any usefu! purpose.

Qualitative “thick” descriptions (in the sense originally
proposed by Geertz) are espedally appropriate, though
they are not the only kind of usefu) descriptive account.
Qualita tive techniques are especially helpful in {lluminat-
ing what collaborabive arrengements mean Lo participants,
how such efforts differ from service-as-usual, and what the
nature of collaboraton is. The sensitivity nf the research
topic maket good qualitative description difficult in many
instances, but there are ways tc gain access to even the
most difficult research situations. In this repard, nonevalu-
ative research may make a greater contribution than ex-
plicitly evaluative studies, in which the stakes are higher
and scutiny by researchers can take on meore negative
meam.ngs.

Careful descriptions are needed of at least the following:
organizational arrangements; the interface between the
consumer and service providers purporting to coordinate
their efforts; the sharing of resources, ideas, and profes-
sional work; the experience of ¢collaboration; and the extent
and nature of change in the consumer’s behavior, attitudes,
or life circumstances,

Comparative. Given strong conceptualization (which per-
mils cross-case comparison) and good description, the
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maximizefwhat can beleamned from the natural lIaboratory
of initiatites currently under way. Such studies are un-
likely to offer the kind of comparisons presumed by exper-
irnental research or planned variation studies, but they can
be instructive regarding the range of conditions that sup-

tor ec” ” orative wark, as well as the possible
variations-on-the-tneme that make up promising practice.
Whenever contrasting cases can be chosen with particular
variaHons on key dimensions in mind, studies can offer
more powerful comparative insights.

Cottstructively skeptical. Research needs to help audiences
see through the hype, prescripton, and program rheteric,
while remnining sympathetic with overall programmatic
aims. A constructively skeptical stance is thus highly ap-
propriate at this stage in our understanding of integrated
services. Too few discussions in this arena acknowledge, as
does Golden (1691}, that

‘ itis not obvious that collaboration always has good rather
than bad effefts on services for families and children.

i (pllaboration'might lead agendies to carry out their dif-

I

férentiated, precollaboration mission less well. .. .Collab-
gEian might lead a program that has heen eflective on

orT’s criteria to become less so, if it collaborates with a
mere rigid bureaucratic program and its mission and cul-
ture are diluted, For example, staff in a teenage program

I visjted for nt research on welfare and childien’s sey-
vicks were ver} nervous about the emphasis on rules that
thefr (ultimately unsuccessful) collaboration with a local

wdlfare agency was, they thought, imposing on their ser-
vices. (p. BS)

Skepticism is cffled for regarding many kinds of claims
made on behalpf comprehensive, collaborative services,
for example, regarding cost savings, mutually reinforcing
effects, attribution to programmatic efforts, stability of col-
laborative arrangements, incentives for collaboration, and
changes in approach to service, to mention only a few of
e candidates. But even at the stage of conceptualizing
tudies, researchers and evaluators would do well to con-
sider, as do some $cholars (see Crowson & Boyd, 1994), the
possibility of orghnizationa} self-protection in the face of
collaborative pressures or the chance that professionals
work in a less intentonal and purposive way than collab-
orabon theories seem to imply
sThere are obvious complications in keeping a skeptical
st3nce constructive in evaluative situations. Program op-
pohents are likely to pounce on any negative evidence as
amimurnition in future debates ahout program continua-
tion, whereas progiram promoters will wax defensive at the
hint of criticism.)In agddition, the unrealistically high ex-
pectations and short attention span of most policy commu-
nities makes skepticistn problemiatic. At the same time,
there is no great virtue in prolonging the lifetime of inter-
ventions that rest on shaky logic and little evidence.
Skephicism may notJbe constructive if research ques-
tions, designs, and measures are nappropriately applied
to the program in question, for example, by prematurely
searching for impacts at a relatively early stage in the de-
velopment of a complex program (regardless of pressures
from certzin stakeholders to do 50), One extended case
study of evaluation in the integrated services arena (Stake,
1986) offers a cautionary tele in this regard: In that in-
stance, the single-minded focus of the evaluaten study on
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sites of the Cities-in-5chools program generated negabive
evidence about the program in a way that may not have
represented subtle benefita to the youths involved. To
g\:gagainst this possibility, researchers and evaluatars
n o maintain a constructively skeptical stance regard-
ing their own capacity to ask the right questions, employ
sufficiently sensitive measures, and interpret what they
find appropriately.

Positioned from the bottort up. Collaborative services are
ultimately integrated as they converge on individuals,
groups, or populatons they serve. Research and evalua-
Hon that trace backward from the experiences, behavier,
perceptions, and status of service recipients will be more
Likely to show if and how the integration occurred and
whether it achieved valuable ends. Such studies focus on
the consumer and the consumption of services, but need
not be restricted to activity at the street level Many useful
studies of interagency dynamics, the orchestration of re-
sources, and other features at higher levels in the system
are posstble from this vantage point, but by anchoring the
investigation to the consumer, researchers are less likely to
be distracted by studying means and thereby lose sight of
ends (following the notion advanced by Golden, 1951

Approaching the research problem from the bottom up
needs not be solely concerned with the consumer’s-eye
view of comprehensive, collaborative services. For exam-
ple, in sketching out its evaluation strategy for the New
Futures initiative, the Annie E. Casey Foundation envi-
sioned three components to its evaluabon, one of which
would feature individual qualitative profiles of youth un-
dergoing change, another assembling quantitative data re-
lated to spgregate impact on youth, and the third
examining institutional effects (Center for the Study of So-
dial Policy, 1987). The important point is that such designs
prominently feafure the nature and meaning of service and
system benefits at the ground level, and that the evidence
for such benefits reflects the spedifics of particular cases in
their local settings.

Collaborative (when appropriate). Because it is essental to
engage divergent perspectives in studies of comprehen-
sive. collaborative services, it is tempting to expect
research to be itself collaboratively designed and imple-
mented, either by researchers of different disdplines or by
researchers and participants (service providers, con-
sumers} in the collaborative amrangerments under study.
Discussions that call for a “partnership” between evalua-
tors and program people contribute to the call for more col-
laborative research on collaborative services {e.g., Weiss &
Greene, 1992).

There are obvious advantages of putting heads together
in such a way. Collaberative approaches to research can
help to draw attention to conceptual elements that one re-
searchgradition pays close attention to while others do not,
identify™the assumptions and perspectives with which dif-
ferent types of professions approach collaborative work,
develop appropriste measures, and find multiple mean-
ings in results. Collaborative research that encourages dia-
logue with service recipients regarding research goals,
approaches, or findings can probably help researchers stay
tuned to consumers' perspectives (which are often forgot-
ten as professicnals try to develop better ways of serving
clients).
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good things for children and families, careful study of
these instonces using either qualitative or quantitative
means {buf ideally with some kind of quantitabive cutcome
indicators] should be espedally instructive. By including
sites that gepresent more typical practices in the scope of
the study, the researcher can cast the accomplishments of
exemplary sites (and the conditions that support these ac-
complishments} in perspective.

Analyses|of data from management information systems fhat
routinely t consumers’ access to, and use of, multiple ser-
vices. A sixth kind of research also has promise though it
faces significant obstacles in practice. Researchers and pro-
gram designers alike have noted the importance, as well as
the difficulties, of getting succinct data Lhat track how peo-
ple interact with services, especially where these services
are separately housed and governed by restricHons on the
flow of information. Experiments have been undertaken to
put information systems in place that gather and record the
presumably comprehensive provision of service (see Fam-
ily Impact Seminar, 1993a, for a summary of the work i
this atea). In theory, such fools may be useful for answering
questions such as: What services have X, Y, and Z used,
when? What did service providers do in attemphng to
meet the needs of children A, B, or C and their famities?
What changes in indicators ase assodated with which pat-
terns of service use? Such systems are only as good as the
data put into them, however, and i{ is not easy to ansure
that high-quality dhta are entered and updated on 2 regular
basis, Often, more data are collected than are needed for re-
searchers’ or any one user’s purposes, and this can quickly
fee] byrdensome to participants at the “street-level,” espe-
dally I imposed from the top down. Systems that provide
service providers at the operating level with information
they want and can use are more likely to get better quality

ata; when such information corresponds with what re-

rs:lea.rch rs ancl evaluators need to know znd where their ac-
cess to such Imformation is politically and organizatonally
feasible, this device has considerable potental.

None of these six [ypes of studies constitutes 4 compre-
hensive investigation analogous to what is called for in
most of the major evaluative studies now under way. Ob-
viously Jhese kinds of studies and others like themn can be
viewed fis compondnts of a large investigation. The payoff
to sch'elaborate gudies is not always assured, but for
large systemn jnitiatves and elaborate demonstration pro-
jects, more complex|investgations are hard to avoid.

Types of Studies That May Be Less Useful

Once again, with no attempt at completeness, some
approaches to seem less likely to yield useful in-
sights, giJen what we now understand about comprehen-
sive, collaborative services for children and families.
Competently executed, these forms of research may con-
tribute to an understanding of collaborative services, but
there are serious questions regarding the degree of payoff.
One of these forms-—group-comparative experimental
studies—has widtlfopu]aﬂty among researchers and eval-
uators, as well as their audiences.

Crowp-comparative experimental studies contrasting recipt-
ents with nonrecipients. The obvious advantages of such de-
signs include the compelling logic and apparent riger of
experimental contrasts (where the assumptions on which
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this form of knowledge gemeraton among many audi-
ences, But the drawbacks are many, as some discussions in
the literature on comprehensive, collaborative services
have suggested {see Bruner, 1994; Family Impact Seminar
19932; Weiss & Greene, 1992). The burden of proof is or
experimentaily inclined researcher or evaluator to demon-
strate that key assumplions are viable (e.g., Is there an
identifiable and uniform treatmeni? Are recpients and
nonrecipients sufficiently comparable?). As has been
learned from years of social experiments, including studies
of programs that are much more easily specified and ap-
plied to groups (e.g. arademic programs in schoel set-
tings), group comparative studies are harder to realize in
practice than on paper, and the logic often breaks down A
great danger exists that lhe requirements of the research
design will force evaluable situations to be ¢onstructed
tha! compromise or limnit what comprehensive, collabora-
Hve services are attempting to da. A similar danger is that
the press for experimental results will force a premature
search for evidence of widespread irnpact—just the thing
that new and ambitious programs are least able to provide,
regardless of their merits.

Several other categories of research-and evaluabve activ-
ity are less commenly called for, but appear at first glance
to offer insight inte the implementation and impact of
comprehensive, eollaborative services. On cioser examina-
tion, these approaches may be less useful.

Factor analytic studics that search for empirical clusterifty of
large numbers of programmatic and nonprogrammatic varigbles.
Given the many pieces of the independent variable, re-
searchers may believe that correlational invesbgabons
have the most to offer. Urless they are very strongly con-
ceptualized, such attempts risk identifying statisbcal
clusters that are nearly impossible to name meaningfully—
precisely the kind of results that will do little to advance an
understanding ef collaborabive services. The circumstances
surrounding most ¢collaborations and the design of these
services invite too many ways for variables to be spuri-
ously correlated.

Meta-analyses of service integration studies. As large num-
bers of studies emerye, it is tempting to undertake an ap-
parently rigorous way of aggresating what has been
leamed from all of them, Meta-analyses may appear to
offer this possibility, and some have argued for them with
TeR, family support programs (Hauser-Cram, 1988).
But in the absence of a cormrnonly defined independent
variable (or even comparable outcorne measures), this
technique seems either premature or altogether unsuited
to this portion of the sodal intervention research terrain
(Bangert-Dirowns, 1986). Other approaches to aggregating
results (e.g., Schorr & Both, 1991; Wang, Haertel, & Wal-
berg, 1934} appear to offer more at this point, even though
their reliance on reviewers’ fudgments appear to weaken
the conclusions that can be drawn. In addition, meta-
apalysis cannot be applied to qualitative findings, and
these, too, beg for some kind of meaningful aggregation as

' they accurnulate.

Conclusions: A Call for Appropriate Research on and
Evalvation of Comprehensive, Collaborative Servicas

n one sense, there is little need to call for studies of com-
prehensive, collaborative services for children and fami-
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_____ w wav aneany UANEING researchers and evalua-
tors in droves. Numerous studijes are under way and more
are on the drawing board. Big investments beget big eval-
uation studies, and many ate in process at this writing (see
Behrman, 1992, and Family Impact Seminar, 1993h, for a
list of evaluative activities now in progress).

The plea with which this article concludes is for re-
searchers and evaluators, and those who sponsor studijes
(or demand they be done), to consider what is appropriate
to ask and answer at the ourrent stage of development, ex-
perimentation, and understanding. These are generally not
mahure programs that have developed a relabvely stabje
modus eperandi; in most cases we are witness to (and par-
Hcipants in) rapidly evolving experimentation within tur-
bulent reform contexts. We are observing a class of
intervention that'is hard to name, no less describe. And we
have yet to answer a critical question: What do the many
instances of colldboration represent conceptually?

In this contextiit is debatable what we should be study-
ing—that is, whaj makes a study appropriate or not Todo
so lies beyond the scope of this article, and there are other
efforts under way that are attempting to suggest a more
specific research agenda in this area.? Nonetheless, several
observabdns can be made. [n such circumstances there are
compelling reasons to enga ge in research and evaluation of

ny kinds. The early program rhetoric, fitled with visions
nd promises, may be taken as gospe! (and already is in
ome quafters) long before we know whether anyone is
alpéd or whether we can afford it; just as likely, impatien?
udiences will lose faith in collaborations betause no evi-
ence appears of instant impact. There is a suffident num-

r and varety of investments in comprehensive,
collaborative services initiatives to afford numerous op-

portunities for learmnjng and various forms of “natural ex-
periments.” Afd children and families who are the
redpients of integraled services are too needy and too nu-

merous fo ignore.

But there are big dangers in overinvesting in unproduc-
tive kinds of research. For one thing, we may end up
stud¥ing only what we know how to study, and not en-
gaging in the kind of methodological learning that new
forms of social interventien require. For another, we may
prematurely daclare the experimentation a failure, neglect-
ing to be clear about what failed. Or, we may proclaim and
describe programmatic victory, only to find that multdply
served children contirme ko fail in school or their families
continue to confront health and sodal challenges with
which they cannot cope.

There are more subtle dangers as well, some of them
arising when we follow our own advice too well. Eager to
detect combinations of services that are more potent, we

'may neglect to note the way these services categarize and
demean the people they serve—if it is not careful, research
on comprehensive, collaborative services may help reify a
new deficit model of the “truly disadvantaged or “su-
pemeedy.” Or, mindful of the fuzziness regarding the
independent variable, we may unwittingly become preoc-
cupled with the intricacies of collaboration or the different
forms of ipterprofessional work and lose sight of the ends
{e.g., children’s health, education, and welfare) for which
this is only one means. Finally, in an atterapt to engage all
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laborative services with the result that service providers
and the consumers they are trying to help feel besieged. If
these things come to pass, the segment of society for whom
comprehensive, collaborative services are being devised
will not be well served by the research and evaluabon com-
munity. We can and must do better.

Naotes

This article is an adapted version of a background paper bearing the
same fitle prepared for an [nvilational Working Conference on Com-
prehensive SchoolsLinked Services for Children and Families {Lees-
burg, ¥a, September, 1994), hosted by the U.5. Department of
Edueation/OHice of Edumational Research and lmprovernent (OERI).
the Amerian Eductional Research Association (AERA), and several
vther professional associations. The author wishes to thank Rick Bran-
don, Mike Kirst, Bill Morrill, Liz Reisner, Mary Wagner, an anony-
mous reviewer, and many participants in the Working Conlerence for
keigful contributions in developing tnis ardcle.

v am indebted to Mary Wagner of SRI Internabonal for Hus way of
describing one of the essenhal dilemmas regarding the independent
variable in research on comprehensive, collaborative services.

IThis point is based on an observaton made by Bill Morrill of Math.-
tec. Ine, who has carried out informal analyses contrasting “top-
down” information systems in integrated services arrangements with
other information systemns that are more directlv respansive to prach-
rigners’ needs at the service delivery level

TFor example, the rosulls of the AERA/OER] conference referenced
earlier in the notes are currently being assembled in monograph form,
as one oulling of 2 comprehensive research agenda related to collabo-
rative servies.
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MINUTES: CIJE STEERING COMMITTEE
DATE OF MEETING: August 25, 1995

DATE MINUTES ISSUED: September 26, 1985

PRESENT: Morton Mandel {Chair), John Colman, Gail Dorph, Seymour Fox,

Adam Gamoran, Ellen Goldring, Annette Hochstein, Stephen
Hoffmgh, Alan Hoftmann, Barry Holtz, Josie Mowlem, Danie!
Pekarsky, Nessa Rapoport, Charles Ratner, Esther Leah Ritz,
Richard Shatten, Jonathan Woocher, Virginia Levi [Sec'y)

Copy to: Lester Pallack, Henry Zucker

.

The chair introduced Josie Mowiem, currently a member of the staff of the JCC
Association, and announced that she will be joining the staff of CIJE as Assistant
Director on October 1, 1995. An education major from New York University with
experience in Jawish education as well as organizational administration, Josie will
gradually take on the responsibilities of Assistant Director over the remainder of the
yeai, becoming more than half-time by November, 1285.

The Chair referred to Ginny Levi’s exemplary rele during the period of the Commission,
and in the CIJE. Ginny has been on loan to CIJE and now is needed full time by the
Mandel Associated Foundations. The Chair thanked her for her outstanding contribution
to CIJE. Aian Hoffmann also mentioned that Ginny had played a major role in helping
him over the past two years and expressed his and the staff’s gratitude for her help and
counseti.

MASTER SCHEDULE CONTROL

The master schedule control reflecting dates through the end of 19286 was reviewed.
Steering Committee members were asked to note any problems with the proposed dates
by the conclusion of the meeting. A final notice of upcoming dates will be circulated
shortly.

MINUTES AND ASSIGNMENTS

The minutes and assignments of June 8 were reviewed. |t was noted that Jon Woocher
ard Alan Hoffmann have been discussing ways to introduce experienced avaluators to
the work of CIJE. Their goal is to identify one persen 1o design and coordinate a
program to train peopie 10 work on the evaluation of Jewish education activities in
various communities. The difficulty they are experiencing in identifying a potential
coordinator further reflects the need for capacity building in this field.

It was noted that in light of the number of Jewish education programs developing within
Jewish Community Centers, it is impartant to involve the JCC Assaciation in
discussions of evaluation,

The assignment to develop a communications program will be revised to refer to the
development of publications.‘
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V. CIJE UPDATE

Alan Hoffmann introduced this topic by noting that a revised CIJE workplan will be
available for review by the Steering Committee at its next meeting. For this meeting,
staff members were asked to provide updates on work that had occurred over the
SUmiImer.

A, Building the Profession

In an effort to move forward with the issue of capacity building, planning is in
process with lsadore Twersky on the development of a cadre of people to
provide in-service training to day scheool teachers. At the same time, significant
steps have been taken to develop teacher sducators for congregational school
teachers.

Gail Dorph reported that the first Teacher Educator Institute had taken place in
Cleveiand in late July. This approach was undertaken when it became apparent
that the policy brief called for significant upgrading of in-service education and
yet no significant programs were identifiad through which peaple are being
prepared to be the trainers of teachers, or “teacher educators.”

This first Teacher Educator Institute, part of a series of seven over a period of
two years, focused on the following two central issues:

1. What kind of teaching/learning do we wish to foster?
2. What kind of experiences wiil accomplish this?

Using video tapes as the text for considering these issues, the group looked first
at how mathematics, subject matter which is not value laden, might be more
effectively taught. This, discussion was foilowed by a similar consideration of the
teaching of Torah by examining a short video tape of a lesson by a teacher who
is highly thought of. The approach of this first Institute was to invoive the
participants in the kind of learning experiznces we would like them to create for
others.

It was noted that manigeducaters participate in “one shot” educational
experiences, then return to their own institutions and find themselves slipping
back to their old ways. it has also been shown that it is easier to bring about
change when groups of people work together, With this in mind, communities
were invited to send teams of three to the Institute in order that participants
would have others to support thetr efforts at change locally. in addition, Institute
participants are now working collaboratively via e-mail and teleconferencing.
This permits participants to reflect with each other on how their work is
progressing, how 1o deal with setbacks and how to move ahead.

In the discussion that followed it was reported that the faculty of the Institute
included CIJE staff members as well as two professors of education from
Michigan State University, Deborah Ball and Sharon Feiman-Nemser. Bath
originally were invited to the academic advisory group meeting to pre-plan the
institute in May and expressed such enthusiasm for the project that thay
volunteered to teach. It may be that bringing these outstanding leaders in
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general education to our enterprise is the most important contribution we can
make.

It was noted that there is also an avaluation plan for the institute. The MEF taam
will write an initial document describing in-service education in each of the
participating communities and will follow up on how this changes over time. It is
hoped that, through interview and observation, it will be possible to evaluate tha
quality of training which occurs in these communities and its impact on teaching.

In concluding this presentation, the Chair noted that this project is an example of
what can be accomplished when a group of very highly qualified senior staff
tackles a problem. He noted the importance of bringing together people of
extremely high guality to accomplish our goals.

B. Beport on Educational l eaders

Ellen Goldring reminded Steering Committee members that at the time the
educators survey was undertaken in the three lead communities, a survey of
educational leaders was also administered. The MEF team has now completed a
first draft of a report on this survey and is working with CIJE staff and the MEF
advisory committee tdW®etermine the best approach for disseminating the report
and ClE's response. It is anticipated that a Policy Brief will be prepared to
reflect the results of the report as well as a call for action. In the interim, the
report will be distributed to audiencas which have a particular interest in its
findings.

The study showed that a relatively small percentage of Jewish educational
leaders has training in the fields of Jewish education, pedagogy and
administration. It also showed that, while a significant majority intends to
continue in the field and, in fact, in the same institution, relatively few are
engaged in systamatic, sustained ¢ngoing professional growth.

It was noted that while it has become evident through CIJE's work that in-service
education is ¢ritical to teachers already wrorking in the field of Jewish education,

issues of pra-service education and recruitment may be as critical for educational
leaders. '

It was suggested that the weark of CIJE in Community Mobilization is as central
with respect to educational leaders as our work with the professional leaders
themselves. Frequently boards have relatively low expectations of their
principals. We shouid undertake to encourage a change in this situation.

In addition to a composite report on educational leaders which will be
disseminated broadly, individual leadership reports to the [ead communities will
be completed and distributed locally. A challenge for CIJE is to find ways to use
this data constructively, a task which can best be accomplished in consultation
with each individual community.

C. Best Practices Volume

Barry Holtz reported that during the past year work has been undertaken to
review successful programs in Jewish education in JCCs. Unlike earlier Best
Practice endeavars, this one is being done jointly with the JCC Assaciation,



SEP 28 '35 15:28

TO MANDELINST PAGE , Q@5

CIJE Stearing Committee Meeting Page 4

August 25, 1995

Steve Cohen and Barry Holtz convened a group of advisors for assistance in
selecting sites and identifying criteria for Best Practices. Six sites were studied
and reviewed. A first draft report was completed and, with the input of
representatives of the JCC Assocciation, revised. The goal of the document is to
provide the Center movement with documentation which will help mobilize lay
support for Jewish education in JCCs and also improve the guality of
professionals invelved in Jewish education efforts throughout the system. It is
anticipated that this third Best Practices volume will be published by late fall or
early winter. T

b, : ity Mobilizatian for CLIE

1.

General Assembly

Nessa Rapoport reported that CIJE staff members hava bean participants
in planning for a reconstituted GA. Instead of a series of “one shot
workshops™ it is expected that GAs in the future will ba built around
sustained multi-year planning and prograrmming. This year's GA is
designed around four institutes, one of which is Jewish Identity.
Participants will be encouraged {a stay with ons institute throughout the
GA.

Jon Woocher reported that a proposal submitted to the planning
committee by ClJE has served as the basis for plans for the GA now and
in the future.

in discussion it was noted that this is an appropriate time for CIJE 1o work
closely with CJF on how to approach issues of continuity. For this
reason, thare was some concern with the approach of four parallef tracks,
patentially leavirg some people entirely out of discussions of continuity,
A possible alternative for the future might be to offer the separate tracks
sequentially rather than in paraliel, so that participants would have an
opportunity to select from all four, [t was noted that each of the four
does have some elements relating to Jewish education. [t was also noted
that the 1995 GA is an experiment and that there will undoubtedly be
adjustments for the future. It was suggested that CIJE work for greater
board involvement in the GA.

The Paolicy Brief which was published on the basis of the educators survey
has been distributed to a number of distinct constituencies. Each has
been accompanied by a cover letter to the group receiving it. CILJE is now
in the process of publishing the presentation made by Jonathan Sarna at
the April Board meeting. The distribution of such publications is a
significant means of impacting community mobilization.

E Brief Und Other CLIE Activiti

Brandeis University

Brandeis has requested a grant from the Mandel Associated Foundations
to undertake a 12 - 18 month planning process to inveive University
faculty and CIJE staff. The purposa is to look at Brandeis University’s

Y
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strength relative to needs far personnel and Jewish education and ways
for Brandeis 1o impact Jewish education strategically.

2. Colleges of Jawish Studies

There have been several meetings with the presidents of the colleges of
Jewish studies. CiJE is encouraging the colleges to consider a joint
approach to a single issue for Jewish education, perhaps focusing on early
childhood.

3. CAJE

Two CIJE staff members attended the racent annual CAJE conference
whera serious interest was expressed in CIJE's work,

4, Community Organization

CIJE continues ta work with CJF in an effort to establish joint
relationships with individual communities. At the same time, continuing
efforts are underway to establish relationships with Cleveland, Hartford,
and San Francisco as affiliated communities.

5. JCC Camps

Initial discussions about improved Jewish programming in JCC camps
have led te planning for a meeting with camp directors and JCCA
representatives which may occur as early as November,

6. Wexner Heritage Alumni

CIJE, together with the Wexner Heritage program, has developed a
curriculum for graduates of the Wexner programs. A retreat will be held
in early December at which CIJE s:aff will serve as faculty. Their purpose
ig to charge the graduates of the last ten years with the importance of
being community activists and advocates for Jewish education in their
communities.

. PERSQNNEL AND TRAINING
v N <

In light of time constraints, this agenda itemn was postponed to the next Steering
Committee meeting. It was briefly noted that personnel remains at the core of our
work, that CIJE has continued to identify extremely gifted Jewish professionals with a
serious interest in our work, and that we have had some success in bringing such people
into the field. This remains an ongoing focus of CIJE and is an issue to continuing
discussion with the Mandel Institute. We wiil continue to work on our goal of “turning
out stars .”

Vi. GOALS PROJECT

Daniel Pekarsky reported that after serious review of the initial workplan for the Goals
Praject, it was concluded that additional work is necessary before we are in a position
to move full force inte the work of developing capacity in this area. in particular, it is
premature to begin to develop a coalition of vision driven institutions because most
institutions are not ready 1o take this concept seriously. Typicaily, they are more
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interested in a quick fix than the serious struggle necessary for clarification of an
institutional vision. In addition, it seems premature to train cosches to work with
institutions until we are more knowledgeabhila about what such work will entail.

Therefore, a July consultation of CIJE core staff with consultants from the Mandel
Institute and the Harvard Educational Research Center concluded tha following:

A. The notion of “seeding the cuitura” is critical, A body of materials needs to be
developed and initial steps must be taken to help institutions undarstand what is
involved in establishing a vision and goals.

B. Building capacity should begin with pilot projects to test gut our ideas and
analyze outcomes. Dan Pekarsky will be working with one or more institutions in
Milwaukee and Danny Marom of the Mandal Institute will be working with the
Agnon School in Cleveland. Based on this experience, CIJE staff will be able to
develop approaches for others and prepare further written material for use in
moving this process forward.

At the same time, in order 10 begin to interest other top people in this process,
plans are underway tofvelop a semninar for the summer of 1996 for a core of
peaple who might then be available to work with CIJE.

C. CiJE should establish a resource development center (fondly known as “the
kitchen”) where materials for the project are deveioped. This will include videos,
vignettes, and written literature. All of this will be made available 1o coaches in
the future.

D, It is increasingly evident that the goals project must be integrated with the other
wark of CIJE as we look at goals and eveluation, goals and community
mobilization, and goals and personnel training. [n addition, the pannership of the
Mandei Institute and CIJE in this process will significantly entich the process,

In the discussion that followed, it was suggested that as we undectake something new,
CIJE is undoubtedly going to encounter failures as well as successes. It was suggested
that these should be carefully documented, as well.

It was suggested that the presentation made by Atlanta representatives about the
visiening process undertaken in a single day suggested that such an approach, while
perhaps not CIJE’s ultimate goal, can have significant benefits. Staff is encouraged to
stay aware of such opportunities and to keep standards at a level which permit progress
10 oCCur,

it was noted that goal setting can run into pitfalts when it encounters political obstacles
or a strong push toward consensus. Goal setting is a developmental process which will
change as time goes on and should be undertaken thoughtfully. It was suggested that
CIJE shoutd be careful not to be so studied in its approach that its own goals for this
project are put off indefinitely. It may be that capacity building can occur as planning
and development is undertaken. It was agreed that this is an important paint, but that
CIJE must first know what e goals coach should be and do before efforts are undertaken
to recruit and train such people.

GiuaermicoronmitgiaciB1bsc
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1. | Circulate new list of meeting dates. VFL 9/25/95 | 10/15/95
2. | Prepare new draft of guidelincs for work with affiliated GZD 4/26/95 | 11/1/795
communities.
3. | Prepare recommendations for dissemination of the study of AG/NR | 6/8/95 11/1/95
educational leaders for review by the Steering Commitice
4. | Work with JESNA on developing a program for training ADH | 4/26/95 | 11/1/95
evaluators and prepare a proposal for review by the Steering
Commirtee.
5. | Continue planning for 1995 GA and provide Steening NR 6/8/95 | 11/15/95
Committee with updates.
6. | Complete paper on Best Practices in JCCs. BWH 6/8/95 | 12/31/95
7. | Prepare recormmendations for appointrment o‘f committee co- ADH | 4/26/95 TBD
chairs. '
§. | Prepare plan for increasing board size. ADH 4/26/93 TBD
9. | Develop a communications/publications program: internal; NR 9/21/93 TBD
with our Board and advisors; with the broader community.
10. | Redraft total vision for review by Steering Comumittee. BWH 4/20/94 TBD
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MINUTES: ClJE - MEF STAFF MEETING ON EDUCATIONAL
LEADERSHIP

DATE OF MEETING: AUGUST 24, 1995, 930 am. EST

DATE MINUTES ISSUED: SEPTEMBER 19, 1993

PARTICIPANTS:; Gail Dorph, Alan Hottmann, Barry Holiz, Adam Gamoran,
Ellen Goldring, Dan Pekarsky, Nessa Rapoport, Bill
Robinson

COPY TO: Annette Hochstein, Ginny Levi, Debra Perrin

I. Examination of Pre-service and In-service Standards and Programs for
Educational Leaders

EG presented information on the pre-service and in-service standards tor educational
leaders in public and private schools, and on the programs available in general education
for educational leaders to meet these standards.

In summary: Widely accepted standards in general education throughout the United States
hold that educationa! leaders should have credentials in three areas: education/pedagogy, a
subject matter, and administration/supervision. Preparation in education/pedagogy
consists of an academic program leading to 2 BA or MA and a license or certification in
general education. Subject matter preparation for elementary school may include a broad
range of academic subjects, while high school teaching usually requires majoring in an
academic subject area. (For Jewish schools, the appropniate subject matter knowledge
would be in a content area, such as Hebrew, Jewish histocy, Jewish literature, or a related
field). After teaching for "x" number of years, one can go on to gain an additional degree
in educational admunistration and be licensed as a principal.

In order 1o maintain their licenses, principals, like teachers, are required to participate in
ongoing professional development. The number of hours differs trom state to state, but
such requirements are standard.

The group reviewed a selection of materials on professional standards, in both general and
Jewish education, in order to better understand the requirements {standards and norms
that exist) and the content of preparation and professional growth programs. These
included:

a. "The Landscape of Leadership Preparation”, by Joseph Murphy;

b. "The Licensure of School Administrator: Policy and Practice", by Carl R.

Ashbaugh and Katherine L. Kasten,

¢. "Performance Domains of the Principaiship”, from the National Committee for

the Principalship;

d. "The Return of the Mayflower: British Alternatives to American Practice”, by

Paul A. Pohland;






I Unlike teachers, the pool of educational leaders in Jewish schools is much
smalter. Thus, it may be possible for the ClJE to have a direct impact upon all
educational leaders. The CIJE may want to put forth a greater effort in unpacting
pre-service programs, rather than in-service activities,

2. At present the participation of educational leaders 15 voluntary. We need to
move beyond encouragement, as we consider our approach to professional growth
for educationatl leaders. Are there ways te learn trom norms or standards, that
exist both for pre-service and in-service programs for leaders in general education?
The CHE may need to begin a process, whereby standards for pre-service and in-
service are articulated and widely distributed, and particular groups (e.g., The
Solomon Schechter Day School Association) agree to begin implementing them

3. We need to consider denominational differences in standards and the role of
denominational institutions in setting such standards.

4. Recruiting people with Jewish content and enticing them to attend current
leadership programs in non-Jewish universities (option #1c) may only be successful
if' a cntical number -- e.g., cohon -- of Jewish educational leaders attend the
program. Otherwise, they will find themselves isolated. In addition, such
programs would not necessarily offer them the opportunities:
a. to reflect on matters ot Judaic content, and their connection to
leadership issues;
b. to deal with the specifics of the contexts in which they werk, and their
impact on leadership issues.

5. The CHE could work with one of these leadership programs in a nen-Jewish
university, developing a Jewish component to help the students apply what they
are learning to Jewish schools.

6. How can we influence an established institution to provide a more substantial
pre-service program. Several possibilities were suggested:
a. set up a consultation on educational leadership with experts in the fieid,
geared toward ourselves and faculties of AIHILE (similar to the Teacher
Educator Institute in which the CIJE brings in experts from general
education);
b. encourage the development of substantia) educational leadership
programs, perhaps using tunding as leveragg;
c. assist them in recruiting more students;
d. train a faculty in Jewish educational leadership;
e. educate relevant constituencies ("seedinF the culture").
|




These possibilities are not mutually exclusive. For instance, after the
consuttation{s), the CUJE could work with interested institutions to develop a
proposal tor funding.

7. In general education, change occurred in the content of leadership programs,
because professionals in the tield began to demand greater emphasis be placed on
leadership tssues in these programs. This would support the argument to focus
etforts toward "seeding the culture” (see 1ssue #5¢). The Institute Model (option
#2), in concert with the creation of Principal Centers (option #3), could assist in
this cttort.

8. If we create an Institute Model {option #2), we could require that teams be sent
(i.e., president of schools, key community lay people, and the principal).

9. The Institute Model {option #2), alone, is insufficient. There needs to be a
vehicle for translating what is iearned in the [nstitutes into the realities of
instituttonal and communal life. The Principal Center Model can provide this
linkage between the Institute Model and the classroom.

10. Following the Harvard Principals' Seminar, many educational leaders began
meeting with their colleagues in their communizy to share what they learned and
continue learning together. This spontanecus development can be capitalized upon
to create the Principals Center Modet (option #3). The CIJE could provide
support for enhancing the eftectiveness of community eftorts in this area.

11. I we focus our efforts on "seeding the culture”, we should proceed along
three avenues:
a. conduct institutes for cducational lcaders, complemented with follow-up
support for back-home work;
b. bring together leadership of the major institutions as a study group
(using a CIJE Policy Bret as a primary text),
c. bring the heads of major foundations together.

12. What will lead people to buying into our visions of what educational
leadership should be? Perhaps, you could achieve buy-in by creating one
institution that would be a living model of what excellence could be. This could be
a new institution (i.e., The National Institute for Jewish Educational Leadership) or
one aiready in existence.

13. If we create our own institution, we need to consider whether or not there will
be a sufficient number of students and enough qualified faculty, as well as its
impact on already existing institutions.



14. The Reform movement currently combines a Pre-service Program with an
Institute Model (option #2) - in the form of the denominational colleges and
NATE (where professional development experiences occur). Given
encouragement and money, the Reform movement may be interested in setting up
a Leadership Academy (option #5).

15. The Leadership Academy Model (option #4) is unlikely to be effective
because of the limited capacity which currently exists within BIEs and the
denominational movements.

16. Engaging in the "Training of Trainers" mode! (option #5) is a necessary basis
for undertaking any of the other models.

C. CONSIDERING A DECISION

The group was divided about which models to pursue. Some preferred focusing on pre-
service (option #1). There was disagreement, however, over whether our ettorts should
initially focus on enhancing the quality of current pre-service programs or increasing the
number of persons attending these programs; quality versus quantity. Others preferred
focusing on in-service: create continental Institutes (option #2) and support the
development of local Principal Centers (option #3) following participation in the Institutes.
There was limited support for the Leadership Academy Model. On the other hand, some
felt that we need to engage in all five models in order to impact substantiatly upon the
system. It was pointed out that since the CIJE does not have the capacity 1o engage in all
of them (or even some of them) simultaneously, we weuld still need to prioritize among
them. Most felt that, no matter upon which of the first four models we focus, we need to
decide how to train the trainers who would (eventually) run the programs (option #5).

In making a decision about which models to pursue, the group raised several questions
that would need to be considered:

1. What precise steps will be necessary to achieve each of our goals?

2. What type of role will the CIJE have in each process (e.g., mediator versus
service deliverer)?

3. What is our own capacity (staff) for engaging in any one model or a
combination of models?

4. From where will funding come?
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Given our limited capacity and funding, if we decide that we should pursue a combination
of models, how do we prioritize among them? One way to decide would be to constder
which pieces have to be done no matter what else we did. Or, what things are so big and
complex that we can't do them now? Another way to decide, which was suggested,
concerned the venue under which we would consider the 1ssue: Do we conceive ot our
initial efforts as primarily community mobiiization ("seeding the culture"} or as building
the profession? If the former, we may want to do as many short-term Principal Institutes
{option #2) as possible, which could lead to grassroots spin-offs (i.e., Principal Centers -
option #3).

Finally, the importance of writing a design document, which details our desired outcomes
(once the CIJE has determined what they are) and the actions we need to take in order to
reach those outcomes, was noted.

IH. Next Steps
A LOCAL COMMUNITY REPORTS

We briefly discussed the individual community reports. In particular, the group thought
that we should consider in more depth the issue of how best to use the reports (or some
version of them) with the key lay persons and Federation professionals in each community.
The staff was requested to have all comments on the Atlanta report sent to

the MEF team by Tuesday. GZD affimmed the need to have all three community reports
completed in time for the Lead Community consultation on October st and 2nd,

B. DISCUSSION PAPER AND POLICY BRIEF

We discussed the purpose and audience for the Discussion Paper on educational leaders,
which presents a broad view of the data collected by the MEF team in the three Lead
Communities. The following purposes/audiences were suggested for the Discussion Paper
or some version of it:

1. a seminar with foundations and experts on leadership in general education;

2. the Research Network in Jewish Education;

3. faculties at institutions of higher Jewish leaming and academic departinents of

Jewish studies:

4. other CIJE bodies (such as the Steering Commuittee),

5. local communities that are pursuing studies of their educational leaders (such as

Cleveland).















education systems.

This coming-tcgether of agendas and interests in

Israel, together with our experience to date, has
committed us to the notion that the combination of \
people and ideas is our best means for addressing
systemic change in Jewish education. Thus we are
proposing to expand our work tc a new initiative in

the area of senior personnel for Jewish education.
2. Why senior personnel

Dealing with perscnnel today is an awesome task and we
will need to devise strategies and identify priorities
for cutting into the problem and dealing with it. There
are somewhere between 40,000 and 50,00C educators in
the diaspora and about 100,000 in Israel’. In thne
diaspora most people who teach are inadequately
prepared for their assignment: only a minority have
formal training in Jewish subject matter or in
education. Qutside of the ultra-orthodox community
there are few training opportunities and participation
in training‘programs falls far short of numbers
regquired. In the United States for example, where it is
estimated that there are some 30,000 pecple in formal
and informal Jewish education, with a low retention
rate and several thousand openings annually, fewer
than 300 people graduate annually from programs that

train educators {outside of the ultra-orthodox

:,
“These figures are based on data by Prof $§ Dellapergela fer the
Draspora and on the Central Bureaus of Statiscics' '"Statistical abstract of

Israel" (1293} for Israel.

Ll



community). It 1s estimated that close to one third of
those who teach have had no formal Jewish education
after the age of bar/bat-mitzvah®. No more than that
know the Hebrew language. A very small number of
educators participate in adequate in-service training
programs, which are few and far between. There is
almost no training for Jewish education in informal
settings. The result is clear throughout the field:
the number of qualified educators 1s insufficient to
meet the challenge of educating our children and their

families.

In order to address this shortage a massgive increase 1in
training opportunities 1is required (pre- and in-
service). One would need to graduate annually several
thousand teachers as well as educators Zor informal
settings. The problem is compounded by the fact that
the personnel required to Train educators does not
exist. For example the number of facultZy devoted full
time to the training of educators in North America is

less than 20 people’.

In order to“undertake the assignments involved in
addressing the shortage of personnel (the c¢reation of
adequate training programs, the mustering of resocurces,
the harnessing of communal interest) one would need

appropriate professional leaders. However, as

"These esCimates have recently been corroborated by comprehensive
teacher surveys in three communities in the U.S. (source: CIJE 18384)

‘The faculty required to train Jewish educators includes: scholars in
the subject matters taught in schools (eg Bible, histery, Hebrew, prayer) in
Jewlsh education, and 1n general education, as well as practitioners who can
deal pracrtical experience. A minimal figure for an adenase staffed trail:ng
program would probably include 15 full time faculty members.
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Jewish education at Yeshiva University) - those that
carry most or very much influence in setting policy,
determining resources, developing content. On the other
hand, c¢ne might add as seniors the heads of all BJEs,
the heads of Jewish educational systems 1n major
countries and communities, the several thousand day and
supplementary schcol principals, and define the top 10%
of all positions as being "senior"™ (4000 - 5000 in the

Diaspora).

In consultation with experts, educators, and community
leaders, an initial list of some 1500 positions in the
Diaspora and apout 1000 in Israel has been defined.
Having established an initial 2500 target positions’ we
can now estimate the annual rneed for training as
follows: assumre a professional's retention rate at
serniocr level to be 15 years on average (including
attrition, retirement and death) w= would need to
graduate 6.6% of 2500 people = 166 people per year.
This figure dces not take 1nto account the assessment
that & large proporticn of those i1 positicon are not
qualified for their jobs and would require either
additional &ralining ¢r replacement. If we further
estimate those in need of training tc be 1/2 the

current position holders this would add 1250 people.

"Figures for Israel are lower desplte the more extenslve character of
the system. This :s a consequence of the more crganized and hierarchical
nature of a centralized state system, as compared to the voluntary and
decentralized Diaspora system. Thus in a survey prepared for the Mandel
Institute by Mr Eliahu Israeli in July 1992 ("Mapping survey of kev and senlior
pesitions in Israell a2ducation”), estimates for Israel go from 400 senior
management positicns to 1000 poesitions if one adds senicr inspectorate
pesitions and the like to several thousand if one were to add school
principals and assistant principals.

“see Appendix I






and alternatives)

4. A way to begin

More senior personnel are prepared for the task of
educating Jews 1in Israel today than in all other places
in the world together. The programs assoclated with
the Mandel Institute in Jerusalem include the Hebrew
University's Melton Center (Senior Educators Program:
25 graduates per year and an additional 35 educators
from the former Soviet Unicon in a short program; 50
participants in in-service programs); the Jerusalem
Fellows (10 graduates per vyear); the School for
Educational Leadership (20 graduates per year). Senior
persconnel for Israel are alsc tra.ned at Israel's six

University Schools of Education.

It is generally agreed that the resources avallabkle in
Jerusalem offer a unique qualitative and guantitative
environment for training. Institutions here have over
the past 25 years invested large amounts of energy and
funds for the preparation of faculty and the
development of training infrastructures. DMoreover
Israel is blessed with abundant adaitional educaticnal
rescurces. We have developed close working relations
with several institutions offering educaticnal services
for the Diaspora {(Melitz; Pardes; Gesher; Oren, etc.).
They could offer additional support te the training
infrastructure. They could offer remedial training,
additional preparation of individuals in Jewish content

areas, practical experience in Jewish education and



more., Thus it is generally agreed that there are at
the present time in Jerusalem faculty resources,
instituticnal settings, support services and creative
energy for training. The question facing us is how one
could significantly expand senior personnel training.
It is our assessment that the next step should be taken

in Jerusalem in light of what already exists.

It is preoposed to pool the resources of existing
programs to create a unique center in Jerusalem
designed to embody a professional culture, intellectual
ferment, commitment and motivation t2 address the most
challenging problems facing the Jewish people through
Jewish educat:on. Our objective 1s o develop & model
that will set new, higher and explicit norms for the
profession of Jewish educator. No single program can do
this on 1its own. We are not talking about conventional
training, as experience has snown that standard degree
granting programs at schocls of ecucation have not met
the challenge of providing the leadership for the
educational profession. The literature c¢n Zchools of
Education '’ supports this view, in stark contrast with
medical education and its emphasis on clinical
training. For this reason we are suggesting to chooss
the route of professiocnal leadership training outside
the universities, as 1is done in France in the Grandes
Ecoles. These institutions have, for the past 200

years, trained professional elites for all the

1. .
o "Bd School", Geraldine Joncich Cliffeord and James W. Guthrie:

Univeristy of Chicago Press, 19288; "“The Dynamics ©f Educational Change", John
1 Goodland, McGraw Hill Beook Co.; “Teachers for ocur Nation's Schools", Jehn I.
Goodland, Joosey-Bass, 1990: Elkana report on Israel's schools of education
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professions - including top scientists, philosophers,
writers, politicians, etc. The School for Educational

leadership 1s built upon that model.

It is our assessment —-- offered here for consideration
-—- that there is a core of institutions and programs in
Jerusalem - the Melton Center, appropriate departments
of the Hebrew University'', the Jerusalem Fellows, and
the School for Educational Leadership - whose faculty
and infrastructure could accommodate a greatly expanded
senior personnel training rcole. Together they could
become a model center for the training of senior
educators worldwide. Their graduates in turn could
cause the development of training capabilities

clsewhere.

What i1s hoped for is that the proposed center’, as it
is being developed will undertake the necessary steps
to help establisnh centers for the training of senlor
educators throughout the world will invite competition
and will brjng about the development of additional

training programs in other places throughout the world.

" The 3School for Education; the Rothberg School for Cverseas Students;
departments of Judaic Studies; the department of Contemporary Jewry:

appropriate Soclal Scilence department.

““The term "center” is used here as a temporary nama for the
collective, collaborative endeavor pf the key training programs and
institutions referred to in this paper: the Senior Educators Program, other

Hebrew University programs (other Unlversities and programs may Joinj, the
Jerusalem Fellows, the SEL. We have used variously terms such as
"confederation”, "consortium" or "asscociatien of training programs" in order

to refer to the same idea. All are found tec be 1nadequate. Suggestions are
welcome,

10



It will prepare significant numbers of well-trained
education professionals and place them in appropriate
positieons. The center will facilitate the preparation
of professional leadership for Jewish educaticn in the
Diaspora and in Israel. It will be characterized by an
effcrt to bring together people and ideas, to improve
the system through the recruitment, training, and
placement of outstanding educators in critical
educational positions, and for them to procject
alternative visions of Jewish education and its

potential products.

Participants in the center's various programs wculd
undergo theoretical training and practical experience
in relevant fields of educaticn, Jewish tnought and the
social sciences, as well as mastering the Hebrew
language. They will become conversant with major ideas
and trends in educational and Jewish-educational
thought, and will be expected to cevelop their own
conception of Jewish esducaticn anc its role in
contemporagy soclety. It 1s expected that participants
in the center's programs will develop commitment to
the State of Israel and to the destiny of Jews

throughout the world. Upon graduation they would

“’There are major differences in the problem of Senior personnel for
the Diaspora and for Israel. These flow from inherent differences between
Israel and the Diaspora in issues of identity and culture; as well as from
structural differences - in Israel we deal with a mandatory public school
system while in the Diaspora we have a voluntary system, and more. The
problematics of dealing with these differences within the framewocrk of one
cencer will be addressed later, under an assumpticon - to be demonstrated -
that major benefits may arise from the sharing of resourczes, jolnt research
and reflection, and a common organizational framework. Thus 1s it proposed
that the center train senior educators both for the Diaspora and for Israel.

11









(Melitz, Gesher, Pardes, Oren, the Kibbutz movements'

colleges, the JCCA, etc.).
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PERSONNEL INTERVIEWS

SUMMARY

APRIL 3, 1994

AMT BOUGAMTIM

The first guestion -- anticipated --: What 1s the role of the
Mandel Institute in cthis story and what are hoped for outcomes?
We discussed the current potential for major development of
resourcas, the awvailabilicy of institutional infrascructure and
faculcy to expand significancly programs and then moved on to
discuss specific elements.

U

2 sees the Mandel Insticuce in & role with manv of th
lementcs, of course of funding. He se=25 a csntraliz
zcrultment, access to outstanding scholars, publicaciz
intelligence, placement, networking function.

H ol

We discussed continuing educaticn and networking mors at isngth.

Develop a hypothetical idea of Gila Ben-Har running a continuing
aducacicn and necworking office for all the organizaticns --
beginning immediately (as a cthird vear at the School or as a
first year of job), the development of computerized communicacicn
arnd of a program of contiruing =ducaticn, mentoring and support
for next year, as well as a placemen:c bureau, He sees Yoram
Harpaz 1n charge of the writing office, at least for the Hebrew
cencer.

among random ideas: a sabbatical year in Israel for outstanding
people £rom multiple disciplines and backgrounds to recruit them
to the educaticnal endeavour. The cultural attache as carget
populacions.

He comfortably sess the Mandel Instituts as convencrs.

Wants to suggest a model for the relationship between the Mandel
institucte and sister organizations: we agreed to meet next Sunday
Lo continue che conversation.

NOTE the idea of roles for Mandel Institute staff: e.g., Danny
Marom as the general referent for cthe teaching of historv. Wygoda
for anocher topic, ecc.

Will be glad if we write to the Fellows re: networking by E-mail.
Wanted to be zure that this does not replace a newslecter. Is
considering a newsletter; would like it to be joint with the
School; deoes not know if it can be done at this time.

End of Interview

e



PERSONNEL INTERVIEWS

SUMMARY

APRIL_3, 1994

ALAN HOFEMANN

1. Alan read the draft 1. We discussed primarily racruicment
and the potential for candidates.

2. We raised the issus of the differences betwean Israel and
the Diaspora. Alan suggested that the systemic differencss are
such that one ~annot compar=.

3. His suggestion 1s to attempt <wvaricus program models Lo
accommodate people whe may not nave =ither the knowladge or che
time required for our programs. This raises the questicn ot
standards, of minimum time, of the nature of the programs, IZ is
ar: issus we nesd to discuss.

4. He raises the issue of complimentary basic training in one’'s
councry and 2ven in one’'s work place. Moving towards the notion
of in-service training models to take place in the U.S., perhaps
with a summer in Israel, or twg sSummers in .srael, e=tc. The
guestion 1s, of course, who can run each of these programs, who
can mentar crainees in their work places and who can teach? From
there we went Lo the notion that one of the consortium’s IZirsc
assignments may nesd to be training the faculcty £f£or these
programs.

5. As regards the general idea of the consortium, and excepting
the benefits to be accrued from joint work on many issues, he
pointed out that institutions wmust alsc develcp independentcl:.

6. Again the notion that the people trainers may be one of the
early target groups we might be interasted in. He suggested as
one idea the use of existing Hebrew University faculty -- making
agreements with them that they would spend every "x" amount of
time, 1 or 2 terms, in the Diaspora as trainers of pecple.

We separated between the need to create training capabilities
abroad and cthe idea at hand -- the consortium.

Discussion on recruitment: we both agreed that alan could most
probably undertake the recruitment Jjob successfully. Discussed
various modes and components cof a real recruitment program, from
that of getting pecple interested and understanding what this is
about to direct recruitment to the recruitment that begins ac
high school.

=



T asked Alan to consider putting pen to paper on the issi of
recruitment and to begin thinking about the possibility or his
role in this effeort. In fact, my sense is that he may be the best
person arcund to do this highly individualized, highly tailored

form of negotiation for spending a year or two in Israel.

Ly






PERSONNEL INTERVIEWS

SUMMARY

MEETING WITH PROF. IMMANUEL ETKES

April 5, 1894

The purpose of the meeting was to introduce I, Etkes to our work
and see if there are points ©f mutual interest. In particular, if
he might fit within the framework of ocur scheme -- somewhers,

Within the framework of our work, IE was particularly intersstad
in the SEL and in the Educared Jew project. We spent a long time
o the latter, which he seses as being particularly relevant for
Israel where the subject is totally absent from the public
debate. He sees as one of the matters this projectc want to
achieve putting it on the public agenda of Israel. We discussed
implicactions for both Israel and the Diaspora -- nhe views the
problems as gquite different. He offered his wview that the secular
Israelis have given up on the topic of Jewishness -- knowledge,
issues, content -- and have left it to be the province of the
Crthodox groups of various shades. If one could convince secular
elites not to abandon the topic in the hands of the religious,
then a great deal would be achieved. One should note his general
invelvement, engagement and interest with the issue of Jewish
idencitcy.

SEL: He had heard of the SEL -- gave 1im some background -- he
took very great interest in it and I invited him to share at that
point his experience as the head of the Rothberg School for
Overseas Students (see below}. We wvisited the SEL -- Moshe
Greenberg’s class on the Educated Jew -- Immanuel was obvicusly
taken by the quality and level of the students {(several had in
the past attended his Hebrew University classes and he =thought
highly of them). He loved :the environment and was visibly
impressed.

Relaring to his experience of 4 years as head of the School for
Overseas Students, which includes both the preparatory program
for new olim (he covered the peak years of Russian aliya) and the
foreign visiting students -- primarily Americans on a vear-abroad
program -- he clearly sees himself as understanding the role the
Hebrew University can play Eor the Diaspora. He has the passion,
the convinction of someone who either came in with a wvision or
developed one; believes that he knows how to expand the programs
in gquantity and in qualicy very significantly; believes that the
Hebrew University’s administration does not understand or relace
appropriately to the potential of this program or to the needs of
the people from the Diaspora. He showed a great deal of insight
into the issues of loglstics, finmancing and other practical and



implementation-oriented programs; was very proud to relate of his
innovations -- among others, a vast preparatory program for
Russian and other immigrants, an attempt at getting accraditation
for pre-med from Penn State, a vastly increased year oprogram
participaticon, and this very year, the introduction of a graduate
program that is drawing a far larger participation (between 200-
300 people this first year, more registering for next vyear, halt
Jewish, half not, half American, half not) Zor a graduacs
program. IE 1s acutely aware of the issus cf resources and felt
that the only limitation to the Rothberg School growth was ncot in
client availabilicy, but given his abilicy to do and ofisr good
programs geared at che right clients and to recruit them -- which
he relieves is eminently feagible -- it 1is the financial and
physical resocurces that are a problem. He feels therefore, or
also, that in the case of our thinking grand about personnel,
that if indeed rescurces of the Jewish peocople -- whether the
Israsli government, foundations or others -- ars made available,
then the sky is the limit as regards possibilities.

We also discussed Immanwel’s proposal for comprehnensive
publication =ffort of historical sources con Jewish education -- a
project with which we'wve been acguainted and should 1lock at
again.

I told I¥ that I would be 1in ctouch shortly to continue che
conversation, something he clearly welcomes very much.

In conclusicn, I believe that Prof. Ztkes shouid be considered
carefully as a possible person to work within the framework of
the Geshehfren -- perhaps in particular the Universicy-relaced
ones. One thought of course is that of Melton, where he teaches
and has been invelved for many years. ancther is the scan role or
steering group for the perscnnel preoject or a role at the SEL,
from teaching to dirscting studies to directing.

Note: Immanuel Etkes will be on sabbatical at Harvard durzng the
coming academic year.

End of Interview.
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DRAFT FOR DISCUSSION ONLY CONFIDENTIAL DRAFT

Tah G
April 11, 1996

PROFESSIONAL PERSONNEL -- PHASE 1
A DEVELOPMENT PROJECT QF

THE MANDEL INSTITUTE IN JERUSALEM

L. INTRODUCTION

This paper is én invitation to discuss the new initiative of the Mandel
Institute in the area of senior personnel for Jewish education' worldwide.
lilding the profession at the most senior level of leadership” is a central
theme of the mission that the Board of the Mandel Institute has taken upon
itself. In a previous phase, the Institute, through its work with the
Commission on Jewish Education in North America, the CIJE, and the School

for Educaticnal Leadership, has developed an approach to address the

tdewish educartion in this paper is defined as education for Jews wherever

they be, in Israel and in the Diaspora, for all age groups and in all settings, formal
and informai.
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The Mandel Institute proposes to assess these emerging opportunities and to
faunch a major project that will train the top tier of educaticnal leaders, those

capable of professionally dealing with the challenges of Jewish education.

It is our assessment -- offered here for consideraticn -- that there is a core of
institutions and programs in Jerusalem (the Jerusaiem Fellows, the School
for Educational Leadership, the Melton Center and various other depariments
of the Hebrew University) whose faculty and infrastructure could
accommodate a greatly expanded senior personne! training role. They could
become a maodel center for the training of senior educators. The graduates in

turn could cause the development of training capabilities elsewhere.
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. SENIOR PERSONNEL: THE CHALLENGE

There are several thousand senior positions?, for Jewish education in the
Diaspora and lsrael. The shortage of quaiified individuals to fill these
positions is felt in communities and institutions around the world. (Dara:
document this, e.g., people calling on all of us for candidates for positions; very high salaries
offered; dissatisfaction with performance: etc.) No more than two hundred pecple
graduate annually from programs that train potential and actual [eaders. We
estimate the need to be several times that figure. The actual numbers of
people trained worldwide fall dramatically short of needs, hence, there is a
major problem of starfing senior Jewish educational positions everywhere.

The challenge then is to develop a policy that will address this gap.

! Senior positions as defined here includes all non front-line positions, from
subject-matter and curriculum experts, 1o school principals and JCC heads of
Jewish education, to professars of education, to executives of major organizations
dealing with education {Exhibits | and ). This very broad definition of 'senior’
requires further study. A decision wiil need to be taken about the appropriate cut-
off point. Current thinking suggests that our work should concentrate on a
narrower definition - e.g. including only levels 4 to § in the exhioit.

4
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V. THE PROPOSAL

It is proposed tc develop in Jerusalem a world center” for the training of
senior personnel for Jewish education worlidwide. The center will undertake
the assignment of preparing the professional leadership for Jewish education
for Israel and the Diaspora. It will increase the number of fuil-time students
in long-term training programs in |srael from the present number of 75" to
possibly 250 per year within several years. It will increase senior participants

in short-term programs (3 to 12 weeks) from 25 to possibly 500 within

saveral years.

To accomplish its assignment the center will zombine training with research

and consultation with communities and major institutions.

Participants in the center's program would underge theoretical training and
practical experience in relevant fields of education, Jewish thought and the
social sciences, as well as mastering the Hebrew language. These students

would develop commitment to the State of Israel and to the destiny of Jews

The term "center" is used here as a temporary name for the collective,
coilaborative endeavor of the key training programs and institutions referred 10 in
this paper: the Jerusalem Fellows, the SEL, the Senior Educators Program and
other Hebrew University programs {other universities and programs may join}. We
have used variously terms such as "consortium” or "association of training
programs” in order to refer to the same idea. All are found to be inadequate.
Suggestions are welcome.

‘Senior Educators: 25; Jerusalem Fellavys: 12: School for Educational
Leadership: 40.

[$1]
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throughout the werld. Upaon graduation they would maintain contact with the

center through its placement, networking and continuing education activities.

In order to accomplish this, the center will draw on faculty from existing
training programs, the Hebrew University, the Ministry of Education and

other universities, yeshivot and institutions of learning throughout Israel.

It will develop links with Jewish educational programs in the country, and
recruit them to carry out appropriate elements of the training assignment

{e.g. Melitz, Gesher, Parcdes, Oren, the Kibbutz movements’ colleges).

A joint recruitment and program development endeavor will identify

appropriate pools of candidates and will undertake systematic marketing and

recruitment efforts.

it will forge links with communities and institutiocns to match programs with

needs. It will help estabiish a dialogue between training institutions and

clients.

Governance of the center will need to be determined. For exampie each of
the member-organizations could be assisted in establishing a board of
outstanding community leaders that will offer it leadership. The center itself

could also establish such a board, perhaps with representation from the

individual institutions as well as others.
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The center's placement, career, networking and continuing education bureau
will follow up on graduates’ careers and strive to place them in critically
important positions, in addition to facilitating netwerking among them,

offering them guidance and mentoring in their work, and offering selected

continuing education cpportunities.

~1
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make their contribution to provide funds to train educationai personnel.

We are now beginning to study together with our consuitants the challenges

and opportunities in the areas of Faculty, Curricufurm, and Frograms.
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Vi. IMMEDIATE ASSIGNMENTS

As the center is an association of existing, functioning programs, it is

possible to build upon what exists already and to undertake immediately

several steps toward its development.

A. Governance and support-building processes

1. Ml Board Process: work with chairman of the Board ard with Chair ¢f ad-
hoc personnel committee. Develop initial concept. Involve all members of the

Board in consideration of the project.

2. Forge strategic partnerships between the appropriate players in |srael and

the Diaspora to develop the support and the funding necessary for the

endeavar.

3. Work with the Center’'s constituent organizations to develop the concept,

and launch a joint planning process.

4. Establish a steering committee for the endeavour {Inbar, Nisan, SF, AH

and members of the Academic Board by correspondence).

11
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B. Design and devefopment activities

We believe that we are prepared to launch the following activiites:

*

improve the recruitment of applicants for long-term programs
* reconsider the curriculum of all programs {possibly a joint seminar)

* plan and establish a placement and networking bureau (required now for
the graduates of the Scl)

* develop a plan for community leadership involvemeant (e.g develop
governance, e'stablish Boards)

¥ develop a plan to recruit and train faculty

" develop an initial cost assessment and funding program
In addition, basad upon an assessment of demand and of capacity, it is

suggested to consider the feasability of planning short-term programs for

Senior personne! for the summer of 95 and for the subsequent winter and

spring.

VIl TEN AND FIVE YEAR SCENARIOS AND QUTCOMES (TO BE DONE)

12
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. CONSULTATIONS AND INTERVIEWS
a. Group meetings and consultations:

1. Mandel Institute Academic Board meeting at Harvard University, February 17
and 18, 1934. Participants: David Cohen, James Coleman, Mike Inbar, |srael
Scheifler, Isadore Twersky, Seymour Fox, Annette Hochstein.

b. Individual consuitations and interviews

Alan Hoffmann {CIJE}

Mike Inbar {Hebrew University)

Zeev Mankowitz (Melton Center)

Ami Bouganim {Jerusalem Fellows)

Opher Brandes {Ministry of Education)

Immanue! Etkes {Hebrew University)

Chaim Adler (Hebrew University - Head School of Education)
Hanaoch Guifreund {President - the Hebrew Unive-sity)
Yehuda Bauer {Hebrew University)

Eliezar Shmueli {Ministry of Education)

13
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MEMORANDUM

TO: Board Members and Invited Guests
FROM:  Alan D. Hollmann, Executive Director
DATE: Aprl 6. 1995

Much has transpired since our last Board Meeting in October, when our
consultants Dr. Adam Ganioran, of the University of Wisconsin, and Dr. T:llen
Goldring, of Vanderbilt University, presented a preliminary report of The CIJE
Study of Educators.

As you know, the initial findings of this study juxtaposed the severe lack of
training of most teachers in Jewish schools with an unexpected degree of
commitment and stability, making a strong case for far more comprehensive in-
service education for teachers in the field than currently exists.

‘The first CIJE Policy Brief, which summarized these findings. was presented at
the GA and has subsequently received widesaread media atiention. In
preparaticn for the April Board Meeting, | ar1 enclosing another copy of the
policy brici and a seleetion of the articics and citations C1JE's work has received.
The majority of our media coverage has focused on the policy briet, the 1994
GA Forum that presented the study (o the Jewish community, and the
imptications of the study for Jewish education, locally and continentally. In
addition, CIJE, its chair, and staff have becn cited as sources of expertise in
articles on Jewish education.

At our October meeting, the Board Committee on Community Mobilization
emphasized the importance of "telling the CIJE story” and of conveying our
distinct strategic approach to revitalizing Jewish education. The chart that
accompanies the press selections shows that the CIJE study was a subject of
interest across the country, n large as well as smaller Jewish communities. We
receive ongoing requests for the policy brict and have begun discussions with an
increasing number of communitics intercsted in conducting their own educators’
study and building the profession of Jewish education. At the upconting hoard
meeting, [ will report on our plans to expand our work to several new
commurtities this year.



We are continuing to consult with our laboratory communities. Following the resuits of the
cducators’ study, they have embarked on creating Personnel Action Plans buiil around the
strengths and gaps in their educators™ training.

In partnership with those communities, CIJE has begun a number of innovative pilot projects in
the area of personnel that build on some pioncering work in general education on the miost
cifective way to enhance the professional training of teachers and educational leaders in the field.
The CIYE-Harvard Leadership Institute, held in the fall, was one such project; others, on
carly childhood and the regional training of teachers for advanced degrees will begin in
1995,

I the process of planning and implementing these projects, we have recognized the need for a
systematic way to train "'mentor' educators--those who are qualified to construct and oversee
comprehensive teacher training programs in local communities. CIJE is committed to building a
national capacity for such teacher {rainers, so that communities who want to upgrade their
educational personnel can cail on outstanding expertise. Dr. Gail Dorph will discuss this in
greater detail at the board meeting.

‘fo complement the work in this area, CIJE will be publishing a brief on Best Practices in In-
service Training, which will summarize current research in general and Jewish education on
teachers’ professional development. as a guide for local schools and communities committed to
improving the knowledge and skills of their educators.

CHLE’s platform for change depends on two conditions: the nezd fo build the profession of
Jewish education, with the training, carcer tracks, salary, berefits. and prestige that a true
profession requires; and the corresponding need to mobilize community support and create
champions for Jewish education who can be its advocates in their own communities and on a
continental scalc.

The Norih American Jewish community has cnteced a critical stage of reflection and analysis
about its future. The sphere of Jewish education requires not only new approaches but also new
formulations of purpose; not only "How can we create excellence in Jewish education?” but
"Why must we?”

The Goals Project was designed to address. on an institutional and comimunal level. the
question of: What kind of Jews do we want to create through Jewish education? Since the Goals
Seminar in the summer of 1994, which brought together lay and professional leaders and
educators from several communities to work together, CIIE has been involved in a scries of
scminars and training projects, under the direction of our consullant from the University of
Wisconsin, Dr. Daniel Pekarsky, that will continue throughout 1995 and further. (Onc such
seminar is the subject of an article in the enclosed packet.) I look forward to bringing you up-to-
date on future goals work in the areas of the communal high school and institutional and

2



community visions for Jewish education. We are particularly intrigued by the possibilities of a
pilot goals project in the arca of eamping, as informal education is such a power{ul agent of
Jewish learning and identity.

In the Best Practices Project, dirccted by Dr. Barry IHoltz, we will soon be adding Best
Practices in JCCs to our volumes on preschools and supplementary schools. We continuc to
present seminars for educators and lay leaders on creating excellence in the supplementary
school. and have begun to document sclected topics in the areas of day schools, beginning with
the role and teaching ol the Hebrew language. Tssues we will address in the best practices realm
melude how other institutions can learn from the best practices models of success and a study of
the process by which an institution becomes a best practice setting--which is of great interest to
practitioncers in the tield.

Finally, CIH has reaffirmed its commitment to one of the most underdeveloped areas in Jewish
education: building a research capacity. In this decade. during which the Jewish community
and its leadership are allocating increasing resources to a range of Jewish educational projects,
the question of educational evaluation is becoming urgent. As institutions and communities
consciously set goals for Jewish education and Jewish continuity, it will become impcrative to
establish indicators by which success and failure can subsequently be measured, so that the entire
Neorth American community can learn from each other in order to transform Jewish education for
the coming generations.

CIIE consultants Drs, Gamoran and Goldring are overseeing a plan designed to address this
critical issue, The monitoring, evaluation, and feedback domain will also be evaluating CIJE's
own projects, as well as publishing policy-oriented research to meet the needs of those who plan,
fund, and implement Jewish education.

I'm sorry you will not be at the April 27th Board Mecting, where all of this will be discussed in
(urther detail. II your plans change and you {ind that you can attend, please let me know as soon
as possible.

With best wishes for a joyous Passover,

Gl

Alan D. Hoffmam
Executive Director



MEMORANDUM

To: ClJE Steering Commitree Members

From: Alan D. Hoffmann

Date: April 11, 1995

Re: Steering Committee Mecting of April 26, 1995

This is to confirm that the next meeting of the CUE Steering Committee is
scheduled to take place at 9:30 am to 12:30 pm on Wednesday. April 26 at the
CHE office in New York.
Enclosed you will find a set of matenials for vour review prior to the meeting:
L. Agenda
L. 1995 Workplan for Monitoring. Evaluation and Feedback

{11. Guidelines for CHE Aftiliated Communities

Immediately tollowing the Steering Committee Meeting, the Search
committee will imeet te interview candidates for CIJE Executive Director.



1.

I1I.

V.

COUNCIL FOR INITIATIVES IN JEWISH EDUCATION

STEERING COMMITTEE
AGENDA

Wed., April 26, 9:30 am - 12:30¢ pm

Master Schedule Control

Minutes and Assignments

MEF

A, Preliminary data on Educational [.eaders
from the Study of Educators

B. Developing evaluation capacity

l. Module tor a Local Study of Educators

2 Creating Evaluation Capacity Zor
Communities

CUJE and Affliated Communities: Guidelines

Board meeting review

MLM

VFL

EG

AG

ADII

GZD

MLM



1995 Workplan on Monitoring, Evaluation, and Feedback

March 8th Version

I. Buwilding a Research Capaeily in North America
Al Conducting high-quality research

Writing the full integrated report on teachers in the [ead communitics

2. Writing reports on educational leaders in the {ead communitics (in each
lead community, and combined)
3. Possibly additional pelicy briefs -- to be decided -- possible topics:
salaries/benefis, leaders
4, Research papers on teacher power, teacher in-service, and levers for
change in extent of in-service
B. Convening a consultation on the necessary infrastructure and/or preferred

objectives of research on Jewish education in the United States, probably in the
context of the Board Subcommittee on Research and Evaluation.

(L. Buitding an Evaluation Capacity in North America

A, The CLJE Module for the Study of Educators

Produce via desk-top publishing a module for studying Jewish educators
i1 4 community,

a. Survey instrument
b. Interview protocol

C. Instructions for both

Will identify anchor items to be used in a national data basc.

B. Dissemination of the module -- The preferred design also addresses the broader
need for creating a capacity for evaluation in North American communities: A
three-tiered seminar on evaluation.

tJ

L

First tier -- for high-level community consultants. e.g. Saim Weinburg,

Second ticr -- for commitied lay leaders and federation profcssionals. e.g.
Chuck Ratner, Mark Gurvis,

Third tier -- for persons who will be entering and analyzing survey data.
and/or conducting interviews.



Note: this plan falls somewhere between options 2 (centralized agency)
and 3 (comprchensive package) from the memo of Feb.9. It has a central
address (CIJE), and it offcrs a comprehensive package, but also provides
consultation in implementing the package. Morcover it develops the [ocal
capacity to implement and interpret the module.

C. What the Evaluation Seminar would need to get off the ground.

Lad

A ClJE staff member 10 coordinate it -- probably a new half-lime position.
New York stalf responsibilities

a. test the market -- is this what our elients want?

b. hire the coordinator

c. work with the coordinator, do some of the teaching

MEF staff responsibilities

a, work with the coordinator, do some of the teaching, write much of
the curriculum (at least for the first year).

D. Scope of the program

[

(%]

In year one -- focus on the module for the study of educators

In subsequent years -- work on the other arcas -- to be determined based
on decisions on CIJE's future initiatives.

Client necds may require a broader eurriculum in the first year. However,
it is not clear whether we will have the capacity to offer a broader
curriculum yet.

1. Evaluating Our Own Work

A. Options we rejected

1=

After discussion. we decided not to evaluate the Personnel Action Plans
per se, We dcecided the evaluation would be largely trivial, the Plans may
well be flawed, and the evaluation would be too process-oriented and not
sufficiently outcome-oriented.

We also decided not to take a direct hand in evaluating programs such as

Machon L'Morim. We are not conftdent enough about the scope., content,
and quality of such programs 10 make the evaluation fully worthwhile for
our own purposes. However, we will encourage and provide consultation
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for such programs to include evaluation components of their own.

Options we accepled

1.

We decided that CIJE's MEF team should cvaluate C1JE's two major
initiatives: The training of trainers, and the training of goals coaches,

Exactiy what this evaluation entails needs 1o be developed. The {irst step
is for the NY stalf (for training of trainers) and Dan Pekarsky (for training
of goals coaches) to articulate the objectives of the programs. and tell us
where and when the programs are taking place, so we can begin to design
an evaluation.

Planning for the [uture

Al

New York stalt will consider what future policy issues they want to undertake, so
MEF staff can produce relevant information. E.g.'s -- salaries/benefits;
characteristics of leaders; community mobilization. First, MEF staff will provide
a menu of possible topics.

Informal education -- MEF staff will work on conceptualization for policy
research on informal education

Possible Jerusalem seminar on CIJE: What have we learned from three years of

MEF?

about mobilizing communities

about creating and working as a changz agent

about conducting MEF in communities

The purpose of the seminar would be to take a step back and assess where
we have been and what we have learned over the last three years. It is
intended for staft and close advisors. One product of the seminar would
be a summary document about what we have learned. for our internal use
and for orienting new advisory committce members. A research paper
might also result from the seminar, but we are not sure about that.
Running this seminar would take a substantial investment of planning time
from MEF staff.

Products -- the original list of seven products remains, but one item has been delcted:
Item #3, Reports on Personnel Action Plans and on vision-driven institutions in the {.ecad
Communities will not be done. Instead, there will be some sort of evaluation report on
the training of trainers and the training of goals coaches. The new list of products is:

Research paper: "Teachers in Jewish Schools” (analysis of survey data from three
communities), Deadline: July.
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Policy Brief -- TO BE DECIDED

Reports on the characteristics of educational leaders: One for each community,
and one on all three cormmmunitics. Deadlines; May,

Research papers: One on leacher power, another on the quality of inservice
CXpEriences.

Reports on training of trainers and on training of goals coaches -- OBJECTIVES
AND PLAN TO BE SPECITIED.

Module for "Studying Educators in a Jewish Community." Deadline: April 1.

Proposal for collecting data on Leading Indicators, in response to decisions of the
CHE implementation staff.



GUIDELINES FOR CIJE AFFILIATED COMMUNITIES

PREFACE

CIJE is an independent organization dedicated to the revitalization of Jewish education across
North America through comprehensive, systemic reform. [n November 1994, the Commission
on Jewish Education in North America released_A Time to Act, a repont calling for dramatic
change in the scope, standards, and the quality of Jewish education on this continent. [t
concluded that -- whatever the setting or age group -- the revitalization of Jewish
education will depend on two essential tasks: 1} building the profession of Jewish
education; and 2) mobilizing community support for Jewish education. CIJE was
established to implement the Commission's conclusions,

Created as a catalyst for change, C1IE promotes reform by working in partnership with
individual communities, local federations and central agencies, continental organizations,
denominational movements, foundations, and educational institutions.

THE PARTNERSHIP OF CIJE AND LOCAL COMMUNITIES

CUE

COMMUNITIES

CIJE will help orient communities' educators
and lay leaders to the purposes and
importance of CIJE’s rationale. This will
include rationale for involvement in the CHJE
Study of Educators.

Structure and Process

The CLE project will be viewed as central to
the mission and activities of the federation
by its professional, eduational and lay
feadership.

CIJE will provide ongoing consultation for
communities in the areas of butlding the
profession of Jewish education and
mobilizing community support for Jewish
education

Communities will develop a cadre of lay
leaders committed to Jewish educational
issues.

CIJE will provide regular opportunities for its
affiliated communities to network. This will
include sharing experiences and knowledge
and learning from outside experts

Communities will ensure that local educators
play a significant role in the planning and
implementation of the entire project.




CUJE

COMMUNITIES

CIHJE will provide community with
"communication” support.

Communities will designate a person to lead
the process.
Person's responsibility will include:

a. managing the process

b. communicating the process and
products appropriately throughout the
community

CLJE will provide a module to help
communities implement a study of its
educators
This may mean:

a. seminar describing implementation
of project

b. series of seminars on analyzing
survey results

c. seminars on conducting and
analyzing interview study

d. prepare local person to manage

entire process

The CIJE Study of Educators

Communities will conduct a study of its
educators,
This means:

a. use CIJE's Study of Educator
Module

b. contribution of findings to the
CIJE national database

c. designation of local person to lead
this process

CIJE will help communities develop a
personnel action plan.

a. CHE will provide regular seminars
to share provide expertise and

opportunities for networking.

b. CHE will consult with community
on the process and content of the

plan

Personnel Action Plans

Communities will develop a personnel action
plan and a strategy for implementing the plan







CLJE COMMUNITIES

Ongoing Evaluation

CIIE will help prepare local personnel to Communities will commit itself to a process
conduct program evaluation. of ongoing evaluation of its educational

system, projects and outcomes




MEMORANDUM

TO: Beard Members and Invited Guests
FROM:  Alan D. Hoffmann, Exccutive Dircctor
DATE: April 6, 1995

Muclt has transpired since our last Board Meceting in October, when our
consultants Dr. Adam Gamoran, of the University of Wisconsin, and Dr, Ellen
Goldring, of Vanderbilt University, presented a preliminary report of The CLJE
Study of Educators.

As you know, the initial findings of this study juxtaposed the scvere lack of
training of most teachers in Jewish schools with an unexpected degree of
commitment and stability, making a strong case tor far more comprehensive in-
scrvice education for teachers in the field than currently exists.

The first CIJE Policy Brief, which summarized these findings. was prescnted at
the GA and has subsequently received widespread media attention. In
preparation for the April Board Mecting. 1 am enclosing another copy of the
policy brief and a selection of the articles and citations CIJE's work has received.
The majority of our media coverage has focused on the policy brief, the 1994
GA Forum that presentcd the study to the Jewish community, and the
implications of the study for Jewish education. locally and continentally. In
addition, CIJE, its chair, and staff have been tited as sources of expertisc in
articles on Jewish education.

At our October meeting, the Board Committee on Conimunity Mobilization
emphasized the importance of "telling the CE story" and ot conveying our
distinet strategic approach to revitalizing Jewish education. The chart that
accompanies the press selections shows that the CLJE study was a subject of
interest across the country, in large as well as smaller Jewish comununities. We
receive engoing requests for the pelicy brief and have begun discussions with an
increasing number of communities interested in conducting their own educators’
study and building the profession of Jewish education. At the upcoming board
meeting, I will report ont our plans to expand our work to several new
communities this year,



We are continuing to consult with our Inhoratory communities. Following the resulis of the
educators’ study. they have embarked on creating Personnel Action Plans built around the
strengths and gaps in their educators’ training.

In partnership with those communitics, CIJE has begun a number of innovative pilol projects in
the arca of personnel that build on seme pioneering work in general cducation on the most
etteetive way to cnhance the professional {raining of teachers and cducational leaders in the ficld.
The CLIE-Harvard Leadership Institute, held in the {all, was one such project: others, on
early childhood and the regional training ol teachers for advanced degrees will hegin in
19G5.

In the process of planning and implementing these projects, we have recognized the need for a
systematic way to train "mentor' educators--those who are gqualificd to construct and oversce
comprehensive teacher training programs i3 local communities, CIJE is committed to building a
national capacity for such teacher trainers, so that communities who want to upgrade their
educational personnel can call on outstanding expertise. Dr. Gail Dorph will discuss this in
greater detai! at the board meeting.

To complement the work in this arca, CIJE will be publishing a brief on Best Practices in In-
service Training, which will summarize current research in general and Jewish education on
teachers' professional development, as a guide for focal schools and communities commiited to
improving the knowledge and skills of their educators.

ClII:'s platform for change depends on two conditions: the need to build the profession of
Jewish education, with the training, career tracks, salary. benefits, and prestige that a true
profession requires; and the corresponding necd to mobilize community support and create
champions for Jewish education who can be its advocates in their own communitics and on a
continental scale.

The North American Jewish community has entered a critical stage ol reflection and analysis
about its future. The sphere of Jewish education requires not erly new approaches but also new
formulations of purpose; not only "Itow can we create excellence in Jewish education?” but
“Why must we?"

The Goals Project was designed to address. on an institutional and communal level, the
question of: What kind of Jews do we want to create through Jewish education? Since the Goals
Seminar in the summer of 1994, which brought together lay and professional leaders and
cducators {rom several communities to work together, CLIE has been involved in a series of
seminars and training projects, under the direction of our consultant from the University of
Wisconsin. Dr. Daniel Pekarsky, that will cantinue throughout 1995 and further. (One such
seminar 18 the subject of an article in the enclosed packet.) I look forward to bringing you up-to-
date on future goals work in the areas of the communal high school and institutional and



community visions for Jewish education. We are particularly intrigued by the possibilitics of a
pilot goals project in the area of camping. as informal education is such a powerful agent of
Jewish learning and identity.

In the Best Practices Project, directed by Dr. Barry Holz, we will soon be adding Best
Practices in JCCs to our volumes on preschools and supplementary schools. We continue to
present seminars for educators and lay leaders on creating excellence in the supplementary
school, and have begun to document selected topics in the areas of day schools, beginning with
the role and teaching of the Hebrew language. Issues we will address in the best practices realm
include how other institutions can learn from the best practices models of success and a study of
the process by which an institution becomes a best practice setting--which is of great interest to
practitioners in the [ield.

Finally, CIJE has reaffirmed its commitinent to one ot the most underdeveloped areas in Jewish
cducation: huilding a research capacity. In this decade, during which the Jewish comniunity
and its leadership are allocating increasing resources to a range of Jewish educational projects,
the question of educational evaluation is becoming urgeni. As institutions and communities
consciously set goals for Jewish education and Jewish continuity, it will beeome imperative to
establish indicators by which success and failure can subsequently be measured, so that the entire
North American community can learn from each other int order to transform Jewish education for
the coming generations.

ClJE consultants Drs. Gamoran and Goldring are overseeing a plan designed to address this
critical issue. The monitoring, evaluation, and feedback domain will also be evaluating CIJE's
own projects, as well as publishing policy-oriented research to meet the needs of those who plan,
fund, and implement Jewish education.

I'm sorry you will not be at the April 27th Board Meeting. where all of this will be discussed in
further detail. Tf your plans change and you find that you can attend. please let me know as soon

as possible.

With best wishes for a joyous Passover,

Alan D. Hoftmann
Executive Director

LR






Publication Location Circulation Date Category

-- Jewish
Reform Judaism New York, NY 395,000 Spring 1995 Staff Arnticle
Staff Article
New York Jewish New York, NY 110,000 Dec. 2 Feature
Week Dec. 2 Excerpt of Data
Dec. 2 Source
Dec. 16 Source
B'nai B'rith Messenger Los Angeles, CA 67,000 Dec. 2 Excerpt of Data
Intermountain Jewish Denver, CO 50,000 Nov. 11 Feature
News
Sentinel Chicago, IL 46,000 Dec. | Jewish Telegraphic
Agency (JTA} Feature
Jerusalem Report Jerusalem, Israel 45,000 (bi-weekly) Oct. 6 Cover Story Source
Mar. 9 Source



Publication
-- Jewish

Long I nd Jewish
World

Jewish Bulletin of
Northern California

Jewish Advocate
Jewish Standard

Jewish Journal

Jewish Times

Jewish News

Location

Great Neck, NY

San Francisco, CA

Boston, MA.
Teaneck, NJ

Fort Lauderdale, FL
«Palm Beach County
{South Edition)
«Dade County Edition
«Paim Beach County
(North Edition)

Baltimore, MD

Cleveland, OH

Circulation

32.063

29,000

27,500

25,000

26,000
25,000
24,000
20,000

15,500

-

o
=
el
=

Nov.

Dec.
Dec.

Nov.

Nov,

Nov.

Nov.
Nov.

Nov.

Dec.
Dec.

11

23
23

17
15

11

b3

Category

JTA Feature
Front-page Feature
Editorial

JTA Feature

JTA Feature

JTA Feature

JTA Feature

JTA Feature

Feature

Letter
Letter



Publication
-- Jewish

Jewish Times
Jewish Tribune
Reporter
Melton Journal

Jewish Times

Texas Jewish Post
American Israelite

American Jewish
World

f.ocation

Boston, MA
Spring Valley, NY
Vestal, NY

New York, NY

Atlanta

Fort Worth, TX
Cincinnati, OH

Minneapolis, MN

Clirculation

11,500
10,000
10,000
10,000 (quarterly)

9,700

3,000
7,000

7,000

Nov. 24
Nov. 11
Nov. 24
December
Dec. 16
Dec. 16
Dec. 30
Dec 30
Feb. 24
Dec. 15
Nov. 24

Nov. 18

Category

JTA Feature
JTA Feature
JTA Feature
Staff Article
Feature
Editonal
Editonal
Letter
Feature

JTA Feature
JTA Feature

JTA Feature



Publication
-- Jewish

Wisconsin Jewish
Chronicle

CIJF Newsbriefs
Jewist  bserver
Jewish News

Sullivan/Ulster Jewish
Star

Jewist hronicle

Hebrew Watchman

JTAL yNews
Bulletin

l.ocation

Madison, W1

New York, NY
Syracuse, NY
Richmond, VA

Wurtsboro, NY

Worcester, MA
Memphis, TN

New York, NY

Circulation

6,000

6,000 (monthly)
5,400 (bi-weekly)
4,100

4,000 (monthly)

3,500 (bi-weekly)

3,000

2,000

Dec. 23
Dec. 30

December

Nov. 25

Nov. 18

December
December

Dec. 15

Nov. 10

Nowv. 9

Category

Source

Front-page Feature
Front-pagelTA Feature
Editorial

Letter

Letter

JTA Feature
JTA Feature
Front-page Feature

Editonal
JTA Feature

Feature

Feature

Feature



Publication
-- General

New York Times

The Plain Dealer

Milwaukee Journal

Location

New York, NY

Cleveland, OH

Milwaukee, WI

Circulation Date

1,114,905 Oct. 13
399 796 Nov. 24
205,411 Oct. 5

*[Note: This dous not melude other possible cutlets of
lhe RNS wire service story, which RNS dues nok triack. |

Category

Source

Religion News Service
(RNS) Feature*

Source



CIJE: SOURCE

J.J. GCLDBERG New York

aniel Nemser likes Hebrew
school. Nolan Klein hates it.
Nolan i a fifth-grader with an
"A" average In public school He
gues to Hebrew school because his par-
ents make him, and “his attitude is so bad
that he may not fearn what he has to for
his bar mitevah unless we gat him & tu-
tor,” says his mother Susan, a blochemist,
Daniel, a ninth-grader, is still at religious
school a year after his bar mitzvah and,
he says, "It's pretty [nterestng.” }

MNolan spends five hours a week at
Temnple B'nai Shalom in suburban El-
mont, Long Island. “Maostly they do Bible
stories,” he says, "and I just don’t believe
them,” Daniel studiey twoy hours a week
at Congregation Kehillal srael in the uni-
verslty town of East Lansing, Michigan.
His classes include dlscussions of the
Holocaust, ethics, comparative religions
and “how different _i-agbis interpret the
Bible.” e

And one more difference: Daniel’s He-
brew school is taught entirely by volun-
teers from the‘congregation, which re-
ceived a $£9,000 grant thred years agu
from the New York-based Covenant
Foundation to traln the velunteers and
build a currfculum, -

The soft revolution at Kehiliat Israel Is
ene small part of an effort sweepin
American Jewty to rebuild religlous edu-
cation. The effart, which began at a local
level over two decades ago, iumed Into a
natlonwide cause just four years ago —

26

America’s Jewish leadership is trying to salvage the future of the community
by revamping education. But the revolution is moving slowly, and it’s
hampered by a central unresolved question: Should teaching aim to combat
intermarriage, or to bring the children of intermarried couples into the fold?

PRCTHEES SF STl Bt AL

A parent-child day In New York: What kind of Jewa arg schools supposed to produce?

when the 1990 Natlonal Jewish Popula-
Hon Survey showed that 52 percent of all
U.S, Jews were matrying outside the faith
(see sidehar, pape 28}, “That figure strved
as a wake-up call to the American Jewish
leadership,” sald John Ruskay, director
of Jewich continuity programs at U)A-
Federation of New York

To fight assimilatfen, that leadership iy
putting Tts maln weapen, money, into {n-
novalive education programe from Bos-
ton to Honolulu, Many, like the one at
I3anlel’s scheol, seem to be working, at
least in the immediate lerms of getling
Eeou ng people inlerested in learning about

ing Jewish. But countless Jewish kids
have yet Lo see thelr schooly made any
mare engaging: so far, the revolutan

hasn't reached them. What's mote, the
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kind of education professional educators
say works best —Jewish day schools —Is
considered trelf by the majority of Amec-
ican Jews. And most baslcally, it's nea rli)':
{mpossible to agree on what Jewis
education is supposed to do, even on
whether it's supposed to cut inter-
martiage — or get the children of the in-
termarried to see themselves as Jews.

/_in’ce_t’h:Population Survey’s release

S by the Council of Jewish Federatlons
(C)F, educational reform and its
cousin, "Jewlsh continyity,” have become
the biggest growth industry In orgenlzed
Iewislﬁi.(e. In Cleveland, the local Jerdish
federatlon has nearly doubled its funding
to Jewlsh scheols In a decade, up from
$1.9 milllon in 1984 to $3.5 milllon this
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edr — a third of its domesUe budget
er federations are calching up. In
New York, UJA-Pederation Iast year
brought all its far-flung educational 2nd
caltural programs — the total domes-
tic budget — under the control of a single
“Jewish continuity” department, headed
by Ruskay, who received an extra $2.5
eillion a year for experimentation grants.
The results are visible [n Innovations,
tike Kehillat Israel's volunteer-teacher
experiment, being introduced [n cities
and towns from cvast to coast. In Detroit,
the old, d ide United Hebreiw School
has been decentralized, broken up and
handed over to individual synagogues to
ran, In hopes of involving students in
w tion life. In New Jersey, the Jew.
ish Federation of MetroWest has created a
“family education” program that helps
teach g.l:mhea simple Jewish practces for
the home. In Florida, local Jewish federa-
tons have begun to advertise their teen
Israel tours on rock redio stations,
mwm
handfut uf wealthy Jews who are putting
their own money inko a qusade to push
reform. The acknowledged lvader is
Cleveland mult-millionaire Morton Man-
del, an industrizl-parts wholesaler and
one-time CIF president, who created the
Counail on Initiatives in Jewish Education
in 1990, Mandel's coundi! now spends
nearly $1 million a year on a 2-pronged
cﬂmpa.'g-\. Its main goale: promoting bet-
ter teacher tralning and building public
suppert for more federstion spending on

education, "Community leaders have be-|
gun ko recognize this as a growling aisls,”
says Mandel “Durlng the 19803 it wa
Aversation, Now it's money.”

other B e e 13 The Covenant
Foundation, funded by Chicago’s Crown
family, heirs to the General Dynamics
defense contracting fortune. It awards
grants to synagogues and schools with In-
novative education programs that can be
replicated elscwhere. About two dozen
grants have been given nul since 1991,
like the one to Daniel Nemser's syna-
gogue in East Lansing. Smaller awards
programs exist locally in a few dities, like
Lhe Samijs Foundabun of Seattle, which
glves out yearly prizes for teacher ex-
cellence.

Yet another fambly foundation, the CRB
Foundation, headod by Montreal's Charles
K. Broniman, chairman of Seagram (and a
member of The Jerusalem Report board
of direclors), spends dose to $1 milliona
year on efforts to boost teen travel to
Isracl. CRB has funded marketing stud-
ies, developed ways to improve tour pro-
grams themselves, and ceated a savings
program with the United Jewish Appeal
and Bank Leumd to help families save for
youngsters’ "Israel ewﬁerience.“

Biggest of all are the lwo foundations
created in the mid-1980s by billlonaire
Ohlo retajler Laglle Wexner at a personal
¢ost of sume 58 million a year, One, the
Weamer Foundatlon, gives out scholar-
ships to would-be rabbis, teachers and
community leaders. The other, the Wex-
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Eyea dawn et hbnhamni Ramar School: Day cchools sre the growih soctor of Jowish education, bun the cost e parents by sften prohibliive

ner Heritage Foundation, conducts Jew-
Ish studies Jessons, free of charge, for
hand-picked groups of young lay lcaders
around the country, in hopes of cesting a
niational leadership that is more learned
— and more supportive of Jewish educa-
tion. About 500 have graduated the pro-
gram 50 far.

To press for change nationwlde, the C[F
last year set up the North American Com-
mission on Jewish Continuity. It brings
together educators and leaders from
Orthodox to Reform to secular, in what
could be the broadest Jawish coalition
¢ince the founding of the Soviet Jewry
movement in the 1960y. But afler a year-
and-a-half of meetings, the commission
has yet to develup conaete proposals for
actior.

¥ 5 all this making a difference? Here
and there, yes, Daniel Nemser’s Jew-
ish education was the belter for it. So
was Alison Cohen’s. A 16-year-old from
Cindnnati, she quit Hebrew school in dis-
gust ataye 12, right after her bat mitzvah:
T had bad teachers, [ didn’t really leamn
anything, and T thought it was a waste of
lime.” But [ast year, she want on an "Israel
Experienca” tour sponsored by the local
federation, and came home fecling far
mere positve. "Everyone should go to Is-
tael at least once to see what it's like to
be ina place whete Judaism is dominant,”
she says,
Some reforms are mixed blessings. De-
troit’s decentratization experiment, for

7
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othin luls spurred support in
the Iagst gengratlon mf‘fﬂmn
education like the 1990 National
Jewish Population Survey — porticularly
its finding that US, Jews were marrying
outside the faith at a rate of 52 percent.
That figure — representing the per
centage é?Icws wed In the previous five
years who married non-jews — was
only one of the survey’s shockers. The
study, conducted by the Coundll of Jew-
ish Federations, also found more than
falfa-million Jews who sald they were
practicing another religion. The Jewish
community it portrayed was far more
Reform and far less Orthodox than any
other recent survey
had shown. It also

fwryears 62 per-

"My estimate for the mtermamage
rate is about 12 points lowex, or 40
cent,” says soclologist Sleven M. Cohen
of Queens College and Hebrew Univer-
sity, the survey’s most perslstent critlc
“That’s bad cnough anyway. It was 24
peroent back in the Iate 603"

Cohen’s main criticism les with the
survey’s methods: "In any survey there
are certfain types of people we know will
) beundemszesen!ed because they don't

respond to surveys,” To correct the bias,
-social sclentists ude standard ratlos, or
« "welghts,” to overvalue responses from
- an und ted group. -

1 The-trouble is, Cohen says, that the
".standard Anierlcan welghts were ap-
;. plied to the National Jewish-Population
= Survey. Cohen believes this {nflited the
. numbers -of Jews in wezghted ps
= podly uneducated, rural-and South-
~’em. Stnce thoge v Icvsrs aré¢lesstikely
% than“.others ‘td it Sabbatk.candles,

| “other Jew3; Cohen says; "the Wweighting
sys{em tcndﬂo ovemﬁima(e&ose Iews

fewer than 200

“:teach thedr:children. ‘Hebreiv.or marry’

KMARRIAGE
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with weaker Jewish identities.” Remove
the welghts, he says, and the Jewish com-
munity locks much the way it does in
other sludies; more Orthodox, with more
youngsters leamning Hebrew and far few-
er "practidng another religion.”

CJF survey director Barxy Kosniin con-
cedes the welghting was imperfect. "If
we'd spent $2 million or $3 million we
could have knuocked that error doswn a
bit,” he says. "We only had $370,000." Kos-
min says the margin of error in the sur-
vey's total sample, representing 5.5 mil-
lion Jews and their houscholds, was a re-
spectable 2 to 3 percent. But, he cautions,
the margin rises as researchers study sub-

ups like the survey’s
1 million childrer

fgu;}gv x enollment  The 52-percent dﬁﬁﬁyﬁ;ﬁ"e es:r:
B o infermarriage i ssodil of B
b e boieer. 118U 1S based on Soers 2 tepes
Rnage e s @ sample of A eniton. " ildzen

merit only 840 swvey

cent” has inspired entries, giving an crror

energency task forces, margin of some 10 per-

confe:encwandangrysennom cent-— too high to draw from conclusions
Nevertheless, it’s probably wrong, about Hebrew echool enrgliment.

5 for the intermarriage figure, it Is

A

based on a sample of fewer than
respandents, The of er-
ror? "Preity high" Mayer conceded. Per-
haps 20 percent? "Maybe more. " So inter-
marriage could easily be 40 percent, as
Cohen insisty, There's no way to know.
Does any of this matter? Not really,
most experts insist. The 52-percent fig-
ure may be high, says Brown University
sodo!og‘lsl Calvin (‘ oldschelder, but "it’s
had a very positive effect” by forcing
Jews tu reexamine their values.
The flgure has also boosted public
support for Jewish education, Whether
. it's accurate doesn’t matter, educators
say — they’re not convinced schouling
"-can prevent intermarriage anyway.
"I don’t think you can equale levels of
.Inlerma.mage with suctess in Jewish
“education,” says-Mark Gurvis of Cleve-
. land’s Jewish Education Center. "But it’s
-intermarriage that has motivated a Jot of
‘the community concern.” : a
: ; I].G.
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example, climinated Job sccurity and
many of the tcacher benefita that went
witha jebureaucracy,] g educa-
tors demorall/ed And last spring, the
U)A wos rcbuffed when it asked the Jew-
Ish Agency and the Israeli government to
join it in @ $30-mlllion partnership to pro-
maote youth travel to Israel.

lronically, no one knows how far the re-
forms have rcached, for American Jews
have an estimated 2,600 separate Jewish
schools, with nearly no central super-
vislon, Teachers number some 20,000. To-
tal yearly budgets are estimated at $1.5
blllion to $2 billion,

No one even knows for sure how many
studenty there are: Numbers range from
264,000 to 450,{1K), depending on who's
counting. One widely accepted figure,
from a 1988 census of U.S. Jewish schools
by Hebrew University demographer Ser-

o Della Pergola, puts the total at around

86,000 enrolled students, age 6 to 17, in
an estimated population of 710,000.

Those statistics contain good news and
bad. True, only half of all school-age
Jewish children are enrolled in Jewish
schools. But in the 10-12 age group, pre-
ceding bar and bat mitzvah, enro !ment
lcgq 75 percent. It drops to 48 percent

14-15-year-olds and barely 25 per-
cent that.

In other words, threequarters of all
American Jewish youngsters attend He-
brew school at some point. But there are
schools and schools. About two-thirds of
all enrolled students attend “supplemen-
tary schools™ like Nolan Klein's and Dan-
lel Nemsar’s, Most are operated by syna-
gogues and meet evenings and Sunday
mornings, typically three times a week in
Conservative congregatons, twice a week
{n Reform ones.

The rest of the kids are in all-day Jew-
Ish schools: 150,000 young people in 540
institutions. And day schools are clearly
the growth sector of Jewish education.
They've doubled their enrollment in the
last quarter century, while the overall
Jewish population has remained stable,

M comes from the Orthodox com-

munity, which has all but aban-
doned after-hours Hebrew schooling [n
the fast generation. But close to a quarter
of the Orthodox schouls’ students are not
Orthodox. And non-Orthodox day schools,
virtually non-existent in 1970, now make
up 30 percent of the total, and thelr share

iy growing.

For most Jewish educators, the growth
is pwre good news. "The Jewish day
school is the sine qua non for Jewish liv-
ing,” says Rabbi Robert Hirt, a vice pres!-
dent of Yeshiva University. "Without it
you can’t acquire the tools to survive as a

uch of the day schools’ growth



- y

Nolar: and hls mother; "Mostly they do Bible sterfes, and | jurt don’t beliove thery'

Jew in the American melting pot.”

Several studiey have indeed shown
dramatically lower Intermarriage rates
among day-school graduates, One soon-
to-be-published Yeshiva U, study shows
an intermarriage rate among day-school
graduates — Crthodox and noa-Ortho-
dox combined — vf just 4.5 percent, Then
again, only the most motivated families
send their children to day schooi in the
first place.

The biggest builder of non-Orthodox
day schuols is thé Conservative move-
menl, with about 17,000 students in its 70
Solomon Schechler schoeols {named for
the seminal figure in the movement's his-
tury}, A handful are affillated with Re-
form Judatsm, with just over 2,000 stu-
dents in 15 schools. gv(nsl of the rest are
"¢ommunity scheols” operated by local
federations or parent groups, like New
York's acclaimed Abraham Joshua Hesch-
el School.

“We integrate the child’s wotld,” says
Peter (GeHen, founding director of the
Heschel School. "If your worlds are sepa-
rated, you're making an fmplicit state-
ment that you have to choose between
them. [f the worlds are together, being
Jewish is parl of your being.”

Nog all the day-school growth comes
from rising Jewish fervor. A big part re-
sults from parents flecing publle-schaol
decay, Jonathan Moreno, a professor of
bioethics in WashIngton, D.C., frankly ad-
mits he chosa to send his son Jamett, 8, o
a day school because of "convenience and
a reputation for good scheoling,

"Idon’t have a big stake in the religlouy
thing, though It wasn’t & minus,” Moreno
said. "My senze was that he was going to
get ag Intensive an education there as he
would get at a =ecular private school, for
half the money.”

Stll, cost is a major day-school draw-
back: Tuition averages $6,000 to $4,000
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per student, going as high as §11,500 at
places like Manhattan'y toney Ramaz
Schuol. Almost fione of the cost is govern-
menl-subsidized or even tax-deductible,
because of court rullugs on church-state
separallon. Must day schouls vffer schol-
arships to low-Iheome fomilles. But mid-
dle-Income famnilies are left in a squeeze,

“It’s very, very expensive to send kids
to day school,” says David Twersky, a
New Jersey journalist with two children
in a Schechter school. "We want our kids
to know something about Jewlsh culture
and Jewish languagey, But we're paying
£6,000 per kid this year, That's a very
large percentage of our disposable in-
cume.”

Whal's more, most day schools are
small institutivns that can't offer every-
thing that a public school docs. Josh
Kopp, an 11th grader in Columbus, Ohio,
atlended a loval Orthodox day ‘school un.
tl elghth grade, then transferred to a

blic high school. “If I'd gone to Hebrew

gh school T wouldn't have had a sodal
life," he says. "Plus I wanted sports, and
there was nothing there,”

Many advocates of educational reform
say the answer to all these problems is
simple: Stop talking and start spending.
“Day schoels are the best thing we've
got,” says Rabbl Herbert Friedman, one-
time national chief of the United Jewish
Appeal, now head of the Wexner Herl-
tage Foundatlon, "The community’s lead-
ership should convene and decide what
they want to da about it— that X number
of schuols will be built, that kuition will be
et at $1,000 and the rest will be bome by
the compunity.” ,

Things are moving in that direction, if
less dramatfcally than Friedman wants.
Federations nationwide now d about
24 percent of thetr domestic budgets —
same $100 milllon in all — on Jewish edu-
cation, half of it on day schools.

oney, gven lotg of It, won‘t bring

most American Jewish kids intc

day schools, though. "Most Jews
consider them pargchial and antf-Ameri-
can,” says Brown University sociologist
Calvin Goldscheider. "Day schoals will
never cover mare than 20 percent of the
Jewish population.”

Washington attorney Lee Levine con-
firms that view. He says he and hls wife
"have never at all cunsidered sending our
children to a Jewish school as their regu-
lar school.” Levine's two children attend
an afternoon Conservatve Hebrow school,
"In public $chool,” Levine says, "my chil-
dren get to know and Interact wit
vle of different cultures, different back-
grounds, races and religions. It parallels
the world they’re likely to enler when
they grow up.”

byl



So vutside the Orthedox community,
educators accept that the day whools are
a minority chulce. "We assume that after-
noun 5¢hoola will continue {o exist and
contnue to have a majority of Conserva-
tive kicds [n them, sod that they havetlo be
ag guudt ag they can be,” says Rabbl Rob-
ert Abramson, educabion dlrector of the
United Synagugue of Conservative Juda-
ism. "And my experlence is that there are
many places whee the synagopue schools
succeed.”

Perhaps, But Lhe failings of after-hours
Jewlsh educatlon - dull classes; ill-
tralned teachers; bored, unruly students
— are the stulff of legend, much of it true,
"Many people we interview tell usg that
Hebrevr school permanently allenated
them frum Judalsm,” says sociolugist
Gary Tobin of Brardleis University.

It's no surprise. Teachers remain under-
paid. Attendance is spotly, as Hebrew

Bt the statatica fus! don't compire: Nobody really Knows how many children go {o Jew-

lah scooin n Anvadsea

school must compete with spurts, dance
and other pursuits. Currfculum super-
vision is haphazard, and content often
censists of learming the Hebrew charac-
ters to perform bar mitzvah prayers, pius
rudimentary Bible and holday lessons.
Most students drop out right after bar

mitzvale
The results can be read between the
lines of the 1990 Population Survey. The
product.of Hebrew school is tOd?K;s
Anerican Jewish Hfe, with its low affilla-
tion, high intermarriage and rampant ig-
£ Jewish law and lore,

been spent over the years to upgrade
Jewish gupplementary schools. The Re-
form and Conservative seminariey turn
out dozens of trained educators each
year, New currlcula, teaching aids and

a0

educational material pous out continually
from reseazch Ingtliutes In Los Angeles,
New York, Jerusalem and elsewhere,

But it’s all o drop in the bucket, “Ina
country with perhaps 20,000 positions [n
Jewish education, the training Instiutions
are tumning out about 70 professlonals a
year,” says Alan Hoffman, a professor of
education at Hebrew University’s Melton
Center for Jewish Education in the Dias-
pora, curently heading the Council on
Inidatves in Jewish Education

Hoffman"s coundl is nunning pilot pro~
grams in three cities (Mllwaukee, Balt-
more and Atlanta) to test ways of Improv-
ing Jewish teaching, through fleld train-
Ing, requitment and poy hikes. No one
has yet put a price-t+g on the referms
needed natlonwide, though. Just the fm-
mediate needs — bullding more day

ning insti-

bschools, endowing scholarships, recruit-

ng better teachers, adding

tutiony — would come to handreds of
milllons of dollars a year.

1t {s hard to see wherte this would come
from, especially ar engoing government
cutbacks straln ovmworkedieuﬂsh wel-
fare agencies. "ivs very dlfficult to shift
dollars because you're always competing
with what already is,” says Cleveland fed

\ver=Hon director Stephen Hoffman,

The one current Idea that might free up
serlous money for Jewish education is the
hotly debated pro by [srael's Deputy
Foreign Minister Yossi Beilin o take UJA
e2sh now going to Israel and divert it to
American peeds, Fundraisers warn thata
UJA campaign without Igrael at the top
might not attract donors at &1L 5tll, some
suggest that the two goals — alding larael
and teaching young jews — might be
combined.
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Once the Russfan Immigration §s con
leted in a decade or so, they say, lsrac
titutions ke the Jewish Agency cant
reshaped to the education needs of Ame
lean Jewry, "One has to think broadl
about how Israel might become a plac
for tralning Norlth America’s Jewis
teachers,” says Alan Hoffman, (The Jev
Ish Agency and the World Zionist Or%an
zatton current.LIKaspend about 540 millio
4 year — 8§ than 8 percent of thelr con
bined budget— on Dlaspora educatios
Barely 10 percent of Lhat sum serves Jew
in the U.5., with the rest providing youl
leaders and teachers [n South Amaeric
Eurupe and elswhere.)

he problems of msh-flow and teache

training, howrver, hide a mome bas’

question: What's the purpose of e
panding Jewlsh education?

Not surprisingly, the answers divic
U.S, Jewry down the middle, Orthedc
and some Conservative Jews urge tt
community o Invest its resources in hel
ing the most comumitted Jaws resist assin
ilation. "Jewish educabion has got to be
counter-cultural movement in America
soclety,” says Yeshiva University’s Hirt.

Atthe very least, says Abramson of i
United Synagogue, that means teachir
young Jews they shouldn’t marry no:
Jews: "If we'te not talking about ways -
make sure that kids are in-married an
continue to be fewlish, we're being stupi
and rajve"

The prublem with thiz approsch is th
£0 many [¢ws are already married to nor
Jews. "It's no lunger a question of tryir
to stop intermagriage,” says Barry Ko
min, research director at the Council -
Jewish Federations, “Intermarriage has ¢
ready happened. We estimate that mo
than a quarter-million children have o
Jewish parent, Even if you're Orthodo
at least half of themn are fewish, becaw:
their mother 1s Jewish. That's 130,K
Jewish children we tould be writing o
The challenge is to encourage them to |
Jewish.”

At the oppesite pole, the Reform mov
ment is actively embracing intermarris
families, hoping 1o induce them to rai
their children as Jews. Intermarried far
lies are streaming into Reform rongreg
tons as a result. And many Reform syt
gogue schools have given up trylng
teach thot Jews should seek to mar
other Jews, "We're very careful not
make judgments In our classrooms, L
cause we have a large number of ki
who come from Intermarried familie
says Glorla Aronson, education direct
at Seattle’s Temple 8eth Am.

"1 don’t tell them it's wrong to int

marTy,” says Deborah O’Connor, a Te:
ple Beth Am teacher who Is herself m.
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rom he outslde, the Solomon
Schechter Upper School in West
Orange, New Jersey, lovks like any
suburban public high school: a squat
ellow brick building with a parking lot
front and sports flelds behind,

Cnee Inside, the visltor finds Hebrew
artwork on the walls, volumes of Talmud
on the shelves and yarmulkes on the
bays’ heads, and decides this Is actually a
standard private Jewisk day school,

Look again. Schechter §5 a day schoal,
but it's not standard. [V's one of just
half a dozen non-Orthodox Jewish

schools in America; most liberal
Jewish day schools end at grade 6 or
8. Here diversity and questioning of
beliefs are encouraged, and glils and
boys are treated with full equality,
from the sports Held o moming
prayers in most of the pluraliste
schaol’s several morning minyanim.
[Vs 2n Instituion whose values resem-
ble those of the bread Amerlaan Jew-
Ish public .

And with two affiliated elemen
schools In West e and n
Cranford, plus a network of five other
Schechter grade schools that feed gradu-
ates from ing counties into
the high schoal, the Solomon Schechter
schools of New Jersey could be called the
dasest thing in America to a Jewlish pub-
Lk school] system.

Tm hl'[:ﬁ‘g to create a Jewish commu-
nity in school where students are
comfortable learning and growing Jew-
ishly, which includes everything from
prayer to compwinity servica” ssys Ruth
Rittetband, gverall head of the West
Qrange-Cranford complex. "And at the
same Hme, we'ne creating a community
thats fully involved In the Amerlean
way of life”

A S-HOOL FOR PIVERSITY

Part of the natiorwide network of Solo-
mon Schechter day schools of Conservative
Judaism, the Weat Orange complex got its
start In 1965 with a single kindergarten
class, It now hag a combined student b-odz
of 900 on its three campuses. The hig
school, which will graduate 48 youngsters
next sprng, recelved its own $7-million
facility in 1991, The five other Schechter
elementary schools around the state, which
are administratively sepamte, have another
1,100 children for a total Schechter systern

Solomon Schechter is
the closest thing in
America to a Jewish
public school system

population of about 2000 |

-Malrtainitg Schechter’s religlous plural-
Jsm 13 a beicky balancing act. The
tration and a minority of famjlies are com-
mitted to halakhsh, or rabbinic law, as lib-
exally interpreted by the Conservative rab-
binate. Most familics are not, "There are a
iot of paople in the Schechter community

with loks of Ideag about thelr Jewishness.

and how Iev;r:sjsh they want to be, axcr;d‘fdr
me that's a plus,” says pho Inay
Twersky; wﬁo hag two dﬂﬁm
Obseryant famlies say the school's mpid
grawth in the Jast-decads has brought
wing diversity, & mixed blessing. "It
used to ba a like-minded community of
parents, but it's fuming into a sort of Jew-
ish public school,” says Rabbl Danie} Allen,
. who hag four children in Schachber. “Now
you have kids planning parties on Shablaf,

which excludes half the dass. You've got
debates over equallty for girls in the
morming minyan -— and the newcomers
dont even have an opinlon. If you're

your Kd to schoo! just to get ‘an
expoqure to Judalsm,’ you don't care
about the nuances.  do.®

Similar tensions surface regularly in
Schechter echools across the country, as
prowing numbers of unafiliated familles
enter, then seek to lower the schools” reli-
gious Iovel. "As the schools grow, there's

got to be some Implications for ob-

serving les " says the national Schech-
ter schools chief, Rabbi Robert Abram-

o In an atmesphere as pluralistic as

ours, the principal tends to be much

more susceptible to pressure,”

The tensions are not just internal. As
it & non-Orthoxlox, Schechter’s sports
tearns are not permitted to compete In
the Metropolitan, New York Yeshiva
League. Instead they play in a league
of New Jersey prep ls and Cath-

ollc schools, :

The school's 12th grade semester-in-
ferael pregram Is in a s{milar bind. Be-
cause of the school’s kosher-food-only
policy, youngsters sperwd the kibbutz seg-
ment of their stay at a religious kibbutr,
But many rebel against Orthodnv restric.
tions they"ve never faced be The
problem has net yet been solved.

And yet, while the great debates of
Judaism and modemity swirl around
thern, Schechter's students seem ko have
achieved sometilng that was once cons
sidered an exclusively Zionist dream:
Jewish nomaalcy, "We' ve been dolng this
all our Hves, and Itﬁon'tfedl'm missing
anything,” says 12 der Sarah Allen,
a lifelong Schechter s.stl:dent *Ir's sort of
normal for all of vs” a

. JI.G.

ried to a non-Jew. "I do fell them it's
wrong to tear a kid in half and give mixed
messages. [ tell them ' Jewish and 1be-
lieve in it very Hrmly, and for me it's the
best ot there is.” .

With such opposing strategies at work,
efforts to forge a nationa! consensus are
leadlng to fireworks.

Agudath Israel of America, the main
body of ultra-Orthodox Judalsm, refused
to join the North American Commission
on Jewish Continuity when it was formed
last year. Agudath Israel’s Rabbl Moshe
Sherer told the commission In a letter that
asking the Reform movement lo help stop
assimllation waas like asking the arsondst

to help put out the fire,”

Officlals of the CJF's continuity com-
mlssion hope to bridge the gaps by en-
couraging individual movements and in-
sHtutions lo formulate their own goals,
Lhen ¢coming together Lo agree on way?
the overall community can help achleve
Lhern. “it's one of the realiies that people
have different goals for Jewish educa-
Hon," says commission director Jonathan
Woocher. "One of gur aitlcal pleces Is
entuuraging people to be more goal-
conscious.”

But some say the entire noton of using
schools to change a community may be
misguided. "Veople assume that If you
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teach somebody Hebrew for six years,
they’ll become more Jewlish,” says CJF re-
searcher Kosmin. ‘Nobody assumes that
if you study Japanese for 10 years you'll
Igcome Japanese. I lcarned Latin for
years, but | never became a Roman. The
problem is that this whole area of Jewish
educatlon and what it achleves is un-
der-researched.”

In other words, the boedy of organized
Jiwvry may be willing to boost ity spending
on [ewish educaton, and the spirit of re-
form may be strong. Bul the communlty
hasn't agreed on what kind of Jewish fu-
ture the schools are sul:g:roscd to build —
ot whether schnols can do the job atall. O
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Jewish teachers failing,
2-year study reveals

By IRA RIFKIN

RELIGION NEWS SERAVICE

DENVER — American Jewish
leaders — fighting escalating in-
termarriage and declining reli-
gious affiliation — have long
touted a solid Jewish education as
the best assurance of keeping
young Jews within the fold.

But a study released by the
Council for Initiatives in Jewish
- Education shows
ewls educat-
ors to be woe-
fully ill-prepared
for the task. The
two-year study
of Jewish educa-
tors in Atlanta,
Baltimore anc¢
¥ Milwaukee re-
X vealed that more
than 80 percent
lack professional
——————— training in either
Jewish studies or classroom edu-
cation. ’

Council chairman Morton L.
Mandel, a Cleveland business-
man, said equally ill-prepared ed-
ucators can probably be found “in
every (Jewish) community in
America.”

“Education is our best shot for
insuring Jewish continuity. Yet
Jewish education in Americais in
a state of disarray. . . . This report
islike a bombshell.”

Mandel’s comments came dur-
ing the annual general assembly
of the Council of Jewish Federa-
tions, the North American um-
-brella group for 189 local federa-
tions coordinating Jewish fund-
raising and social services for the
estimated 6.1-million Jews in the
United States and Canada. More
than 3,000 delegates attended the
four-day meeting in Denver that
ended Saturday night.

As has been the case each year
since the 1990 release of a Coun-
cil of Jewish Federations study
detailing the rapid rate of Jewish
assimilation into the secular
mainstream, this year's general
assembly revolved around the is-
sue of “Jewish continuity.”

Particular attention was paid to
young people. A parade of speak-
ers said the current generation of
young people may well be the
community's last hope for ensur-
ing the survival of a distinctly
Jewish community in America.

But as the council’'s survey
showed, organized efforts to slow
the erosion of Jewish religious
observance still have a long way
to go. One piece of evidence:
More than half of all young peo-
ple raised as Jews marry outside
the faith.

“Most students come to college
with a 12th-grade understanding

" of the humanities, but with a

sixth-grade understanding, at
best, of Jewish subjects,” 3aid
Rabbi Richard Levy of the Los
Angeles Hillel Council, a campus
outreach program for Jewish uni-
versity students.

Levy said college-age Ameri-
can Jews often are so embar-
rassed by their lack of Jewish
knowledge that they shy away
from anything on campus relating
to Judaism.

. “Intermarriage figures are well

* known,” added Edgar M. Bronf-

man, World Jewish Congress
president, “but our lack of knowl-
edge about what Judaism is all
about is not so well known.”

In his general assembly key-
note address, Bronfman, who also
is chairman of Seagram's, the
Montreal-based” distiller, called
for reallocation of Jewish com-
munal dollars because Jewish ed-
ucation “must receive a massive
infusion of money.”

" But an estimated 28 percent of
the more than $1 billion in dona-
tions collected annually by local
Jewish federations and other
agencies already is spent on edu-
cation. Despite that, educators
working in Jewish day school,
supplemental afternoon and Sun-
day schools, and even pre-schools
remain insufficiently prepared,
the council’s study noted.

CIJE: RNS FEATURI

According to the survey, 40
percent of the teachers working
in day schools have neither a de-
gree in Jewish studies nor certifi-
cates as Jewish educators. That
figure rose to 80 percent for sup-
plemental schools, which educate
the bulk of American Jews who
receive any kind of formal Jewish
education. -

“One of the most startling find-
ings,” said the report, “is that
many pre-sthool teachers are
teaching Jewish subject matter to
Jewish children — but are not
themselves Jews. Overall, 10 per-
cent of the teachers in Jewish
pre-schools are not Jewish."” --

. The study also concluded that a
lack of in-service training is com-
pounding the situation. On avér- .
age, teachers attend no more than '
four workshops over a two-year
span. Jewish day schools also
tended to have higher standards
for secular studies-teachers than
for those involved in Jewish stud-
ies. -

Mandel, who is .chairman of
Premier Industrial Corp., agreed
that Jewish education needs addi-
tional funding. But where it may
be needed most, he said, is not in
funding new educational pro-
grams but in teacher training.

“There has not been a suffi-
cient investment in building the
quality of Jewish educators,” he
said. - .

Even if the Jewish community
were to invest immediately in
training educators, it would still
take years before Jewish educat-
ors are better prepared.

In the meantime, Mandel noted,
additional young Jews will be lost
to the commnity through assimi-
lation because they have received
an inadequate Jewish education.
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Jewislh Bulletin of Northern California, December 23, 1994

A

‘;’r

Thé gg’gd news is that many] 'Bay Arca religious school teachers are
committed Jews with a dedication to Jewish education and a pen-
chant for relating to children,

The bad news, according to a national survey, is that the vast
majority of them lack the proper training to teach Judaism.

According to the survey, by the Cleveland-based Council for
Initiatives in Jewish Education, those teachers have had little or no
education since their bar or bat mitzvahs — and have not received
sufficient, updated training in either education, Judaica, or both,

That doesn't mean they're bad teachers. It just means some of

nem could be a fot better,

The Bureau of Jewish Education in San Francisco and the East
Bay’s Agency for Jewish Education should be commended for recop-
nizing the need for improvement, and for formulating teacher-
enrichment programs aimed at imparting Jewish knowledge and
innovative teaching methods.

Wisely, both the Bureau’s laatid program and the Agency for
Jewish Education’s shoresh project offer financia! incentives for

must: training for Jewish educators

teachers completing a certain amount of credits. Because thosa
teachers cannot generally support themselves through such jobs
alone, the incentives should help attract more participants to thoss
important programs.

Religious school principals would be wise to follow the examyple of
lacal Jewish education agencies by consistently exposing their teach-
ers 16 a broad range of educational methods and materials. Although
teachers may have an abundance of knowledge, they sometimes

" need help delivering it so that children will understand and remem-

ber.
Ultimately, religious school teachers, together with parents, are
some of the most pivotal figures in a child's Jewish life. Teachers have

~ the power to turn a child on, or off, to Jewish culture and ideas, and

ultimately to determine whethera child will have a Jewish future.

By sending their children to religious school, parents are sending
the message that they want their childeen to have a Jewish education.
As a community, we should do everything possible to ensure that
our childrenseducation is the best it can be.
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Atlanta Jewish Times, December 16, 1994

PHOTO BY CHARLES RAFSHOON .

Survey shows a minority have training in Jewish studies and education.

DAVID HOLZEL ASSISTANT EDITOR

o Jewish lore, a cherished rung in
purgatory is reserved for the
Hebrew school teacher — that
badly prepared pedagogue who
has turned generations against
Jewish learning. In Atlanta, that im-
age of an undertrained educator isn’t
total fantasy, a new survey shows.
Circulated among schoo! heads last
week, the draft report paints an un-
flattering statistical portrait of

Atlanta’s Jewish studies teachers.
(Secular studies teachers were not
included.} It shows that most of the
400 teachers surveyed are largely un-
trained — both in Judaism and as ed-
ucators. And while teachers at
synagogue supplementary schools
scored the lowest, the study casts a
shadow over the glossier images of
Jewish preschoals and day schools.
What's noteworthy is that almost

no one is disputing the findings.

“It's nothing new to the educators,”
said Steven Grossman, director of
Ahavath Achim Synagogue’s sup-
plementary school. “We've been say-
ing we need serious staff training for
a long time.”

What is new is the report, for the
first time, puts hard numbers to what
people long have suspected. Tt also
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age 13, 25% of supplementary schoo! teachers and 40% of
pre-school teachers attended religious school only onve a
week: 11% of supplementary school teachers and 22% of pre-
school teachers did not attend at all, After age 13, even greater
proportions received minimal or no Jewish education.

Do the present levels of in-service training
for teachers compensate for their
hackground deficiencies?

No. Most teachers attend very few in-service programs
each year. Day school teachers attend fewer than 2 in-ser-
vice workshops a year on average—far less than the require-
ment for genecal studies teachers in the same schools.
(Jewish day school teachers in Wisconsin, for example,
engaged in about 29 hours of workshops over a five-year
period—Iess than one-sixth of the 180 hours required for
state-licensed teachers.) .

Supplementary school teachers reported an average of
4.4 workshops in a two-year period, with some variations
across communities. But since most supplementary school
teachers had little or no formal Jewish training after bar/bat
mitzvah and only about 30% wcre trained as educators, the
current status of professional development for these teach-
ers is of pressing concern.

Although early childhood educaters have more

staft development opportunities because of state-mandated
licensing requirements, these opportunities are not
sufficient to compensate tor the teachers™ limited
backgrounds.

Even those who teach only a few hours a week can be
nurtured to develop as educators through a sustained,
sequential program of fearning, Currently, in-service train-
ing tends to be infrequent and sporadic. particularly for day
and supplementary school teachers. Experienced teachers
may be olfered the same workshops as novice teachers;
teachers with strong backgrounds in Judaica but littde train-
ing in education are sometimes offered the same opportu-
nities as teachers with strong backgrounds in educalion but
little fudaica training.

Are teachers in Jewish schools commmitted to
the profession of Jewish education?

Yes. The profession of Jewish teaching is not the “revolv-
ing door” many have assumed. Rather, the study shows that
teachers, both full- and part-time, are strongly committed
to Jewisheducation as a career. They are enthusiastic and
devoted to working with children and to contributing to the
Jewish people. There is also considerable stability: 38% of
the teachzrs have taught for more than 10 years; only 6%
were teaching in their first year. And only 6% of the teach-

Thant Yow, Teacher

by STUART M. MATLINS

s a child T auended an Orthodox Yeshiva, We trans-
tated Chumash from Hebrew into Yiddish, then
Yiddish into English. As an adule, T remembered
Torah study as something dry, boring, irrelevant.

Despite this background. [ found myself eagerly
attending the Shabbat morning Chevrah Torah
led by Rabbi Sheldon Zimmerman at Manhattan's
Central Synagogue. | had only intended to try out
this Reform congregation as a place to go for the High
Holy Days, but the warmth and car-
ing of the Chevra reguiars, ranging
in age from mid-teens to mid-eight-
les, kept me coming back, The
provocative, gentle, intellectually
demanding, and loving spirit of
Shelly’s teaching inspired and em-
powered us 1o educate ourselves and
each other. As we discussed the
purasha hashevua, Shelly guided us
to talk about ourselves, our day-ta-
day behavior and, a5 f came to understand, the ultimate
Jewish guestion: What does God want us to do with
our lives?

During that time, [ had been in canstant conflict with
miy teenage son and had little hope for reconciliation. [
began to study the Torah passage about how Jucob
became Israel after wrestling with an angel. Shelly
talked about Jucab in a way [ had never even imagined.

Stuart Matlins,
student.

Al first it seemed disrespectful, almost blasphemous.
The Jacob he described was not the avenu model ances-
tor from my childhood memeories. He was a difficuit and
nol very ronorable guy, Butin a transformative moment
of encounter, Jacob became [srael.

Cur discussion then focussed on transformative
moments. [ saf there quietly, despondent. I theught
about my son. Suddenly, [ realized that if Jacob, who [
now saw with the eyes of an adult, could change
and become [srael, surely there was
hope for my child and for our rela-
tionship. The text came alive, speak-
ing of the need for endless patience
in the knowiedge that "turning” is
always possible. The text said to me
that one’s character can change, that
with faith everything is possible.
Shelly emphasized that if God can
forgive us and accepl our turning,
who are we not to forgive one
another? My understanding of this wisdom profoundly
changed my attitude toward my son and redeemed our
relationship, which has improved ever since. O

Rabbi Sheldon
Zimmerman,
teacher.

Stuort M. Motlins, o monagement consultont by professien, is founder ond
publisher of Jewish Lights Publishing in Woodsiock, YT. He served as chair of the
8oard of Overseers of HUC-1IR in Hew York and is on the Board of Governors of
the College-Instilute.
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ers plan o seek positions owtside
Jewish education in the near future.
This finding presents a compelling
argument for addressing a central prab-
lem identified by the study: the insuf-
ficient preparation of 1eachers. Re-
search in the field of education
indicales that carefully crafted in-ser-
vice Iraining can indeed improve the

The profession of
Jewish teaching
is not the
“revolving door”
many have
assumed.

quality of teaching. The teachers” acute
lack of training alongside their intense
comnmitmenl offers a powerful argu-
ment for an investment in teachers as
a cancrete—and achievable—{irst slep
toward improving Jewish education.
The Jewish people has survived and
flourished because of a remarkable
commitment to the centrality of teach-
ing and learning. We need to bring the
same high expectations to Jewish edu-
cation as we do to general education, for
the sake of our unique inheritance. [J

This summary of The CLIE Poficy Brief on the Bockground
ond Professional Training of Teachers in Jewish Schools
wos prepored by Nesso Rapoport, the Council’s leadership
development officer. The study was conducled by Dr.
Adom Gomoran, professor of Sodology and Educational
Policy Studies m the University of Wisconsin, Madison; Dr.
Ellen Goldring, professor of Educationol Leadership and
ussotiale  dean of Pesbody College of Educolion,
Yanderbilt University; ond field reseorchers Roberta Louis
Goodman, RLE, president of N.AT.E; Bill Robinson; and
Or. Julie Tommivaara. The outhars are grateful for the
adive pariicipalion of the Jewish communities of Atlonta,
Botiimore, ond Milwoukes.

The Coundl for Iniliofives in Jewish Educotion,
thaired by Morton L Mondel, i on independent
orgonization dedicoled 1o the revitlization of Jewish
education through comprehensive, syslemic reform in
partnership with local ond confinental organizations,
foundutions, colleges ond umiversities, ond denomi-
national movements. Far copies of the complele poficy
brief, which includes o plon for oction, conted C1JE,
15 E 26 51, 10th Roor, Mew York, HY 10010,
{212) 532.2380.



A study of the “best practice” Jewish
schools reveals their secrets.
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magine a congregational schoot where the children
are learning serious fewish content, where a vast
majority of the students continue after their bar or
bat mitzvah, where the pupils actually enjoy their
Hebrew school experience. This is no fantasy. There
are supplementary religious schoois that fir this

description.

BARRY W. HOLTZ

ClJE: STAFF ARTICLE

-

THE JEWISH TEACHER

Schools That
Succeed

kg

In order to improve the ficld of Jewish education, the
Best Practices project of the Council for Initiatives in

Jewish Education (CIJE) enlisted a team of experts to study

is what tney found.

The School/Synagogue Partnership

A best practice school fits into the overall orientation of
the congregation, reflecting the values of the synagogue:

and document the “best practice” institutions, the most suc-
cessful schools and educatienal pregrams in North
America, Research began with an exploration of exem-
plary supplementary schools within congregations. This
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the synagogue, in turn., confers a sig-
niftcani role und status 10 the school. A

“apl T 7 viewed as central to the
mission of the synagogue hus u greater
chance for success.

How does the supplementary school
become a valued institution”? The key
plaver is the rabbi of the congregation.
In virwally every hest practice site, the
rahbi invests the congregational school
with prestige by demonstrating strong
interest and sustained involvement.

The {ay leadership represents a sec-
ond critical element in ensuring schoo!
success. The svnagogue stakeholders
must be involved in an ongoing con-
versation about the school’s mission,
Best practice schools have a clear sense
of their vision and coniinually involve

the temple leadership in discussions
ubout goals.

Finally, best practice schools sec
themselves as part of a larger context:
the synagogue a8 an educaling com-
munity. They are also more likely 1o
integrate their formal program (the
“school™) with a variety of informal
programs, such as camps. shabbu-
tenfin; family retreats; trips to Israel;
and heliday, tzedakah. or arts pro-
arams,

The Educational Leaders

All of the best practice schools have
effective educational leaders, usually
educational dircetors (or occasionally
the rabbi}, who, among other tasks,
provide continuity, build morale, and

Egaaavaésé9an,E?Eauyéevc

by JAMIE ROWEN

aving attended Hebrew school

at University Synagogue in

Los Angeles, I learned to

respact the Jewish holidays,
But when I turned 10, [ started feel-
ing that Judaism had no real mean-
ing for me, and decided I would not
have a bat mitzvah.

The Torah troubled me. [ didn™
like what i1 said about women or
homosexuals. I discussed this with
my rabbi. Allen
Freehling, who
told me nol to
take it so liter-
ally. and to come
up with my own
interpretations.
That helped me,
but it wasn't
enough. [ slill
felt that the Torah was sexist and
prejudiced. Also, 1 thought that
there was no way God could have
performed all those miracles.

One day my religious school
teacher Joelle Keenc suggested we
discuss the week’s Torah portion. 1
questioned her about the sexism in
the story of Adam and Eve. T thought
it unfair that the woman was made
out of the man, and that she was

Jomie Rowen,
student.

blamed for eating the {forbidden fruit
and getting them thrown out of Eden,
Ms. Keene said that we didn't have
to look at it that way. Instead of
woman being made out of man
meaning that men are higher than us,
we could interpret the story as say-
ing that men were not compleie with-
out us. Instcad of the woman eating
the forbidden fruit because she was
bad, we could say that she did nat

- o want 1o accept her
situation biindly.
1still don't agree
with Ms. Keene's
explanauon, but it
made me realize
that there are
many ways 1o
understand  the
Torah.

I have since celebrated my bat
mitzvah and have continued my
Jewish cducation. Rabbi Freehling
and Ms. Keene helped me under-
stand what being Jewish means, and
because of that, I plan to lead a more
committed Jewish life than my par-
ents have. O

.-.P"}‘.'

Joelle Keene,
teacher,

Jomie Rowen % on eighth grade siudent of
University Synogaque in Los Angeles, CA.

work with rabbis and Jay leadership on
issues of stalus and vision. Their pri-
mary role is educational, not adminis-
traulive or organizational. Some focus
on supervision and in-service educa-
tion; others serve as inspirational or
spiritual models; suill others concen-
tralc on creative programming and cur-
ricujar improvements.

The Successful Classroom
Schools ultimately succeed or faii
because of what happens in the indi-
vidual classroom. The best practice
schools all emphasize the key roje of
the teacher in invelving and inspiring
students. Each of the best schools
responds 1o the three fundamental
dimensions of school staffing: recruit-
ment, relention, and professional
arowth.

Many of the best practice schools
have no recruitment problems. In gen-
eral, good schools tend to perpetuate
themselves because their reputations
are well-known in the educational
community; when openings appear,
they have no difficulty in attracting
teachers. Other schools have found
innovative ways to recruit staff, such
as lraining parents to serve as teachers.

Finding ways to retain oulstanding
teachers is a crucial component of suc-
cess, Best practice schools have stable
staffs. The key components in retain-
ing teachers are fair pay and. more
importantly. a sense of being appreci-
ated by the educational director, the
rabbi. and the community as a whole.
In congregations where education is
highly valued, teacher esteem tends to
be high.

An ethos of professional growth and
tcacher education characterizes all the
best practice schools. Professional
growth opportunities advance both the
quality of teachers and their sense of
being valued. Training areas tend to
focus on three areas: a) increasing
teachers’ subject knowledge with ses-
sions on Bible, Hebrew, or Jewish hol-
idays; b} increasing classroom teach-
ing skills such as discussion leading,
curricular implementation. or class-
room management; ¢) raising teachers’
personal Jewish commitment.

The best practice schools use
dencminational organizations {such as
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the UAHC), local central agencies,
and, at Limes, commercial Jewish text-
book publishers tor teacher education
sessi . Teachersan "io 1
ferences. including those sponsored by
the Coalition for Alternatives in Jewish
Education and those connected to
meetings of denominational educa-
tional organizations, such as the
National Association of Temple
Educators.

Family Invelvement

Family invelvement, another impor-
tant factor in best practice schools,
helps support the goals of the school
{and probably the quality of discipline
in the school), reinforces what children
learn in school in the home, gives chil-
dren a sense that Judaism is not “just
for Hebrew school.” and empowers

The key
componernts in
retaining teachers
are fair pay and a
sense of heing

appreciated.

parents by assisting them in home-
based informal education, which has
been a feature of Jewish life for gen-
erations. Family involvement may
include adult learning, family retreats,
schocl-teaching by parents, and an
entire curriculum focused on family
education.

The CIJE Best Practice study indi-
cates that congregational education
can work, and that studying exemplary
practice can help us improve the edu-
cational settings of today and build the
institutions of tomorrow. g

Borry W. Hollz is directar of the Best Practices Project of
the Cauncil for Inifintives in Jewish Education {CIJE). To
receive a copy of the 100-page C1JE reporf on “Best
Praclices in the Supplementary School,” send a check in
the amount of 54.00 {for photecopying ond postage} fo
the Council for Initialives in Jewish Education, 15 East
24th Strees, 10th Floor, Hew York, NY 10010.

Reform Teacher Training Opportunities

T . . offers mony -
ing opportunities for leachess in affiliated Reform
tongregations. In 1994 alane, more than 500 teachers
pariicipated in seminars and workshops held at UAKC
regional bieaniols, ol leacher education doys orgonized
by lecal boards and bureous of Jewish education, in can-
junclion with teacher tonferences and conventions, and
of individual congregutions. Wackshops ere usually
attended in [orge cities by os mony o fifty teachers, end
in smoller congregations by as few as three or four.
Several UAHC regions also have engoged professional
or volunleer educalors Io orgonize workshops and con-
sult with congregational schoals.

The Nalional Association of Temple Educotors
{NATE), celebrating its SOth onniversary, and the Hebrew
Union College-Jewish Institule of Religion (HUC-JIR) 1ake
an odfive role in Reform teacher troining. HUC-JIR offers
advanced courses for teachers and M.A.5 in Jewish edu-
cation ol both its New York and Los Angeles compuses.
NATE provides feacher odvocary, produces guidelines
for professionalization, and conducts certification pro-
grams for Reform refigious schools. NATE members vol-
unteer os teacher trainers for small Reform congrega-
tions throughout North America.

In conjunction with NATE, the UAHC Deportment of
Educotion ussists in ongaing feccher education. The
Department offers quides for teaching special concerns,

“gsspabuse, AIDS, sensitivity lothe T ",
Jewish competency development, ond Holocoust stud-
ies. In oddilion, the Department issues clossroom mon-
agemenl ond literacy developmenl guides on sterytelling,
lesson plans, defining instructional objectives, student/
leacher conlracts, and setling goals for lileracy. These
materiols ore ovailoble to UAHC congregations upon
request. To aid feachers with lessen planning, the
Department also prepares leacher guides for all of its
major textbooks.

Educational concerns in the Reform movement are
addressed by the UAHC/CCAR/NATE Commission on
Jewish Educalion in associotion with HUC-JIR. The
Commission publishes Compass magozine, which is cir-
culated free of charge 10 ffilioled congregations, rob-
bis, ond educators. Recent issues hove focussed on Jewish
literacy, research in Jewish education, lifelong learning,
and Irends in Jewish teaching. The Commission also spon-
sors national Teacher Certificalion ond o mentor pro-
grom in Juduica, Hebrew, ond pedagogy, offering teach-
ers growth oppariunities through course wark ond
equivalencies.

Far more information, coniact Ihe UAHC Department
of Education, 838 Fifth Ave., New York, NY 10021,
{212) 249-0100. O

~—Seymour Rassel, Director
UAHC Departmenl of Education
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These data, incorporated in the CIJE Policy Brief, have been of considerable interest to Jewish
communities around the country and have received a great deal of media attention. As you
know, the CIJE Study of Educators juxtaposed the severe lack of training of most teachers
with an unexpected degree of commitment and stability, making a powerful case for communal
investment in educators now n the field.

How can our North American Jewish community meet the challenge of creating serious,
comprehensive in-service training to irnprove the quality of teaching?

Among the issues we will explore in our April meeting are:

What can be learned about the most effective in-service training for teachers from the field
of general education? We will hear from an expert who has studied "success stories” of
comprehensive professional development for teachers.

How can professtonal growth for educational leaders support the revitalization of Jewish
schoois? We will hear a report on The CIJE- Harvard Leadership Institute, the first in
North America to join the expertise of Harvard University’s Principals’ Center with
outstanding Jewish scholars and educaters from a range of denominations and
communities to focus on issues of educational leadership.

As communities begin to formulate their action plans for improving their educating
personnel, what are some of the local initiatives in which CIJE is involved, and what
can be their national implications? We will learn zbout programs now being launched
which provide a range of models that other communities and institutions could replicate.

What kind of partnerships are possibie--focally and nationally--te spearhead the
professionalization of teachers currently in the field? New examples of such
partnerships will be presented at the meeting.

With the growing focus on in-service training, how will communities find the expertise they
need to create comprehensive in-service initiatives? On April 27, we will explore the critical
question of how to build the national capacity for training in this effort to transform the quality
of teaching in Jewish classrooms around the country.

Finaily, we will also have the opportunity to hear about an application of the Goals Project to a
specific institution--the establishment of a new community high school.

We will soon be sending you advance materials as background for the meeting. In the
meanwhile, please complete and return the enclosed reply form.

With best wishes,

MORTON L MANDEL -- Chair
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TEACHERS IN JEWISH SCHOOLS: A STUDY OF THREE COMMUNITIES

The Jewish community of North America is facing a crisis of major proportions.

Large numbers of Jews have lost interest in Jewish values, ideals, and behavior...The

responsibility for developing Jewish identity and instilling a commitment to

Judaism...now rests with education. --- A Time {0 Act

How can Jewish education rise to meet this challenge? According to A Time (0 Act,
the 1990 report of the Commuission on Jewish Education in North America, a key building
block in this effort is enhancing the personnel of Jewish aducation. The Commission
established a structure for implementing its agenda through the Council for Initiatives in
Jew:ish Education (CUE), and one of CIJE’s major goals has been to develop the profession
of Jewish education,

To devise a plan of action, it is ¢rucial to start with clear knowledge of the current
state of affairs. Consequently, CUE organized a study of teachers and their work conditions
in thres "Lead Communities” {Atlanta, Baltimore, and Milwaukee}. The results of the study,
which are presented in this paper, have led to a number of plans and programs for improving
the personnel of Jewish schools in the three communities. Ultimately, these initiatives may
serve as models for North American Jewry.

1. The Problematic Profession of Jewish Education

The need for professional teachers in Jewish education has been recognized since the

very beginning of the modern American Jewish community. In a 1507 lecture on the

problems of Jewish education, Solemon Schecter (1915, p. 110} explained,



The first difficulty under which we labor is the great dearth of trained teachers.... The
American teacher, with his knowledge of the English language and his familiarity
with the best educational methods, will thus in the end prove to be the only fit person
to instruct also in religion, but unfortunately he is not always sufficiently equipped
with a knowledge of Hebew things in general and Hebrew language in particular to
enable him to accomplish his duties in a satsfactory manner.

Schecter recognized, first, the need for modern educational methods in the Jewish classroom,
and simultaneously, the need for educators to be well versed in Jewish studies. In a similar
vein, Emantel Gamoran commented in his (1923, p.2) manual for teacher training for the

Reform movement,

(T]he crux of the problem of Jewish education centers about the question of the
Jewish teacher....It is therefore of the utmost importance that our teachers be
adequately trained, thoroughly imbued with Jewish spirit, possessed of Jewish
knowledge and pedagogically qualified.

For Gamoran, the essential components in the background of a Jewish educator were
commitment to Judaism, knowledge of Judaica, and pedagogical training. Yet one or more
of these were usually missing; thus, teachers lacked adequate training. Gamoran continued
p.5),
Trairing is absolutely essential for the developmert of adequate Jewish teachers.
Very few people today would think of entrusting their legal affairs to anyone but a
lawyer who had received special training entitling him to engage in his professional
activities. Still less would people permit anyone who had not received a long and
arduous course of training followed by a period of practice in medicing to minister to
their physical ailments. Yet those who are entrusted with the responsibility of
molding the character of the young -- of developing the Jews of tomorrow -- are too
often people who present no other qualification for their task than that of availability.
To what extent is this true today? One of the central questions of our study was to
learn about the professional backgrounds of the teachers who work in our Jewish schools.

How adequate is their training in the field of education? How extensive are their

backgrounds in Judaica? Do they engage in activities that continually enhance their



preparation for teaching? Knowledge of the specific areas of strength and weakness is
essential for developing policies for change.

If one expects professional preparation and growth for teachers, it seems appropriate
to provide professional conditons for work. How adequate are the earnings and benefits for
teachers in Jewish schools? How many hours do they work? Are teachers commonly
employed in more than one school? What are the prospects for full-time work as a Jewish
teacher?

A third set of issues concerns Jewish education as a career. How were teachers
recruited to Jewish education? How experienced are they? Do they view their work as a
career? What are their future plans? Addressing these questions may provide guidance
about the worth of investing in our current teaching force.

2, Methods

This study draws on two sources of data: a survey of teachers in Jewish schools, and
a series of interviews with Jewish teachers, principals, and other educational leaders, in
Atlanta, Baltimore, and Milwaukee. (Educational leaders were also surveyed; those resuits
were reported by Goldring, Gamoran, and Robinson, 1595.) The surveys were administered
in spring and fall of 1993 to all Judaica teachers at all Jewish day schools. supplementary
schools, and pre-school programs in the three communities. General studies teachers in day
schools were not included. Non-Jewish pre-school teachers who teach Judaica were
included. Lead Community project directors in each community coordinated the survey
administration. Teachers completed the questionnaires and returned them at their schools.
(Some teachers who did not receive a survey form at school were mailed a form and a self-

addressed envelope, and returned their forms by mail.) An updated version of the survey



and the interview protocols is available from the CIE (Gamoran, Goldring, and Robinson,
1995).

Over 80% of the teachers in each community filled out and returned the
guestionnaire, for a total of 983 teachers out of 1192 who were surveyed. In general, we
avoided sampling inferences (e.g., t-tests) because we are analyzing population figures, not
samples. Respondents include 302 day school teachers, 392 supplementary school teachers,
and 283 pre-school teachers. Teachers who work at more than one type of setting were
categorized according to the setting (day school, supplementary school, or pre-school) at
which they teach the most hours (or at the setting they listed first if hours were the same for
two types of settings). Each teacher is counted only once. If teachers were counted in all
the settings in which they teach, the results would look about the same, except that
supplementary school teachers would look more like day school teachers, because 61 day
school teachers also work in supplementary schools.

The interviews were designed and carried out by Julie Tammivaara, Roberta
Goodman, and Claire Rottenberg of the CIJE staif. Interviews were conducted with teachers
in pre-schools, supplementary schools, and day schools, &s well as educational directors and
educators at central agencies and institutions of Jewish higher leaming. In total, 125
educators were interviewed, generally for one to two hours. All quotes in this report derive
from those interviews.

Missing responses were excluded from calculations of percentages. Generally, less
than 5% of responses were missing for any one item. An exception was the question about
certification in Jewish education (see below). In two communities, many teachers left this

blank, apparently because they were not sure what it meant. On the assumption that teachers



who did not know what certification meant were not them: ves certified, for this item only
we calculated percentages based on the total who returned the survey forms, instead of the
total who responded to the question.

3, Background aund Training of Teachers in Jewish Schools



- OQutline of MEF and Related CIJE Work, 1995
: Revised July 24, 1995

Backyround: The original task of the our project was te¢ undertake
monitoring, evaluaticn, and feedback (MEF) in CIJE‘s Lead
Communities. We carried out this work from August 1992 through
December 1994, with a staff of three full-time field researchers
working with the two part-time (3 days/month) project directors.
with the recrganization of CIJE into four demains, one of which
is Research and Evaluation, our assignment has shifted, and now
consists of three major areas: Building a Research Capacity,
Building an Evaluation Capacity, and Evaluating CIJE Initiatives.
We now employ ohe full-time staff researcher along with the two
project directors.

This document provides an update of our 1995 Work Plan, based on
the earlier revision of March 8, 1995. The end of the document
contains a list of products with notes on their current state of
completion as of July 24, 1995.

I. Building a Research Capacity in North America
A. Conducting high-gquality research

1. Writing the full integrated report on teachers in
the lead communities

2. Wwriting reports on educational leaders in the Lead
Communities (in each Lead Community, and combined)

3. Possibly additional policy briefs -- to be decided
—— peossible topics: leaders, =eacher/leader
comparisons, early childhood

4. Research papers on teacher power, teacher
in-service, and levers for change in extent of
in-service

II. Building an Evaluation Capacity in North America
A, The CIJE Manual for the Study of Educators

1. Produce via desk-top publishing a meodule for
studying Jewish educators in a community
a. Survey instrument
b. Interview protocol
¢. Instructions for both
d. List of anchor items to be used in a national
data base
e. Codebock for entering and coding data using
SPSS (commercially available statistical software)



B. Dissemination of the module

1. The preferred design alsc addresses the broader need
for creating a capacity for evaluation in North
American communities: A three-tiered seminar on
evaluation

2. Prepare a proposal for an Evaluation Institute
organized by CIJE

3. If the Evaluation Institute is approved and a staff
person is hired to coordinate it, work with the staff
person to plan and develecp curriculum

ITI. Evaluating CIJE Initiatives

A,

Evaluation of Teacher-Educator Institute (Cummings

project)

1. Prepare a proposal for evaluation of the Teacher-~
Educator Institute

2. Implement the evaluation if the proposal is approved

IV. Planning for the Future

A.

Informal education -- MEF staff will work on

conceptualization for policy research on informal education

B.

1. Consult with CIJE staff
2. Consult with other experts on informal education

Community consultations -~ currently we are providing

ongoing advice to Atlanta and Cleveland

c.

Possible seminar on CIJE: What Lave we learned
from three years of MEF?

-- about mobilizing communities

-—- about creating and working as a change agent

== about conducting MEF in communities
The purpose of the seminar would be to take a step back
and assess where we have been and what we have learned
over the last three years. It is intended for staff and
close advisors. One product of the seminar would be a
summary document about what we have learned, for our
internal usze and for orienting new advisory committee
members. A research paper might also result from the
seminar, but we are not sure about that.
Running this seminar would take a substantial investment
of planning time from MEF staff






Tc Visors
From MEF
Re: DRAFT of Individual City Educational Leaders Report for Atlanta

Date  August 21, 1993

Please find enclosed a DRAEFT copy of the individual city report on Atlanta’s educational leaders.
[t would be greatly appreciated if vou we could recerve your response to this report within two
weeks, As all three communities expect to receive their separate reports by October 1st, we need

to move quickly. Thank you
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In general there are no important differences between Atianta and the composite portrat of the three
communitics. Any particular differences are pointed out in the text: otherwise, the Atlanta community can
refer to the compostte of the three communitics as an accurate description of its own educational leaders. As
all data divided by setiing are reported only for the three communities as a group. policy decistons [or each
sctting can be informed by the composite portrait of the educational leaders from the three communities.
Statements referring specifically to Atlanta’s educational leaders are in italics.

The purpaose of this report 15 to stmulate discussion and planning for the professional growth and
development of educational leaders in Jewish schools. The report considers four main questions.

(1) What arc the training ¢xperiences and professional growth opportunities for educational leaders?

This scction descnbes the training and professional growth experiences of the educational leaders.

The data presented identify components needed to develop comprehensive pre-service and in-service

programs.

(2) What are the professional cxpenences and commitment of the educational leaders?

This sccond section describes the career paths of educational leaders in Jewish education. A clearer

understanding of the carcers of educational leaders further illuminates the types of professional

development expericnees they may need in light of past professional endeavors and future career
goals, as well as the resources they can bring to communal professional growth activities.
(3) What are the work conditions and sentiments of the educational leaders?

The third section of this report explicates the work conditions of educational leaders in terms of the

full-ime nature of cmplovment, salarics, and bencfits. If we are to build a professionai cadre of

educational leaders in Jewish schools, and enforce high standards for both pre-service and in-serviec

preparation. il 15 ¢crucial Lo cxamine remuneration issucs.






PROFESSIONAL PREPARATION

Leadership poses new and different challenges for educators. To fulfill these challenges. educational
leaders require knowledge. skill, and understanding. as well as opportunities for ongoing reflection and
conceptualization, in arcas such as planning, budgeting, decision-making. supervision, communication.
change, and understanding the larger organizational and social context in which cducation takes place. In
addition, as leaders of Jewish schools. they must be able to articulate goals for education rooted in Jewish
content and nurturc a compelling Jewish vision to stecr their schools. Educatronal leaders in Jewish schools
require training in three areas: cducation. Jewtsh studies. and administration.

How well prepared arc the educational leaders of the three communitics to meet the challenges of
leadership? Do they have college or graduate degrees, or certification in the three areas of leadership
training? What kinds of professional development activitics do the educational leaders currently undertake?
How much professional support do they recerve from local universitics, national organizations, and central

agencics?

llegiate Background and Trainin

According to the highest standards, cducational leaders 1n Jewish schools should have credentials in
three arcas: education, Jewish studies, and administration. Leaders must have strong subject matter
knowledge in a content arca. In the casc of Jewish education. content arcas include Hcbrew. Jewish history.
Jewish literature, or related ficlds. [n addition, all leaders should have strong backgrounds in pedagogy and
cducation, including a teaching license. Third. educational Icaders should have training in administration
and supcrvision. Thus, onc definition of professional training for cducational Icadership positions includes
preparation in three distinct arcas: |)gencral education and pedagogy. 2) Judaic subject matter. and 3)

cducattonal administration



This 15 the model followed mn public schools. For example. in the State of Georgla educational
leaders must be professionally certified to serve as educational leaders. Professional certificates are obtained
by mecting three initial requirements: a Masters degree in Administration and Supervision, three years
acceptable experience (1.e.. teaching). and a teaching certificate in a specific content area. Thesc
requirements are valid for up to five vears. Other states require a masters degree in a content arca and then
additional graduate coursework in administration and supcrvision. This is also the model followed by the
Jewish Theological Seminary and Hebrew Union College-NY. both of which offer principal certification

programs.

Training in General Education 7Table 2 shows that 58% of Atlanta's educational leaders hold
university degrees in education. Eighty percent have previous experience in general education.

In the three communities, almost two-thirds of the leaders (65%) hold university degrees in
education, and another 3% hold degrees in education from a teacher's institute. Overall, 61% of all leaders

have previous experience in general education settings.

Pre-school educational leaders in

o . Table 2. General Education Backgrounds of the
the three communities are less likely to Fducational Leaders
have college degrees in education than Degree in General Education
SETTING From From Teacher's  Worked in
leaders 1n other settings. Pre-school University lostitute General Educ.
educational leaders are also more likely Day School 67% T 64%
L Supplement 69% -- 55%
to have traming from teachers' institutes tpplemeniary ’ ’
' Pre-school 56% 12% 69%
{mamly onc- or two-vear programs in
TOTAL 65% 3% 61%
Isracl or the U.S.) than are educational
Atanta 38% -- 80%

lcadcrs 1n other settings







Traimng in Educational Administration Leaders in the three communities, including Atlanta, have
very little formal preparation in the area of educational administration (Table 4). We define formal
preparation in administration as ¢ither being certificd in school adminristration or helding a degree with a
major 1n admimstration or supcrvision. These preparation progranis cover such toptes as decision-making,
organizational theory, planning. and finance. We have not counted a Masters in Jewish Education as formal
preparation in administration, although we consider these Jewish cducation degrees as raiming in fewish
studics and 1n education. Advanced degrecs in Jewish education often include a number of courses 1n school
administration and supervision, and some cven have an internshsp program. but the emphases and intensity

arc not cquivalent to a complete degree with a major in admenistration or superviston.

As presented in Table 4.
Table 4 Collegiate and Professtonal Liducational
Administration Backgrounds of the Leaders only 6% of Atlanta's educational
Certification in Degree in Trained in leader are ceriified or licensed as
SETTING Admunistration  Administiration  Educational
L
Administration school administrators. and none
Day School 36% 19% 41%
- ° ° ’ hold a degree in administration.
Supplementary 19% 9% 19%
Among the educational leaders of
Pre-school 19%, -- 19%;
the three communities, only 25% of
TOTAL 25% 11% 27%
are certified or licensed as school
Atlanta Total 16% - 16%%
. . Q
*Some leadets bave both a cerificabon and a degree in admuimistrabion. administrators, and only 1% hold

degrees in adrrumistration,

[n the three communities, day school educational leaders are the most likely to have formal
preparation in educational administration.  Fortv-onc percent of day school leaders, compared 1o oniv 19% of
suppicmentany and pre-school educational leaders are trained in educational admunistration. 1n total. 27%
are traned in educational administration  Of the rest, 35% recewved some graduate credits in admimstration

swithout recenving a degree or cerufication, but we do not know how mtensive thewr studies were






[n the three communtties, 8% of supplementary school leaders are tratned in both education and
Jewish studies as compared to 33% of the ieaders in day school settings ( Table 5) More extenstve formal
training among supplementany lcaders 1s most ltkelv duc to programs in Jewish education offered by some of
the mstiutions of hagher learming atTiliated with denomunational movements.

The pre-school educational leaders in the three communitics have the least amount of training n
cducation and Jewish content A total of 25% of pre-school educational leaders have neither professional or
collegiate degrees 1n education or jewish studies, Even 1n day schools, where we may expeet high levels of

formal preparation, only one-third of the educational leaders arc trained 1n both education and Jewish

studics.
Table 5. Extent of Professional Training of Educational Leaders in General Education and Jewish Studics
SETTING Traned m Cieneral Trained in Tramed in Jewish  Trained in
Education ¢ nly Both Studies Only Weither
[Jay Schood 41% 33% 19% 7%
Supplementary School 29%, 48% 16% 6%
Pre-school 62% 12% - - 259%
TOTAL 1% 35% 14% 11%
Atanta Toral 678 825 %4 1794
Note Rows may not sum lo 100% due to rounding.

As explaned carlier., raining 1n cducationak administration 1s an tmporiant eomplement to formai
preparation in education and content arcas. (nly 8% of the cducanonal leaders in Atianta are very well

trained, that is, they hold professional vr university degrees in education, Jewish studees, and educatronal

admimyiracion









Besides workshops, the survey results indicate that some educational lcaders participate in other
forms of professional development. Among Atlanta’s educational leaders, 24% said they attended a class
in Judaica or Hebrew ar a university, synagogue, or community center during the past year. Sixty-four
percent reported participating in some type of informal study. such as a study group or reading on their
own. About onc-third of the respondents 1n all three communities attended a class in Judaica or Hebrew, and
three-quarters participate in some type of informal study.

Other opportunitics for professional growth include participation in national conferences. and
organizations. Some educational dircctors belong 1o national organizattons and attend their annual meetings,
such as Jewish Educators Assembly (Conscrvative), Torah U'Mesorah {Orthodox), and National Association
of Temple Educators (Reform). Other educational leaders are members of general education professional
organizations such as Association for Supervision and Curriculum Development (ASCD) and The National
Association for Education of Young Children (NAEYC). These national professional organizations provide
the leaders with avenucs of staying abreast of changes in the field of education through journals, newsletters.
and curricula.

An additional type of professional growth is achieved through informal and formal networking with
other cducational leaders in the same community. Some leaders participate in their local principal's
organization as a mechanism to share ideas, network, learn about resources, and brainstorm. As one
supplementary school director commented about the Synagogue Educational Directors Council,

" therc's a study peniod and a professional section to the meeting where we'll sit and discuss ideas.

We wind up shanng idcas that have proven successful to ourselves in our particular schools. And
so we learn a lot from each other.”

However, even with these organizations, some educational leaders reported infrequent help and
support from their colleagues within their communities (Table 6). Pre-school leaders report the lowest level
of collegial support. onlyv 14% indicate recerving frequent support and 43% seldom or never receive support

from therr colleagues



Table 6 Extent of Support Recerved by Fducational Leaders From:

Frequently Occasionally Seldom Never
Colleagues m the Community 249% 54% 16% 5%
Local Unpversnes 8% 19% 29% 44%
Ceatral Agency StafT 23% 36% 21% 18%
Nauoual Movemenis %% 9% 3% 33%
Note' Kows mav not sum to [ (% due to rounding

Other resources for professional growth include local universitics, central agencies, and the national
movements. Arlanta's leaders reported receiving similar levels of support from these sources. as found
among the leaders of the three communities considered as a group. About 710% to 75% of educational
leaders in the three communitics seldom or never receive support from a local university. Sumilarly. across
all settings, half or more of the educational leaders scldom or never reczive support from their national
movements. In total, only 5% receive suppon frequently. In contrast, most (61%) of educational leaders in
the three communities recetve frequent or occasional support from ceniral agency personncl. though this
probably includes support for their teachers. Suppicmentary school educational leaders receive the most
supporl and day school leaders the least.

Although they atiend few in-service workshops. many respondents generally think thewr
opportunitics for professional growth arc adequate. Among Atlanta's educational leaders, over two-thirds
167%) said that apportunities for their professional growth are adequate or very adequaie  Simularly,
among all the leaders in the three communities, 68% found their professional growth opportunities to be
somewhat or very adequate, including 74%% of dav school admimistrators, 39% of supplementary school
lcaders. and 75% of pre-sehool directors. Yet, some educational leaders are not as satisfied with their

professional growth opportunitics. They speaifically expressed a deswre for an evaluation process that would
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help them grow as professionals and provide them with constructive feedback. For example, two pre-school
education directors cach stated that they would like a peer, someone in the field, who would comment on
their work. In describing this person and elaborating on their role, one director said, "They would be 1n
many ways superiors to myself who have been in the field, who understand totally what our goals are and
who can help us grow " Another educational director stated similar desires: “I'd like to be able to tell people
what | consider are strengths and weakncesses. I'd like to hear from them whether I'm growing in the areas

that | consider myself weak in. And I'd like to hear what areas they consider that there should be growth.”

mplication

Most of Atlanta’s leaders have adequate preparation in general education, but very few are
prepared in Jewish studies or administration. Only 8% have training in all three areas of leadership
preparation. Moreover. they participate in very few in-service workshaps. averaging only two per year.
While most participate in informal siudies of Judaica, 1us is no substitute for ongoing, intensive,
systematic professional growth activities.

The educational leaders in the three communities, viewed as a group, also have solid backgrounds in
education, but few are well trained overall. About half of the cducational leaders have an inadequate
background in Jewish studics. Most of the educational leaders lack preparation in the arca of cducational
administration. Supplementary school educational leaders are better prepared than their counterparts in
other settings. while pre-school educational directors have the greatest need for further tramming. The pre-
school educational lcaders arc notably weak in the area of Jewish studies.

Given the shortages of formal training 1n Jewish studies and a *  “nistration. onc would expect the
cducational leaders to be participating in substantial amounts of in-service activitics. Moreover. in-service
opportunitics should not be viewed only as a compensatory mechanism. Continuing professional growth 1s

an essential component of leadership. One would expect that high standards of professional growth would



exist tor the educational leaders across all three settings. However, the survey results show littie sign of
syvstematic professional development among the educational leaders in the three communities.

Most of the educational Icaders report that opportunities for professional development are adequate.
Yet. they do not participate very frequently 1n activitics 1n tocal uneversitics, national orgamzations, and
other programs offercd both 1n and cutside of their communities.

Amoeng some cducational leaders, there 15 a desire to benefit [rom sentor colleagucs and to develop a
sharcd professional community that could provide a framework for continucd renewal and fecdback. One
way of developing a professional sensc of community is for in-service education and professional
development activities to take place across scttings and across communities. Presented with mtensive,
powerful learning opportunitics. the cducational leaders respond with great enthusiasm and commitment.
For instance, upon returning to their communities, many of the participants in CIJE's Principals’ Leadership
Semunar at Harvard (which brought together educational leaders from different settings and communities)
formed collemal support groups and began to share what they learned with their coileagues who did not
~ttend the Center.

The challenge is two-fold: (1) to provide opportunities for alt educational leaders to Jearn from thosc
who have the appropriate training and expenence [or leading Jewish schools, and (2) to provide vital support

to enable the educational lcaders to take advantage of these opportunities.
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CAREERS IN JEWISH EDUCATION

In considering how to enhance the opportunities for professional growth among the current
educationa! [eaders in a community, how to reeruit well-irained educational leaders 10 vour community, and
how to rctain qualificd Icaders. it is important to examine the career paths of educational leaders. Why did
thev first enter Jewish education? What tvpes of experience do they bring to their leadership positions”?
How long have they been in Jewish education. in their community, and at their current setiing? Finally, how
commutied are they to having a continuous career in Jewish cducation? Understanding the reasons that led
the educational leaders into the field of education and cxploring their prior work experiences are crucial for

assessing the types of professional development activities that will assist them in their leadership roles.

E vish 100

Educational leaders in the three communities, including Atlanta, enter the field of Jewish education
for a variety of reasons, mostly related to teaching, Most do not enter the field of education with a plan to
pursue leadership and administrative positions. Those factors which are intrinsic 1o the practice of Jewish
education (e.g., working with children, teaching about Judaism) are more important than extrinsic factors
{e.g., salarv, career advanccment) to the educational leaders in Atlanta and the other two commumnities. As
Figurc 4 indicates, working with chitdren (83%). tcaching about Judaism {75%]), and serving the Jewish
community {62%), were rated as very umportant motivating factors bv the highest percentage of educational
leaders. As one educational director commented, "l have a commitment | entered Jewish education because
[ felt that [ wanted to devetop [the children's| souls. My number one priority is to deveiop their love for who
they are Jewishlv." Another educationat leader explained that he was atiracted to

"the idea of working, seeing children develop and grow. [t's something special to be at a wedding of

a child that you entered into kindergarien. It does have a spectal meaning to know vou've played a

role or 1o have students come to vou vears fater. share with you that they remember vour class, the
rotc vou plaved n thewr hives ™
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T [ E ignal Experience

As Table 7 illustrates, Atlanta’s educational leaders show considerable diversity of experience in
their educational careers. All the respondents from Ailanta have had previous experience in formal or
informal education before assuming their current positions, and there is considerable movement between
settings. Kighty percent of them have warked in general education. [ighty-four percent have raught in a
Jewish day, supplementary, and or pre-school, and 36% have worked in a Jewish camp or youth group.
The large majority of Atlanta’s educational leaders (80%) have had experience as teachers or
admintstrators in a school setting (i e.. day, supplementary, or pre-school) other than the one in which
they are currently employed

As a group, the educaticnal leaders in the three communities reported similar diversity of expenence.
Eighrv-seven percent have taught in a Jewish school, and more than half (52%) have worked in a Jewish

camp or vouth group. Most (83%) have had experience in a school setting other than their current one,

Table 2. Diversity of Expericnce of Educational [eadess

PRICR CURRENT SETTING

EXPERIENCE Dey School Supplementary Pre-School TOTAL Atlanta
Gieneral Education 64% 55% 69% 61% 20%
Dray School Teacher 68% 3% 12% 40% 36%
Suppl. Schooi Teacher 61% 79% 3% 62% 56%
Pre-School Teacher 4% 12% B1% 23% 4%
Camps 54% 39% 3% 43% 30%
Aduit Fducation 13% 2% 2% 0% 32%
Youth (roups 25% 45% 12% 31% 3%
ee 14%% 27% 12% 19% 12%
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There are important differences among educational lcaders from the different settings. Compared to
their colleagues currently working in day and supplementary settings, pre-school educational leaders in the
three communities have relativelv separate career paths. Among pre-school leaders, 44% have had
cxperience as teachers or admunistrators only 1n a pre-school setting during their carcer in Jewish education,
while this can be said of onlyv 11% ol dav school lcaders and 9% of supplementary school leaders. Moreover,
whilc 61% of dav school cducational lcaders in the three communitics have taught in a supplementary setting
and 30% of supplementary school cducational lcaders have taught 1n a day school, only 4% and 12%
(respectively) have taught in pre-schools. Day and supplementary school lcaders also are more likely than
their colleagues currently working in a pre-school 1o have worked in Jewish camps. youth groups, adult

education, or a JCC.

Length of Expenence i jewish Education

In addinon to the diversitv of their careers, most of Atlanta’s educational leaders have worked in
the field of Jewish education for a considerable length of time. As Table 8 indicates, 72% of the
educanonal leaders in Atlania have been working in Jewish education for more than 10 years. Twenty
percent have been employed in Jewish educatron for over 20 years, while only 8% have 3 years or less
experience.

Among the educational leaders m the three communuties, dav schoeol educational leaders show the
greatest senlority with B9% having worked in Jewish education for over 10 vears. While comparatively
lower. still 73% ol supplementary school educational leaders and 69% of pre-school leaders in the three
communitics have worked 1n Jewish cducation for over 10 vears. Thus, for example. one educational
dtrector began his career sn Jewish education by tutoring Hebrew at the age of 14, From tutonng, he moved
on 1o teaching 1n a congregational school while in college. A rabbi suggested that he pursuc a seminary

degree. which he did. Upon graduation he spent 14 vears as educattonal director of various supplementary






Twenny-ctght percent have worked for over 1) years and only 4% of Atlanta’s educatianal leaders have

worked for over 20 years in thetr current seiting.

Among the educational lcaders in the three communitics. only withmn the supplementary setiing has

the majenty of educational leaders (66%) svorked in thetr current settings for 5 vears ar less. Only 19% of

supplementany school cducational leaders have worked in thetr current settings for over 10 vears.

Future Plang

While most of Atlanta’s educarnional
leaders have spent 5 years or less in ther
current sefting. given their future plans their
isntutional tenure 15 likely (o rise over nme.
As dluserated in Tahle 9. the majority of
Adlanta’s educational leaders (68%) plan to
remain as adminisiralors or supervisors in the
same schaal in which they are currently
employed. Only 8% aof Atlanta’s leaders in the
three communities plan to become educational

leaders in a different school. None of them

Tablc 9. Future Plans of the
iducational | .caders

Continue as an Admpmstrator T8%
in the Same School

Administrative Posilion in a 6%
K25
Different Jewish School

Work in an Educatiopa! [nstitution - -

Other than a School
{i.e., cenual agency)

Seck a Positton Owside of 1%

Jewish Education

Other (e.g., rctirement, 5%
2o back to school

Atfanta

6:8%4

2%

want o work in any other tvpe of Jewish educational institution {such as a central agency) or leave the

field of Jewish educanon. Twelve percent of Atlania’s education leaders are unsure about their fiture

plans. The remaimng 1 2% plan 10 pursue avenues such as returning 1o teaching and retirement

Among the educational Icaders in the three communities. a slightly higher percentage of day school

lcaders (86%) desire to remain sn their current schools. as compared to supplementary {73%) and pre-school

i 753°%) educational lcaders
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Implications

The experiences and commitment of Atlanta’s leaders are similar to those of the educational
leaders in the other two communities.

The educational leaders in all three communitics were attracted to Jewish education first and
foremost as teachers. They are extremely committed Lo a conlinuous career tn Jewish education as evidenced
by their overall long tenure in the ficld of Jewish education, diversity of past experiences in both formal and
informal Jewish education settings, and their future plans to remain in their current positions. Given their
future plans, and the fact that 953% of the educational leaders consider Jewish education to be their career,
professional growth and training of the educational leaders will most likely make a beneficial contribution to
their ongoing effectivencss as leaders.

Most of the educational leaders have extensive experience tn the field of Jewish education but not as
leaders. The educational leaders have been socialized into Jewish education over a long number of vears.
Thev have widespread expenences in teaching and learning, but (as noted in the last section) they have
limited training in leadership. They enter Jewish education as teachers, but unlike their counterparts in
general education who return to school to obtain credentials in educational admunistration before becoming
educational leaders. most educational lcaders in Jewish schools are not pursuing this avenue. Without new
professional growth. it may be difficult for leaders to revise impressions, ideas, and orientations that they
acquired as teachers.

Nevertheless. the wide range of expenence the educational leaders have from working in a vanety of
formal and informal educational settings. and from working in other Jewish communities, should provide
rich opportunities tor professional growth through mentoring, networking, and peer coaching. Simularly. the
relative mix of novice and expenenced educational leaders should prove a valuable resource in developing
local professional development opportunities. Since most educational leaders have experience in scttings

other than 1n their current one. developing leaming opportunities which bring leaders together from different
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settings should prove [nutful when standards for ongoing professional growth are n place. Pecr mentoring
relationships can be cultivated whereby more experienced educational leaders mentor and coach novice
lcaders The professional expericnces and strong commitment of educattonal leaders intensify the challenges
of prepanng them for leadership in today's Jewish schools  Yet. they also provide resources for mecetings

these challenges.
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As indicated m Figure 3. 78%5 of the educational leaders in the three communuties reported that they
are cmploved full-time as Jewish educators. Ninety-six percent of dav school educational leaders reported
being cmploved full-time. as did 81% of pre-school cducational leaders. In contrast, only 61% of educauonal
Icaders working 1n a supplementary setiing work full-time in Jewish education, Of the supplementary school
leaders in the three communities who work pari-time. half would rather to be working full-time in Jewish

education, while the other half prefer thew part-time status,

Eamin
Table 11 Educational Leaders’ Earungs from

As Table 11 indicates, despute the Jewish Education

. ) . Less than £30.000 o £60.000
predominanily fill-time nature of the work, $30.000 $59.000 o More
38% of Atlanta’s leadery earn less than Day School 7% 35% 38%
330.000 per year Another 38% earn Supplementary  47% 33% 20%
berween 330,000 and §59.999. and 25% Pre-Scheol 30% 50% .-
carn maore than 560,000 per year Asa TOTAL 33% 37% 30%

. Atant 8% 38% 25%

group, the educational leaders 1n the Lhree aia 7 ¢ ?

) _ Note: Rows mav not sum to 100% due to rounding.
communties report similar eamungs.

Earnings among day school leaders wn the Lhree communities are considerably higher than thosc for
their colleagues in the other two sciungs. Among those emploved in day schools, only 7% cam less than
$30.000 per vear. while 58% eam over $60,000 per vear [n contrast, 47% of supplementary school leaders
eam less than $30,000 per vear. and only 20% earn over $60.000. Among pre-school lcaders in the three
communitics. 30% eam less than $30,000. and none of them reported carning more than $60.000 per vear.

When only those who work full-time are eonsidered. camings from day schools are still highest.
Only 4% of {ull-ime day school leaders in the three communitics carn fess than $30.000, while 62% eam

over $60.000 In contrast, 20%% of full-ime supplementary feaders still camn less than $30,000 and only 30%



camn more than $60.000. Thiny-six percent of pre-schoot lcaders still report caming less than $30.000.

For the majonity of educational leaders in the three communities. the salary thev earn from Jewish
education accounts for more than half thewr family income. For day school educational lcaders, roughly 85%
obtain half or morc of thewr family income from thewr work in Jewish education. Among those who work in
supplementary schools, about half have family incomes based mostly on their earnings from Jewish
cducation. For pre-school leaders in the three communities, roughly one-quarter cam the majority of their
farmily income from thetr emplovment in Jewish education. (The pattern of findings is the same when only

those who work full-time are considered.)

[FY

Table 12. FEducational Leaders’ Satisfaction with Their Salaries
Very Somewhat Somewhat Very
Salisfied Satisfied Dissansiied Dissatistied

Dayv School 4% 54% 29% 4%
Supplemuntary 3% 61% 15% 21%
Pre-School 2% 44% 25% 19%
TOTAL 9% 55% 212% 14%
Atlanta 16%% 442 2095 204
Note: Rows may not sum ta t00% due to rounding.

Only $% of all educational leaders reportled that they are very sahisfied with their salaries {Table 12).
Filtv-five percent indicated being somewhat satisfied, while 36% percent reported being either somewhat or
very dissatisfied. The day school educational leaders indicated the most satisfaction, with 14% being very
satisfied and only 4% being very dissatisfied. Among those working 1n supplementary schoois. only 3%
reporied bewg very sauisfied while 21% indicated that they are verv dissatisfied. Pre-school educational
leaders displaved the widest distribution with 12% beng very satisiied and 19% being very dissatisfied,

though almost half (44%}) indicated being cither somewhat or very dissatisfied with their salaries
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schools in the three communities, where although 81% work full-time, only 44% are offered health benefits
and 38% pensions.

While benefits mav be offered. not everv educational leader chooses to accept each tvpe of benefit.
They may receive a better benefit package from their spouse’s employment or the quality of the benefit may
make it not worthwhije. For instance. 47% of the educational leaders in the three communities who are
offered health benefits elect not to receive them and 15% of those who arc offered penstons choose not to
accept them. In addition, 31% of those who arc offered financial support for professional development
choose not to avail themselves of the money. This is primarily the case for educational leaders in the threc
communities who work in Orthodox school settings.

Only 20% of the educational leaders in the three communities reported being very satisfied with
their benefits (sce Table 14). Twenty-three percent indicated that they are somewhat satisfied. The majority
of the educational leaders (57%) reported that they are either very or somewhat dissatisfied with their
benefits. The numbers across scttings range from 59% of supplementary school cducational lcaders who are
dissatisfied to 53% of pre-school educational leaders. Among those emploved in day schools, 57% indicate

being either very or somewhat dissatisfied. The level of satisfaction with benefits expressed by the

N - — . - .
Table 14, Educational Leaders’ Satisfaction with Their Benefits
Very Somewhat Somewhat Very

Satisfied Satistfied Dissatistied Dissatisfied
Day School 25% 18% 32% 25%
Supplementary 19% 22% 41% 19%
Pre-School 13% 33% 3I7% 27%
TOTAL 20% 23% 35% 23%
Atlanta 21% 2% 25% 33%
Note® Rows may not sum to 100% due to rounding.




educational leaders 1s dependent primaniy upon the avalabiiity of two tvpes of benefits: synagogue
privileges. and pensions. That s, educational leaders would be more satisfied with benefits package if they
were offered ssnagogue privileges and pensions.  For those cducational leaders working in a supplementary
settmg. health care and {inancial support for professional development are also important determinants of

therr level of satisfaction with their benelits packages.'

[mplications

(nerall, the wark conditions and sentiments of Atlama’s educational leaders are similar to thase
of their colleagues in the other two communities. A nolable exception 15 the lower percentage of
educational leaders who are employed full-time.

In general. educational teaders in Jewish schools are employed full-time in one school. Most think
their salaries are adequate but a substantial minority do not; similarky, benefits are scen as satisfactory by
many but inadequaic by others. Reported levels of benefits for pre-schooi educational leaders seem
especially meager. Day school educational icaders reccive more benefits and the highest salaries, compared
to other settings: this holds whether all leaders or only those working fall-time arc considered.

Salary and benefits do not scem to be connected to background and professional growth. For
cxample. there are stmilar levels of pre-service and in-service training among day school and supplementary
school educational leaders, but there are dispanties in salary and benefit levels. An imponant policy
qucstion to be explored s whether full-ttme supplementary school educational leaders should be
compensated similariy to their day school counierparts

Given the long tenure of educational lcaders in the ficld of Jewish cducation it 1s important (o

consider a system of incentives that can be in place to ensurc the continual professional development and

Fducathonal leaders were asked how satisfied they are with their overall benefits package. [hev also were
asked to mdicate which bpes of benefits are availabie to them. A regression analysis was done to ascertain whether the
avajabiluy of vanons benelits accounl tor ditferences i the leaders’ reporied levels of satisfaction












For about half the dav school and supplementary school respondents. their rabbis seem highly
involved m their programs. In some schools the rabbis are dominant figures. As one leader commented., "It
was very important for me 1o work with other colleagues who shared my values and my approach Here the
fetlowship and the support is [strong] There 15 a value in learming from vour elders.”

However., 1n both day and supplementary schools. about | 3% ot the educational leaders reported
that their rabbis and/or supervisors are not involved Moreover, there is much less rabbinical involvement in
pre-schools. Thirty-three pereent of educational leaders from pre-school-settings indicate that there is no
such involvement from rabbis or supervisors in defining school goals, and 44% report there 1s no

involvement in discussing the curmculum,

Table 16. Educational Leaders' Sarisfaction with the Support They Recerve from:

GROUP Very Somewhat Somewhat Very
Satisfied Satisfied Dissatistied Dissatisfred

Rabbs or Supervisors 58% 3% 9% 1%

Fellow Educators 35% 48% 14% 3%

Lay Leaders 43% 404%0 10% 5%

Note: Rows may not sum to 100% Jue to rounding.

Educational leaders foel fairky well supported in their work by their rabbis and supervisors: fifty-
cight percent are very saustied and 31% are somewhat satisticd, while only 10% are dissatisticd with the
level of support from rabbis (Table 16) Onee again, it is the pre-school cducational Icaders who report
somewhat Iess satisfaction with the support they reccive from rabbis and supervisors. Only 44% of the pre-
school educational leaders arc highly satisficd with the level of support. compared 1o 64% of day school
Icaders and 61% of supplementary school lcaders who are very satisfied.

ln summary, some cducational leaders scem to enjov respect. support. and involvement from the

rabbis and supervisors in their communitics and schools  There 1s a smail group. about 10-20%. across ail






33
About 20% of the lcaders across all settings reporicd that presently, the leachers and statT are not involved in
defining school goals. and arc not consulted before important decisions are made regarding educational
Issues

The lowest level of actual teacher nvolvement seems to occur in supplementary schools. Thiry-
pereent of supplementary educational leaders reporied that teachers are not consulted before entical decisions
arc made about educational 1ssues, and 24% of supplementarv educational leaders stated that teachers are not
involved in defining cducational goals.

Interviews revealed that teachers and princtpals rarely interact about issues of pedagogy outside the
elassroom Tcachers are generally hired for teaching time. and time when ¢lass is not in session is perccived
as extra, Teachers' roles arc not defined in a way' that would incorporate involvement in school policy 1ssucs.
Moreover. the role of the pnincipal ofien does not allow for much time to be spent working with teachers.
Almost half of the educational leaders reported bemg dissatisfied with the amount of time available for
training and staff development.

The abulity to develop and nurture a school's staff is also relatzd to enhancing the opportunities for
educational leadcrs to work together and have a role in communal planning. Many leaders share teachers
and jownt professional development activities allow teachers to tearn [rom one another and {rom leaders
working 1n other setuings, Across ali settings, 73% of the educational leaders are satisfied with the supporl
they roceive from fellow cducators. while 17% are dissatisfied with their professional community {see Tablc
16y Simularty. 24% repon seldom or ncver receiving support from thesr colleagues in the community {see
Table 6) As in previous cases, the pre-school leaders seem to sensc the greatest dissatisfaction with theiwr
profcssional commumties. Twenty-five percent of pre-sehool leaders indicated that they are somewhat
dissattsficd with their professionai community  Yet, there is also a sizeabie group of supplementary school
teaders who arc also somewhat dissatisfied. about 20% on average. The day school leaders are the most

satisfied with thetr professional community. with onty 11% having indicated some level of dissausfaction.
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Some educational leaders also expressed dissatisfaction with their lack of involvement in communal
bodies and their status in the community-at-large. Educational leaders are often not represented in
Federation committees and communitv-wide programs, thus they are neither well connected nor visible. For
instance, one educational leader mentioned that onlv two education directors, one of whom is a rabbi and the
other a doctor, have been asked to teach in the Adult Academy, a community adult education program,
While 78% arc satisfied with the respect they are given as educators, 22% are somewhat dissatisfied. Again,

pre-school leaders express the greatest dissatisfaction with 31% being somewhat dissatisfied.

‘ I Parent Invoivemen

Jewish education is built on the foundation of leadership and involvement from lav people. In
comparison to the perceived respect of rabbis and teachers, fewer educational leaders indicated that lay
leaders and parents regard Jewish education as very important. Day school educational leaders indicated that
lay lcaders and parents regard Jewish education as more important than do supplementary school and pre-
school educational leaders. Fifteen percent of supplementary schooi lcaders noted that parents do not view
Jewish education as important. Yet, in general, almost all of the educational lcaders reported that lay leaders
and parents consider Jewish education as either very or. at least, somewhat important.

However, the leaders are not as satisfied with the support they receive from lay leaders. Fifteen
percent of the cducational leaders are dissatisfied with support from lay leaders, while 40% are somewhat
satisfied and 44% arc very satisfied. The most dissatisfaction was expressed by leaders in the pre-schools
and day schools, with an average of 18% in each sctting indicating dissatisfaction with lay leader support.
Twelve percent of supplementary leaders also reported dissatisfaction with lay leader support.

A substantial majority of cducational leaders believe that lay leaders should be involved in defining
cducational goals and discussing curriculum and programs (see Figurc 8). About 20% of the educational

leaders do not believe there should be this level of involvement from lay leaders. Across all settings. there 1s






Implications

In general. the school communities of Atlanta closely resemble those of the other two
communities.

Across all scttings. educational leaders indicate that rabbis and teachers regard Jewish education as
important. whereas there is less of a sense of this importance from lay leaders and parents. In addition,
educational leaders arc more satisfied with the sensc of support from rabbis than they are from fellow
educators and lay leaders. Overall, educational leaders favor more involvement of lay leaders and teachers.
While rabbis seem involved in most schools. a substantial minority report no rabbtnic involvement.

The interviews revealed that most educational directors participate in some community
organizations. This participation presents opportunities for input into decisions that affect their schools.
However, their access and support in community organizations is not widespread. i

Some educational leaders, most commonly those in pre-schools, are more isolated from the wider
community context. At the same time, pre-school directors, even those in congregational pre-schools,
reported the least support from rabbis and lay leaders, and as reported earlier, they have separate career paths '
which probably curtails the forming of relationships with leaders in other types of settings. Developing these
rclationships is a special challenge in pre-schools connected to JCCs. Note also that most pre-school leaders
arc not offered health and pension benefits, even though a substantial majonity (81%) work full-time. The
isolation and lack of support for pre-school educational leaders is a likely barrier to enhancing their
professional development opportunities.

Meeting the challenges of prepanng educational leaders demands increasing the opportunities
available for rabbis, lav leaders. and teachers to support and work cooperatively with their educational
leaders. As articulated in A Time to Act (1991). community mobilization is necessary to improve Jewish
education OQutstanding lay leaders must be mobilized both to support the work of educational leaders 1n

their schools and within the local community
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CONCLUSIONS: LEARNING AND LEADING

The role of educational leadership in school improvement cfforts is paramount. This reporl
describes the professional backgrounds. careers, and sentiments of the educational leaders of Atlanta's
Jewish schools and, as a group. Lhe educational leaders in Lhe Lhree Lead Communities of the CUE - Atlanta.
Balumore. and Milwaukee. It is designed to stimulate discussion and provide a basis for planning

for the profcssional development of a cadre of educational leaders in the Jewish schools of Atlanta,

Cntical Findings

Overall, Atlanta’s educational leaders are similar to their colieagues in the other rwo
communities. The composile portrait of leaders in the three communities. as detailed in this report,
presents an accurate description of Atlanta’s educational leaders with the following important exception:
The overwhelming majority of Atlanta’s leaders lack preparation in Judaic content and administration.
Only {6% reparted heing certified in Jewish education or holding a degree in Jewish studies. Only [7%
are trauned in administration. Considering all three components of leadership preparation - general
education, Jewish studies, and administration - 91% of Atlanta’s educational leaders lack one or more
paris of their formal preparation for leadership positions.

Other cnitical findings about the educational leaders of the three communities, including Atlanta:

1} Although many educational leaders reporied that opportunities for professional growth are

adequate in therr communitics, there s little indication of widespread professional development.

Most educaiional leaders indicated receiving limited or no support from local universities and

nationai movements.

2) Educauonal leaders have long tenure in the ficld of Jewish education across various settings, but
Lhey have considerably less senionty in leadership postlions.

3) The large majority of educational leaders stated Lhat thev have a carecr in Jewish education, and
plan to stav in their current positions.
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Educational leaders have experience in various scttings. Day school ieaders have taught in
supplementary schools and visa versa. The only exception seems 10 be pre-school leaders who have much
less experience in other settings. Therefore, it secms that community-wide professional growth activities can
be verv beneficial, tf high standards ol training are implemented. In addition, given their wealth of
cxperience, cducational leaders should be a valuable resource for the community for teacher in-scrvice as
wcll Educational leaders need opportunities o interact with their collcagues across all settings for
networking, support, and feedback.

As communities begin to raise the standards for professional growth expected of their educational
leaders, they may want to consider the level of fringe benefits offered to educational leaders. This is perhaps
most pressing in pre-schools where the large majonty of educational directors work full-time but do not
reccive health or pension benefits. Communitics may want to consider linking certain benefits, such as
sabbaticals and ment pay to participation in professional growth activities. Curently, salary and bencfits do
not scem to be connected {o background and professional growth,

In addition. it would be importani to address the part-time nature of the some of the educational
lcadership positions in supplementary schools. Given the experience and backgrounds of these leaders they
could serve important roles in the school and the community if they were to be employed full-time.

To become more effective leaders of Jewsh schools, educational leaders require the ongoing support
and participation of rabbis, parents, and lav leaders The boards of schools, congrepations, and JCC's may
want to consider a process whercby roles and relationships can be explored to ensure a high level of support
and involvement from all partners in the educational process.

Educational leaders should be supporied in their cfforts to work with teachers and other stafY to
implement changes, mohtlize resources. and develop programs. The teacher-leader relationship should not
be bound by teacher contract hours A culturc that promotes ongoing collaboration and group problem

solving should be encouraged. Traiming and professional growth activities should be supported at each



school. Furthermore, communal and national professional development activities should be artended by
teams of professionals from the same schoot.

Educational leaders also desire more involvement and status in the Jewish community. Although
they feel that Jewish education 1s respected by others. they do not feel very empowered as participants in
decision-makmg. Community instilutions may want to consider ways of expanding the participation of
educational leaders. For instance, all educational leaders should be highly involved in developing individual
and community-wide professional growth plans.

Finaliy, given the limited training of educational leaders in Judaic content and admimisiration,
community-based profcssional development can only go so far toward everconung these deficiencics.
Educauonal leaders should be encouraged to participate in national professional development activities and
wnstitutions of higher Jewish lewrning. They can share what they lcamn with their colleagues in the
community, crealing partnerships among schools within the community and between communities and
naticnal organizations.

The findings in this report suggest that many edueationai leade:s are only minimally engaged in
formal learning, To become effective leaders of Jewish schools, educational leaders must be encouraged and
supported in becoming learners. Successful leadership demands a contmual commitment to lifelong

learning.
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MINUTES: CIJE STEERING COMMITTEE
DATE OF MEETING: June B, 19385
DATE MINUTES [SSUED:  June 20, 1895

PRESENT: Morton Mandel {Chair), Walter Ackerman {Guest), John Colman,
Gail Dorph, Adam Gamoran, Stephen Hoffman, Alan Hoffmann,
Barry Holtz, Daniel Pekarsky, Lester Pollack, Nessa Rapoport,
Esther Leah Ritz, Richard Shatten, Jonathan Woocher,
Virginia Levi {Sec'y)

Copy to: en Goldring, Annette Hochstein Charles Ratner,
ATy LUUKel

. MASTER SCHEDULE CONTROL

The master schedule contral was reviewed. It was noted that dates for 1996 meetings
will be set this summer in consultation with Steering Committee members.

Assignment Future meetings of the CIJE Board will be listed on the CJF master catendar,

. MINUTES AND ASSIGNMENTS

The minutes and assignments of April 27 were reviewed. It was noted that the
identification of committee co-chairs will be postponed until we have recruited new
board members. Plans are under way to expand the board to include more people likely
to be active in CIJE's work. The chairman anncunced that Esther Leah Ritz had agreed
to chair the Nominating Committee.

Adam Gamoran noted that a preliminary draft has been written on the study of

educationai leaders. It is anticipated that a series of recommendations for the
Assignment dissemination of this study will be ready for consideration at the next meeting of the

Steering Committee. This might include a policy brief and/or a series of action papers.

At the April meeting of the Steering Committee there was a discussion of the possibility

of developing a software package for use by communities in the analysis of the

educators survey. Adam Gamoran distributed a memorandum {attached as Exhibit A)
outlining the preparation of a manual to provide coding instructions and program lines

for use with SPSS, a software package available commercially. This is a task that the

MEF team will undertake when it is apparent that the product will be useful. }_{[wﬁi

This area of data analysis is one in which CIJE and JESNA should be waorking together.
it was suggested that we should also consider working with the Joint Autharity, which
is developing an international data base.



Assignment

CIJE Steering Committee Meeting Page 2

June 8, 1995

With respect to planning of the 1995 General Assembly, it was noted that CIJE is
actively involved and that there will be a report at the next Steering Committee meeting.

CLIE UPDATE

Alan Hoffmann brought the Steering Committee up to date on work undertaken by CIJE.

A, Building the Profession

1.

Work is proceeding in the area of building capacity for trainers of
congregational schools. (This is being funded, in part, by a grant from the
Nathan Cummings Foundation). Staff recently held a two day very high
level consultation with an advisory group to develop a curriculum for the
project of training teacher trainers. A first seminar is planned for early
August in Cleveland and will meet again throughout 95-86. Teams have
been invited to participate from the Lead Communities as well as the four
additional communities with which CIJE is working. It seems that the
desired maximum of twenty participants will be easily reached.

Discussions have been held with the President of Brandeis University
regarding the expansion of the University's mission for Jewish education.
Joe Reimer is preparing a proposal which will create a planning group of
university facuity and lay memkters with CIJE as active consultant to the
process.

CIJE staff have met twice in the past months with the presidents of the
five regionai Colleges of Jewish studies. They have discussed the role
that these institutions might take in building capacity for Jewish
education, particularly in the area of in-service training. As a result of
initial discussions, CLJE staff were invited to visit the five institutions for a
better understanding of how we might work together. Many issues
remain open for further discussion about how the regional institutions can
serve capacity building for much of North America. This was a topic on
the agenda of today’s meeting.

B. Community Mohbilization

1.

CIJE has completed an important piece of planning with the Wexner
Heritage Foundation. The result is that the annual retreat of all Wexner
alumni will convene to discuss what works in Jewish education and what
alumni of the program can do in their local communities to have maximum
impact. As the Wexner program recruits lay leaders in new communities,
CIJE will participate in the program in presenting the central issues of
Jewish education to participants.

Chuck Ratner, Steve Hoffman, Alan Hoffmann, and Nessa Rapoport met
recently to articulate issues on community mobilization for discussion at
the August meeting of the Steering Committee.
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Assignment

Assignment

Initial steps have been taken to expand CIJE's work to include Cleveland,
Hartford, San Francisco, and Seattle. This was reported on later in the
meeting.

JESNA and CIJE are working with CJF to provide support for the new
Standing Committee on Jewish Continuity to be chaired by Chuck Ratner,
Work is underway to find someone to staff the committee. It was
suggested that JCCA be involved in this committee’s work, as well.

Monitoring Evaluation and Feedback

1.

Adam Gamoran is scheduled to present a paper at Stanford University on
levers for change in in-service training, based on the educators study data.

Initial discussions have been held on conceptualizing informal Jewish
education. This will serve as the basis for a diagnostic profile of informal
education. It was suggested that the definition of the field will be difficult
to determine and that MEF should reconsider the degree to which this
should be an urgent priority.

A report has been drafted on the study of educational leaders and will be
circulated before the next meet.ng of the Steering Committee.

Content and Program

1.

Barry Holtz and Steve Cohen have completed the first draft of the paper
on Best Practices in JCC's. It should be ready for distribution by August.

V. REGIQNAL TRAINING CAPACITY

A,

The chair introduced Professor Walter Ackerman, author of the original paper for
the Commission on Jewish Education in North America on “The Structure of
Jewish Education,” and consultant with CIJE for the past year. Walter thanked
CIJE for the opportunity to continue his study of the structure of Jewish
education during the past year. His paper “Reforming Jewish Education” is an
attempt to identify what is now happening structurally in Jewish Education. He
noted three primary findings which update his original research:

1.

The fact that a community has convened a commission on Jewish
continuity does not necessarily mean that change will occur or have
occurred.

Foundations have emerged as significant players in Jewish communal life.
One result has been to raise new issues of coordination and control.
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3. The involvement of teacher training institutions in the effort to improve
the quality of Jewish education is a departure from earlier thinking on the
role of these institutions.

B. Walter noted that this third point led to his second paper on “Building the
Profession: In-Service Training” in which he recommends that regional colleges
of Jewish studies be tapped to develop and disseminate programs of in-service
training. In order to maximize our resources, local federations and bureaus of
Jewish education should also work in concert with the colleges of Jewish studies
ta design a framewaork for in-service training of Jewish educators.

He noted that colleges of Jewish studes have very limited faculty resources and
that it would be difficult to imagine adding a major component such as in-service
education without rethinking traditional approaches to faculty involvement and
development. If a college could become a regional, rather than local, training
institution, it might identify experts in other communities who could serve in an
adjunct role from their own home sites. In addition, the five colleges might be
encouraged to work cooperatively in the development of curriculum and sharing
of faculty to create a national program of in-service training. One approach might
be to follow the model of the Open University of Israel, where students do the
majority of their work at home and periodically gather at tutorial centers.

C. In the discussion that followed it was suggested that should we move to a
national model, it would be important to keep in mind that implementation would
still have to occur at the local level. It will be crucial to encourage federations
and synagogues to work together.

It was suggested that it would be important to include in rabbinical training a
focus on the centrality of Jewish education. Walter Ackerman noted that he had
discussed with Ismar Schorsch the possibility of applying some of the recent
major grant to JTS to the training of rabbinical students in this area.

It was suggested that thus far CIJE has undertaken wark on both the local and
national levels, and that we should think also of a region as the unit of ptanning.
We will have to consider the feasibility of this approach. |t was suggested that
regionalization may be a good approach on ane level, but that it will be very
difficult to gain consensus among both the lay and professional leaders from
different communities.

It was also noted that the concept of “distance learning” could change the entire
picture as we might involve such additional resources as the national training
institutions and the Mekton Centre in Jerusalem. [t wili be important 1o study the
feasibility, costs, and apptications of such an approach.

It was suggested that the Judaic studies programs at major secular universities
may also contribute to this effort. There is value to building a Jewish education
component on the basis of a strong program of general education. At the very
least, we might look for ways tc draw on the scholars at secular universities to
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join our national network of participants in the training of Jewish educators. The
perceived quality of faculty at some of the major universities could bring added
prestige that would not come as readily from the colleges of Jewish studies. It
may be that Brandeis University is in the best position to bridge these important
issues.

In conclusion it was noted that the issue of involving regional versus national
institutions is an important one and will need to be considered further.

V. EVALUATION INSTITUTE

Adam Gamoran presented a draft proposal on the establishment of a CIJE evaluation
institute. He noted that the concept is based on recommendations of CIJE board
members Esther Leah Ritz and David Hirschhorn to develop capacity for evaluation of
Jewish education efforts in all communities. The purpose of evaluation is to: 1) Help
programs to succeed, 2) determine whether a program is sufficiently successful to be
continued, and 3} identify elements of a program which work and how, so that
successes may be replicated elsewhere.

He noted that communities working with CIJE have become convinced of the
importance of evaluation and that funding for new programs in those communities
generally includes a demand for evaluation. Nonetheless, communities are discovering
that they lack the time, that evaluation may lead to undesired conflict, but most
importantly that the necessary personnel are not available to perform the desired
evaluation. The proposed Evaluation Institute would be designed to respond to these
issues and many communities have expressed an interest in its establishment.

The Institute would be a national training institute which would offer a series of
seminars in three area over the course of a 12 - 18 month program:

A, The Purpose and Possibilities of Evaiuation is a series intended for a federation

professional and a lay leader from each community and wouid provide local
champions for evaluation.

B. Evaluation in the Context of Jewish Education would be a series to work with

local experts in general evaluation selected by communities and prepare them to
work in a particular community on the evaluation of Jewish education programs.
it would create a resident “evaluation expert” for a community.

C. MNuts and Bolts of Evaluation in Jewish education would be a seminar to train

those individuals who would actually undertake the hands-on process of
evaluation.

The Institute would be staffed by a director {perhaps on a half-time basis} who would be
responsible far designing the content and bringing tagether various experts to provide
the instruction. Because of the degree of overlap among the three subject areas,
seminars might occasionally be held together so that each group is aware of what the

others are doing.
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fn the discussion that followed, it was noted that JESNA is working on the design of a
program to train evaluation personnel. Jon Woocher and Alan Hoffmann are discussing
a collaborative approach. It was suggested that this is an area which foundations may
be interested in supporting.

It was suggested that communities might begin this process by undertaking a self study.
Then, to alleviate somewhat the capacity issue, we might develop a cadre of national or
regional evaluators availabie to work with a number of communities. It was noted that
the regional concept bears consideration, but that we may find that explicit community
sponsorship is necessary to guarantee the training of an evaluator.

In response 1o a comment that an evaluator funded by and reporting to a community
runs the risk of pressure not to deliver bad newvs, it was suggested that all involved will
have to be convinced that the delivery of bad as well as good news is important to the
lang-term success of an undertaking. This will be facilitated by the way in which CIJE
introduces the concept to participants and CIJE's own “modeling” in its community
work.

It was suggested that quality control of building the evaluation process for CLJE will
have to be undertaken by the MEF team.

GUIDELINES FOR CIJE AFFILIATED COMMUNITIES

Gail Dorph reviewed with the Steering Committee a second draft of a document entitied
“Guidelines for CIJE Affiliated Cormmunities.” She noted that the document reflects
what we have learned with the three lead communities and what we want to see
happen as we move ahead with the establishment of relationships with other
communities. With this in mind, the staff has worked with future potential affitiated
communities to develop a set of guidelines for establishing a relationship. It appears
that those communities are looking to CIJE for a much more hands-on relationship than
it is felt CIJE can manage at present. Communities are looking for assistance with both

conceptualizing and implementing new approaches. l el XW

One possible approach is to establish a shared commitment to a set of principles, as has
been done with the Coalition of Essential Schools. Gail reviewed a recent article which
mentioned some pitfalls in this approach. She concluded by asking the Steering
Committee for thoughts on how to proceed in the development of guidelines.

In the discussion that foliowed, it was suggested that CIJE shouid decide which
elements of the work with lead communities has met our goals and then proceed to
work in the same fashion with additional communities.

Another thought was that the lead community model is just one approach to working
toward change, and the coalition of the essential schools model is another. Perhaps
CIJE should work with other national agencies to identify additional potential models and
try to implement one or more of these with several communities.
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Subjec/Objective:  ASSIGNMENTS

Originator: Virginia F. Levi Date:  6-8-95
NO DESCRIFTION PRIORITY | ASSIGNLED DATE DUE DATE
10 ASSIGNED
(EINITIALS} | STARTED

[. | Arrange for listing of CIJE board meetings on the CJF master VFL 6/8/95 T/15/95
calendar.

2, | Continue planning for 1995 GA and provide Steering Committee with NR 6/8/95 8/9/95
an update.

3. Prepare new drafi of guidelines for work with affiliated communities. GZD 4/26/95 8/25/95

4. | Prepare recommendations for disscmination of Lhe study of AG/NR 6/8/95 8/25/95
educational leaders for review by the Steering Committee

5. | Circulate draft reporl on educational leaders to Steering Committee AG G/8/95 8/25/95
members

6. | Complete paper on Best Practices in JCC's for August distribution BWH 6/8/95 8/31/95

7. Work with JESNA on developing a program for training evaluators ADH 4/26/95 11/1/95
and prepare a proposal for review by the Steering Committee.

8 Preparc recommendations for appointment of committee co-chairs. ADH 4/26/95 TBD

9. Prepare plan for increasing board size. ADH 4,/26/95 TBD

10. | Develop a communications program: internal; with our Board NR §/21/93 TBD
and advisors; with the broader community.

I'l. | Redral total vision for review by Steering Commitice. BWH 4/20/94 TBD
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PLEASE DISTRIBUTE THESE MATERIALS AS SOON AS POSSIBLE TO THE
INDIVIDUAL IDENTIFIED. THANKS!

MEMO TO: Alan Hoffmann and Daniel Marom (at the Mandel Institute)
Gail Dorph, Barr Holtz, Nessa Rappaport (CIJE, NY)
Seymour Fox (in Jerusalem or NY)

FROM: Daniel Pekarshy

RE: Summary of our concluding session, along with the principal
decisions made.

If at all possible, please review prior to our conference
call on Monday morning, July 24,

Agenda items for our July 24 meeting include:
l. Reviewing decisions made and work-plan with attention to their
accuracy, to their wisdom, to time-constraints and to division of

labkor. If necessgary, prioritize. BEnd with concrete plan of
action.

2. Milwaukee update, as well as preparation for August 1 meeting.

3. Cleveland update

4. DP’e Israel plan
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SUMMARY OF JULY 1595 CONSULTATION, Day 3
Home of Gail Dorph., NYC

INTRODUCTORY

I have already distributed a separate document that
summarizes the basic decisions made at this session our, along
with a first draft of a work-plan that flows from these
decisjona. Without repeating everything included in that
document, this document tries to summarize issues, c¢oncerns,
insights, ete. that were articulated at this meeting and that
provide the backdrop for the decisions that were made. I‘'ve
organized the summary arcund a few major themes that were
discussed. (For your convenience, at the end of this summary I
have appended a copy of the earlier and previcusly distributed
document that summarizes decisions made.)

FROM COACHES TO FACILITATORS TO GUIDES TO.....

Terminological change. Qver the course of our discussions
we seem to have moved away from calling the folks who will work
with institutions "coaches". The term “"facilitator" seemed to
replace it, but it’s not clear that this is the best term.
"Guide" was another term that was suggested, and there may have
been another. I will use the term "guide® below, with the
gualification that the gquestion of what ¢ call the perscn in
question be revieited. [The Hebrew "moreh derech® has a nice feel
to 1t -- but not the way it’s usually translated. Any thoughts
about this?)

Characterizing the guide’s role, training, etc.: proceed
with caution!! We noted that ocur werk cver the last several
months had given us a lot of insight concerning characteristics
that an effective guide would need to possess as well as
concerning the nature of the work: and it certainly might be
valuable to integrate the wvaried insights we’ve acguired in this
area in a single document that might be used in further
deliberations.

At the same time., the assumption animating our most recent
converszations is that a good deal more in the way of pilot-
projects and what we have been <alling *"kitchen-work" needs to be
done if we are to move towards an adequate understanding of the
guides’' work and a reascnable approcach to their training. These
considerations played a major role in our decision to frame a
work-plan that defers a number of basic guesticns concerning
guides and instead emphasizes a) seeding the culture:; b} the
kitchen: ¢) pilot projects: and d) efforta to identify, excite,
and engage particularly strong educators who might in various
ways (in the kitchen, as institutional guides, as consultants o
us, as vocal supportera, etc.) forward our work. The aense of the
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group is that as ocur learning proceeds across the year we will
re-visit the basic questions concerning the guides: the projected
January consultation in Israel may provide an especially
hospitable context for this kind of a conversation.

As the preceding paragraph suggesta, comments made
concerning guides at our meetings should be taken as raising
issues and as attempting tentative formulations (to be revisited
during the year) rather than as staking ocut a CIJE pesition. With
this caveat., some central points in our discussion are summarized
below.

Whe would gelect the guides, who would train them and who
would they work for? Much of our cenversation buillt on f(and
then began to depart from) a model that ran something like this:

1. Based on pilot-projects, work going on in the
kitechen, and seminars that build on these, CIJE would
develop and publicize a profile of the kind of person
it felt would make an adeguate guide., a profile
emphasizing personal characterigtics, desired
background, etc.

2. using this profile, local institutions (or perhaps
communities wanting to groom one person toc work with
more than one institution) would identify individuals
they felt would make good guides and would present them
to CIJE as candidates for training.

3. From candidacy to admission -« an uncertailn matter
that will need to be revisited. On one view, CIJE would
work with whomever the institution/community sends: on
a second view, CIJE would decide who (from ameng those
identified at the local level) meets the minimum
standards for participation in its training-program: on
& third view, CIJE would admit all but reserve
scholarship funde for those which meet its standards.

4. CIJE would take responsibility for developing the
training program. Those admitted to the program would
engage in a careful program of atudy that might involve
three months of study (possibly in Israel)} spread
acrosg three summers as well as work in between. It
would probably be necessary to individualize the
program of study and preparation with attention to the
individual‘a pattern of strengths and weaknesses and
the context in which he/she would be working;
concelvably some sort of tutor-tutee relaticnship would
prove desirable.

5. After the training, CIJE would continue in a
consulting-relationship to these guides as they go
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about their work. It would also convene pericdic
conferences for them designed to enable them to
continue learning from us and from each other, to
wreatle with iassues, to share insights and problems,
etc. CIJE would alsoc organize opportunities for stake
holdera in participating institutions teo meet arcund
appropriate agendas.

Aa our discussion proceeded, this basic model was revised in
at least the following way. While not abandoning the notiocn that
the local entity (community/institution) would play a major role
in identifying the guide, we recognized the possibility that some
would be unable to come up with anyone appropriate for the work
at hand: and we therefore returned to the notion that CIJE should
also be trying to ildentify individuals who might serve as guldes
to institutions and communitiea. They would be among those to
whom financial support would be cffered to facilitate their
professional growth as philosophical guides.

Where should we (and communities) be looking for guides? A
number of views, some of them possibly complementary, were
expressed on this matter:

1. ©One thought was te lcoceok to university faculty --
either Judaica professors who would need to be
strengthened in education or educaticon faculty who
would be strengthened Judaically.

2. A second possibility was to look for individuals
already working in Jewish educating institutions or
communal education-related agencies.

3. A third poasibility was to begir a careful search
for top-notch individuals arcund the country whom we
intuitively judge to be worth our trying to cultivate
without worrying teo much at this stage about their
instituticonal roles and professional backgrounds,
{(These might be the ones we invite to next summer’s
projected seminar in Israel.)

WHO WE ARE!

1. There were some interesting discussions of CIJE’'s
own identity as catalyst of improvement in Jewisgh
education. There waa, for example, a discussion of how
we stand via-a-vis being service-providers, a training
institution, or an intermediary organization that hands
off responsibilities for training and serving to other
bodiea. The sense of our meeting seemed to be that
while it may important on coccasion and for strategic
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reasons to offer service and to engage in training, we
needed to maintain our identity as an intermediary
organization.

2. There was a second formulation that emphasized our
identification with the view that improvement will
depend on simultaneous attention to perscnnel,
community mobilization, goals, and evaluation.

3. There was alaoc a third formulation that. in the
context of our discussions over these three dayas,
geemed particularly rich: we are the organization that
believea in the practical power of powerful ideasz.
Thia, the comment was made, is our signature as an
organization. If "the power of i1deas" i1z taken to
include “"the power of critical inguiry”, the theme
aeema to capture much that we ‘ve Lbeen discussing.

KITCHEN-WORK ON THE HORIZON

our conversations emphasized the importance of developing
appropriate conceptual, textual, curricular and other materials
that would serve as resource-library to the project’s efforta to
work with educating instituticns and other bodiea. Much ©of this
work could be conceptualized as an effort to identify reacurces
at each of the five levels we’'ve discusased., supplemented by the
tentative grid we’ve been playing with,

Some of the major possible directicns which we discussed are
identified below.

Inventory of existing resources and materials. Much of the
material that belongs in an adequate resource~library already
exists, and DM is familiar with a good deal of it. The
challenge 1s to gather it, to categorize and index it in a
meaningful way so that it will be readily available, and to
package it in ways will enhance the likelihocod that it will be
drawn on and appropriately used.

Curricularizing the Bducated Jew materials: developing a
range of supplementary materials that will facilitate effectively
using the Educated Jew materials to stimulate rich and in-depth
reflection on serious content-issues and their implicationsa for
educaticnal policy and practice. These secondary materials could
range from efforts to exhibkit what an instituticon or curriculum
modelled on one of these thinkers might locok like, teo strategies
for engaging conatituencies we work with to wreatle with the
basic existential guestions addressed by these thinkers, to
strategies for getting educating instituticons to use one or mcre
of these articles as tools in reflecting on thelr own vision and
practicea. etc.
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Refining and curricularizing the Rosenak piece on community-
wide vision. Developing exercises, pedagogical strategies, and a
range of supporting materials from cut of classical and other
texts that could be used in conjunction with this essay in our

work with communities struggling with the problem of plurali=zm
and education.

Subject-area maps. Following up on our previous
discussions, we reiterated the need to map out different subject-
areas like Bible, or Hebrew, or Jewish history. with attention to
a range or inter-related matters that include: different
conceptions of each area understood in relation to the
philosophical pogitions in which these conceptions are rooted:
curricular and pedagogical approaches and materials associated
with each conception; the aklills, knowledge-base and
gensibilities reguired of an educator tied to a particular
conception: strategies that could lead an educator to become more
reflective about his/her approach to a given subject-area, with
attentlion to competing approaches crganized around different
understandings of the area and/or pedagogy. etc.

Larger pieces., We recognized that the work going on in the
kitchen must also include larger conceptual and other kinds cf
pleces that excite the imagination of the constituencies we will
be working with and stretch their conceptions of what is
necegssary and pessible in the world of Jewish educaticn. We
identified a number ¢f different articles/books that seemed
worthy of sericus consideration. These include the following:

1. A plece, to be developed by SF and NR, that analyzes
the development of Camp Ramah with attention to the
question: what is necessary in the way of efforts and
preconditions for the development of a vision-driven
inatitution?

2. A Jewish Sarah Lightfoot book which provides us with
living examples of Jewish educating institutions that
are vision-driwven, the examples ranging from Esh
Ha‘’Torah to Camp Ramah, to Ha-bonim, etc. The book
would provide impressionistic support for the project’s
assumption that the serious auccess-stories in Jewish
education have been vision-driven institutions. The
book would try to make these institutions come alive
for the reader, with attention to the ways in which
thelr respectiwve guiding visiona find expressicn in
daily life and institutional practices.

3. "The Future as History", modelled on the Carnegie
effort to sketch out an educational environment of the
future. In a skeptical environment that wonders about
the posaibility of a powerful non-Orthodox educaticnal
institution, the challenge is to develop an i1mage of an
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institution == or perhaps & configuration of inter-
related institutions ~- that would meaningfully address
the educational needs of significant segments of the
non-Crthodox world.

4. A Jewigh version of "Horace’a School” =-- & book that
would chart the journey of a hypothetical institution
in the direction of becoming more self-conscicugly
attentive to questions of basic goals and their
relationahip to educational practice and evaluation. A
companion-plece would try to identify and describe
actual educational instituticns that have succeeded in
becoming significantly more vision-driven.

5. A more conceptual plece that discusses the ways in
which vision can enrich the gquality of Jewish
education. This piece might draw on pertinent
empirical and interpretive work being dene in general
educaticn, e.g. that of Smith, Cchen et. al., and
Newmann. Conceivably, such an article could be worked
up inte a CIJE Policy Brief.

Which of these 5 projects would be worth cur doing is a
matter we felt deserved careful consideration:; and the thought
was that this was among the central topics that should engage us
in a consultation we imagine taking place in Jerusalem in January
of 1996, (See bkelow for further discussion of this point.)

POSSIBLE CONFERENCES, SEMINARS, WORKSHOFPS

CIJE has already committed itself to a number of seminars
and workshops organized arcund gquesticns of mission, wvision, and
gecals., We agreed in our discussions thzt, to the extent
possible, these must be approached in wzys that make it likely
that these activities represent an initiation, a starting-point,
or a gpringboard rather than a self-contained events with no
after-life,

Beyond our existing commitments, we projected a number of
other seminars and conferences designed to enhance our own
learning and understanding of the work at hand. tc seed the
culture, and to develop capaclity. Below is a list of the kinds
of seminars we conszidered:

1. a January consultation in Jerusalem that convenes
all the participante in the July consultation, along
with selected additional individuala that might include
David Cohen, possibly Deborah Kerdimann, and maybe a
few others. The challenge of this back-stage
conference is to carefully examine, elaborate, and
decide among scme of the ideas we’'ve been considering
and to further refine the project’s plan-of-action.
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Specific proposals, e.g.., concerning extended pieces
that might be written, would be written up and
distributed prior to the conference. This conference
will be enriched by what we learn between July 1995 and
December 1995 through cur pillct-projects, ocur kitchen-
work, and the seminars and workshops scheduled for the
next several montha.

2. two already-scheduled conferences for principals.
The planned fall conference could devote a substantial
segment to guestions ©f goals and vision: and the
spring conference could in its entirety be organized
around such gueszstions.

3. a third geminar for principals that would bring
together those who, from the perspeztive of this
project, seem the most promising to set about launching
a sericus goals-agenda in their institutions.

4. A gseminar for professional/lay teams from CIJE
Affiliate communities, to be held some time in the
8pring or summer. Conceivably, the teams cculd include
stronger institutional representation that we had in
Jerusalem. This seminar, like that in Jerusalem, is
dezigned to educate the participanta concerning the
importance of pursuing a goals-agenda at institutional
and communal levelsa and to enlist their asupport on
behalf of this agenda.

5.A conference organized arcund the Educated Jew
easays, due to be published next year.

6. A week-leng seminar tentatively acheduled for next
July (near the time of the CAJE conference in Israel)
that attempts to initiate inte ocur work and to excite
select individualas we take to be exceptionally strong
as well as aympathetic to the direction of our efforts,
Participants will be invited to participate in a
conference in which we will share with them our
thinking (including some of the work going on in the
kitchen), elicit their feedback, and develop a sense of
who among them shows promise of working effectively in
one or another phase of the project (in the kitchen,
as an institutional guide, as a leader of seminars that
aim to seed the culture, etc.} The view was expressed
that, given the nature ¢f this seminar, scholarships
facilitating attendance would be appropriate.

Here are zome of then names mentioned as candidates for
this seminar: Michael Paley. Elaine Cohen, Esther
Netter, Jodli Hirsh, Bernie Steinberg, Deborah Kerdimann
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(perhaps as a faculty member). It was suggested that
1f we could identify suitable congregational rabbis,
this might be a good idea. In addition, it might be
worth folding into this seminar the principals
mentioned in #3 above.

Given a number of realities., it was stressed that
nailing down time., place, and participants needs to be
accomplished very soon.

CONCLUSION

Az noted at the beginning of this document., what I have thus
far written representa the discussion that provided the
background for basic decisions made at our Sunday meeting,
decisions summarized in a brief document that I have already
digtributed. For the sake of convenience, I am appending a copy
of that document to this one (See next page).
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DECISTONS EMERGING QUT OF THE THREE DAYS OF DELIBERATION

Major emphases

1. Seminars, consultations, and workshops organized arocund the
following:

Seeding the culture —- bring lay and professional
leaders in the field cf Jewish education to a deeper
appreciation of CIJE’s convictions 1n this domain, and
thus laying the ground for communal and institutional
initiatives (e.g.. Seminar for leadership from
Affiliated Communities; Module in fall principals’
gseminar and at heart of spring seminar)

Meeting outstanding commitments we‘wve made (e.g..to
Baltimore, the JCC, Wexner, and possibly Atlanta and
Cleveland)

Thoughtful deliberations designed to better understand
the project and decide from among competing directions

and projects (e.g.., consultation scheduled for January.
798)

Bringing some top=notch pecple intc the work without
preconceptions concerning how they will fit in: sgsome of
the "kitchen-work” will play a sigrificant role in this
geminar (e.g. the geminar scheduled for July,'56)

Z. The Kitchen

While work in this area needs to be determined based on
a comprehensive plan that still needs to be worked out.
we discussed some immediate projects that will need
attention:

a. an inventory of existing resources in
different domains.

b. a paper to be developed by WR and SF that
details the ways in which Ramah i1s a vision-
driven institution and what was necessary in
the way of inputs for it to become so,.

Less immediate but also discussed as possibly important
kitchen werk (though in need of further consideration)

were the following:

a. building maps of different content-






Frca: Larie: Pekarsky ar @ £B8-233-4044 S ET-13-59 1S
To: Zardel Irerizere ar @ B11-S77-I-€6ZET [ 814 of Pt

13

WORK PLAN, REMAINDER OF 1995 AND 1996
July - Dec.,, 1295

1. Further articulate the plan for 1995 and 1996 with attention
to the larger conception of the project, and with special
emphasis on what's to go on in the kitchen (both short= and long=-
term). The plan needs to be reviewed carefullvy both CIJE and
Mandel Institute partners to the project.

2. Planning and implementation of seminars we’'ve committed to
{Wexner, JCC, Baltimore, and possibly Atlanta)

3. Conceptualize, recruit for, and organize the seminars
projected for 1896. These include the January consultation. the
principals seminar, the gseminar for the leadership of the
affiliated communities.

4. Pilot-projects: Work-in-settings and asystematic efforts to
document and analyze (Pekarsky and Marom)

5. Kitchen-work: To be based on a comprehensive plan to be
developed during summer of 1995, The plan will probably include a
projected paper by SF and NR dealing with the conditions that
made possible the develcpment of Ramah as a vision-driven
instituticn.

6. Module in the fall seminar for principals.

1996

1. January consultaticn in Jerusalem (CIJE, Mandel Institute and
selected additicnal participanta)

2. Outstanding commitment: support and/or guide Cleveland’s
efforte to clarify its goals for Beth Terah

2. Spring principals‘’ seminar

3. Seminar for representatives of new affiliated communities

4. Israel Seminar in July designed to draw in potential leaders
and resources (e.g. Steinberg, Paley, Hirsh, Elaine Cohen,

selected rabbis)

5, Continuing kitchen work (based on plan that will socon be
developed)

6. Ceontinuing pillot project efforts (aleng with appropriate
documentation, analysis, and discussions based on them)
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6. Other activities as determined based on future deliberations,
egpeclally the January consultation.
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WORK PLAN, REMAINDER OF 1995 AND 1956
July - Dec., 1993
1. Further articulate the plan for 1995 and 1996 with attention to the larger conception of the
project, and with special emphasis on what's ta go on in the kitchen (both shert- and long-term).
The plan needs to be reviewed carefully bath CIJE and Mandel Institute nartners to the project.

2. Plaaning and implementation of seminars we've committed to (Wexner, JCC, Baltimore, and
possioly Atlanta)

3. Cancepmualize, recruit for, and organizs the seminars projected for 1996, These include the
January consultation, the principals seminar, the seminar for the leadership of the affiliated
camrmurnities.

4, Pilot-projects: Work-in-settings and systernaric efforts to document and analtyze (Pekarsky 2nd
Marom)

3. Kitehen-work: To be based on a comprehensive plan o bz developed during summer of 1993,
The pian will probably incluce a projected paper by SF and NR dealing with the conditions that
made possible the davelopment of Ramak as a vision-drpven institution.

6. Module in the fall seminar for principals.

1996

1. January consultation in Jerusalem (CIJE, Mandel [nstitute and sclected additional participants)

2. OQutstanding comunitment: support and/or guide Cleveland's =fors to clarify its goals for Beth
Toran

I

. Sprng prncipals’ seminar

LS}

- Seminar for representatives of new affilisted commumties

4. Tsrael Seminar in Julv designed to draw in potenual leaders and resources (6.2, Stginberg,
Paley, Hirsh, Elaine Colen. selected rabbis)

5. Continuing kitchen work (based oa pian that will soon be developed)

6. Cortinuing pilet project efforts (along 'with appropriate documentation, analysis, and
discussions based on them)

7. Other activities as determtued based on furure deliberations, espectally the January
consultation.
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GOALS PROJECT CONSULTATION
Cambridge, MA, July 1995
Summary of Znd Day's Proceedings

REFLECTIONS ON DAY !

Partigular problem reflects universal tendency to resist thinking about the big questions.
Reflecting on the discussions on Dav |, one participants pointed to out that in a significant sense
the situation we are trying to remedy is found in other arenas as well: that is, there is a tendency
to rush headlong into questions of "How™" without seriously addressing the more fundamental
"Why?" questions -- the answets to which are regarded as either obvious or inaccessible {and in
any case irrelevant to the challenges of "the how?"].

These comments were developed with attention 1o a particular conception of "the aims of
ewish zducation”, an aim that emphasized becoming more reflective, inquiring, and devout in
the conduct of one's affairs, using intellectual, moral, esthetic and other lenses derived Tom
Jewdsh culture - from Jewish thought, history and custom.

A compromise view proposed: combining the shallow and the deep. While the approach
10 helptng institimions that We have been developing is not cirective in tha sense that it has a
precenception concerning substantive outcome, it is directive in the sense that the job of the
coach 1s actively to guide the process along in the hopes of raising the level of discourse, getting
the stake holders to appreciate and wrestle sertously with critical choices concerning aims that
have a bearing on the "what” and the "haw" of teaching, etc. The alternative conception that had
Deen propased on Day 1 grew owt of a self-study model which put puts 1n the hands of the
institution's stake holders primary responsibility for identifving, interpreting, and addressing the
problems that are in need of sttention. On this model CIJE's role is to help get the process going,
to suggest a menu of possible routes to go in responding to perceived problems, and to develop a
library of resources to be made available to the institutions in their efforts to address these
problems, Among the advaatages identified with this approach wers the following: 1} it would
not create a culture of dependence, and 2) in its somewhat rore modest expectations of CLJE, it
may be more in [ine with our existing capacity.

Based on Day 1's discussion of the two approaches, a new approach was put on the tabie,
described as "a compromise” between them, a compromise which incorporated the advantages of
the alternative conception but involved a number of zlements of the first one. Much of our day

focused on this new proposal; and since we seemed to gravitate towards some version of it, it 1s
descnibed at length below.

i
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CHARACTERIZATION OF THE NEW PROPOSAL

The proposai puts the onus of responsibility for making practical progress an interested
educat  linstitutions. Cl... s job is to encourage and help Jaunch such efforts, to offer
consultative help to those spearheading these efforts, and to develop an array of resources that
can be made available to institutions and that can be used in CIJE's efforts to encourage, help
launch, and consult Here are the primary clements in the proposed model:

1. Efforts, especially seminars, designed to create a supportive context and an interest in
participating. The joo of these efforts is 1o impress on key constituencies the importance of

underaking a serious effort to undertake a serious goals agenda. The following might be
involved:

2} the problernatics of our present social and educational predicament and how
ill-thought-out aims that are in any case inadequately embodied contribuze to this
predicament; this mignt well include opportunitics to focus their attention on their
own 1ll-thought-out ideas concerning the aims of Jewish education and on the
varied ways i which their own insttutions exemplify and are rendered tneffective
by the problems under consideration.

b case-studies of institutions that are or have growr. substantially more effective
through rich reflection conceming what they are about;

c) examples of the kinds of things that might be done in a thoughtful goais-
pracess;

d} opportunities to begin thinking substantively about the aims of Jewish
education and what waking a particular set of aims seriously would imply for
educational practice. The intent s to offer a taste of the kinds of activites a
serious institution might be involved with, suggesting both their inherent richness
and their power to guide practice.

Though we used the term “seminars,” it may be usemul to think of seminars as one of
several vehicles that can be used 1o create the kind of interest we would like to generate.

Presentations before critical constituencies, the dissemination of good literature, etc. might also
play a role in this process.

The serminars we are thinking of have a twofold purpose: 1) they are designed to
encourage representatives of particular institutions to initiate @ serious goals-process; 2) they are
designed to create a supportive cultural context for those who inidate such a process (through

transforming the consciousness of lay and professional communal leaders and rank-and-file
members of the Jewish community).

The seminars (and other pertinent activities) need to be designed in such a way that
whether or not they lead to the next stage of activity they wiil be meaningful to the participants -
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and helpful to the cause of Jewish education.

[t was suggested that significant Public Relations efforts may be necessary as background

to the semunars in questions — brochures, perhaps articles, well-disseminated, that ready the
around for these seminars and create an interest in attending.

The Terusalem Goals Seminar and the Milwaukee Goals Seminars would seem to
represent examples of seminars in this general genre.

2. Launch-seminars. Periodic seminars would be held for teams frem institutions that have
decided that they want to embark on a reflective goals-process. These seminars would be
desiened so as to offer them a varicty of concrete ideas concerning how to begin the process.
This might include our developing and offering them instruments that would facilitate an initial

process of self-study. What they could expect from CUE in the process would need to be
carefully laid ourt as well.

3. Facilitator-workshops. Interested institutions might - according to the model. this is not a
requirement - identify a lead-person to facilitate the local goals-process. Such facilitators would

be imvited to seminars designed to help them get started and to offer them tools that may prove
useful to them in their efforts.

‘The suggestion was made that it might be desirable and possible to offer them
scholarships that will cover their cosis in participating in such workshops.

1. Follow-up seminars. Periodic seminars for the onginal institutional teams and/or for
facilitators would be held in order to hear about their progress to date, as well as 1o offer thern
new tools and 1deas. These seminars might also provide an occasion for individualized
consultations on an institution-by-institution basis.

5. Consultation, Those CIJE's role in this domain was left vague, there was alk about our being
involvad as consultants to institutions undertaking a serious goals-process, This might involve
carefully listening the institution's characterization of its simation and, based on this. suggesting
possible resources to turn to or routes to go. Conceivably, though not discussed in our meeting,
it could involve an on-site visit.

6. "The kitchen." This is a critical elemem in the proposed model. The kitchen is the backstage
of this process; it is where the materials, the conceptions, the tools, the maps, etc. that this project

will be making available to institutions will be developed. It is both the Research and
Development Lab and the too! shop.

The kitchen is whers we develop a library of resources that includes:

a2 conceptual and strategic maps that help us get a handle on different domains
(like Bible} and situations;
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b. artcles, books, videos, and other materials -- already available or developed by
us -- that can be made available to instititions on a case-by-case basis, as needed;

c. tools - exercises, grids, evaluation-devices, promising activities, etc. that can
be valuable at different stages in the process;

d. services that CIIE is willing to offer instinttions;

11 0,

e. "cases";

f. carefully documented "case-studies” that could become the basis for a "Best

Practices" piece in the domain of educational growth through a senious goals-
process.

g. literature that explains the convictions that undergird the project;

k. an inventory of the kinds of concerms/anxieties likely to arise in a goals-
process, along with ways of frutfully interpreting and responding ta these
concems;

1. people (e.g. Jodi Hirsh, Esther Netter)

j. a distillation of what we are leaming from the development of the different
phases of this project.

7. Pilot-projects, Perpaps this is better categorized as a kitchen-activity. In any event, pilot-
projects represent our own 2fforts 1o work with institutions in 2 more active way than the model
specifies.

This might mean something like the "coaching” model we have been working with over
the last several months. It might also mean trying out a very different model that emerged as we
looked at the case a moral philosopher who embedded himself in and profoundly enriched a
hospital setting, A few conuments con this model may be pertinent at this point.

One of the appeals of this model is that if the philosopher is, in the positive sense,
digested and accepted by the host-communiry (without losing his philosophical concems and
t00ls) and is viewed as credible by the participants, there are may be ready opportunities ta
avercome the divorce berween philosophy and educadonal practice. A key question that was
raised concerns how the philosopher acquires credibility and moral authority in the eyes of the
Insutution's stake holders. One of the critical variables may have to do with whether the
philosopher possesses - and is perceived as possessing - what was charactenized as "2 deep
receptivity” to the concerns of those who make up the institution.

Pilot-projects are important to the development of the Goals Project in at least two
different ways:

"



2) our own efforts to work with institutions will be invaluable in determining
what needs to be developed in the kitchen and the utility of what we have
developed in the kitchen. In addition, some of our best practical tools may
actually arise in the practical settings. In any case, the pilot projects will give us a
vivid and taste, and more, of realities and concerns down on the ground, and this

will be very important in developing tools, resources, ste. This interplay between
resource-development and practice is essental.

[t is noteworthy in this connection that careful documentation of our efforts in
work with institutions 1s essential. A sigruficant part of the importance of, say,
Marom's work with Agnon is conditional on his and our carefuily analyzing this
case with attention to the kinds of questions Alan asked the other day {e.2., Why
did you decide to start with principal and teachers?) and questions concerning the
conditions that made Agnon "ready” for this kind of wark.

b) pilot-projects are important because they offer opportunites to test-out models
different from the self-directed model this conception emphasizes.

8. Building capacity. In the seose (I think) intended in this discussion, "building capacity”
meant identifying strategically important populations and educating them in the direction of
1deas and ways of thinking that are integral to the project. These pcpulations tuciude Jerusalem
Fellows, Melton's Senior Educators, students in Jewish education around the country, Rabbinical
students. While this work could be understood as "building capacity”, note that it might also be
viewed as "seeding the culture” — that {s, as creating conditions *hat are faverable to the kinds of
mittatives we hope o encourage.

9. Community vision. In response to a comment suggesting that this theme was not part of the
agenda we had been discussing during the meeting, it was suggested that this omission should
not be takan as a signal that "comnmunity-vision"” should be dropped. It was noted that the Goals
Project owes its origins in part to Louise Stein's query two years 2go concerning how a
community would know if it had been successful in its efforts to improve Jewish education, (It
was noted in this connection that the Rosenak paper is now available in draft form.)
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REACTIONS TO THE PROPOSAL
In at least two senses, the proposal was put forward in a tentative spirit

First, it came with the caveat that it represents an experimental initiative that
would test out the Scheffler-hypothesis re: self-directed institutional growth
Feriodic reassessments of the wisdom of this route are critical. Note, though, that
even if the hypothesis proves less warranted that we might think, we would not be
back to "square one”. For in the course of developing this initiative, we would be
engaged in varied activaties that are independently worthwhile, These include the
initiatory seminars that help to raise the level of understanding; the pilot projects,

which test out other models; and the varied products of the work going on in the
kitchen.

Second, the propesal came with an invitation to critique it, lest we proceed along
this path without due attention to possibly serious problems.

In general, there secmed 0 be a rreat deal of support for the reconceprualization of cur
efforts implictt in this proposal. Atthe same time, a number of concems were raised. Two of
them are summarized below:

The costs of distance, On the Proposed model, CIJE stands at a considerable remove
from instinitions. We are more lixe the therapist who hears the patient speak about his or her life
than like the participant-ohserver who is immersed in the life of a community. One of the
advantaces of the immersion-modsl is that it provides 2 sense of context and pernaps 2 capacity
to see and to hear beyond the words that might bz uttered by participants in CIJE-sponsored
workshops, Will the loss of this sense of context undercut the CIJE's consultant's capacity ta
pive good advice (as well as credibility in the eyes of the institutional representatives)?

Is the degree of trust placed in the institutions warranted? The mode! of working
vith instututions we've adopted puts a lot of faith in their ability to take charge of their own self-
renewal from the very beginning. It was noted that our decision to look for coaches who would
be 1) carefully selected, and 2) trained by us grew out of our lack of confidence that instinunions
could idenufy individuals with the skills, understandings, knowledge-base, sensitvities etc. (1n
both Judaic and educational realms) to fruitfully guide a goals-process. Does our new model nsk
going too far in the other direction? Or, are we right to speculate that the "back-ups” we'l]
provide in the way of workshops. a resource-bank, and consultation will suffice? More
generally, have we moved toe far in the non-directive direction?
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GOALS OF THE GOALS PROJECT REVISITED

A meaningful statement of the goals of the Goals Project needs to begin with a
characterization of the problems to which the project is a response. Qur original formulations
stressed the failure of practice to be organized around thoughtfully articulated goals and visions
that have arisen through a process of study and reflection; and a resultant state-of-affairs in which
institutions drified along aimlessly and at best ineffectively. In the course of our deliberations,
our sense of the problem and of the mission of the project was expanded in at least two wavs: a)
the power of vision and goals was expanded to "the power of ideas" to inform practice; b) the
emphasis on “product”, on becoming more vision-driven was complemented with an emphasis

on the development of a culture or ethos that encourage serious reflection (in the various senses
we've discussed).

[t was noted in our discussions that these emphases of the Goals Project are really at the
neart of CIJE's approach to educational improvement

a) The Goals Project does not just represent an effort to encourage vision-driven
institutions; it represents a vital dimension of CIJE's approach to issuss of
educational content, personnel development, etc.

b} The emphasis on the development of a culture of self-renewal through inquiry
(inquiry that involves eschewal of quick and the development of habits of mind
that encourage introspection, study of sources - Judaic and educarional, strategic
thinking, evaluation, etc.) is at the heart not just of the Goals Project but of the
enterprise as a whole.

Although in some of our discussions the term "ideas" bezan to replace "goals and vision”,
guestions wers raised apout the import of this change as well as abour the wisdom of changing
our lexicon midstream. These matrters will need to be returned to.

1n addition to some informal cornments about the heart of the Goals Project, we also
spoke in somewhat more focused terms about the goals of the project as impiicit in the pattern of
activities we've been projecting. Crudely put, the goals of the project are the lollowing:

1. Creating the conditions that will support and encourage meaningful efforts at
nstitutional change. This involves nurturing a culture in the American Jewish
community and especially among those who lead and support efforts at Jewish
education a) that appreciates the importance of careful attention to auestions of
vision and goals as they pertain to Jewish education - a culture that understands
that "success” in any meaningful sense will depend oa 2dequately addressing this
matter; b) that is increasingly hospitable to an ethos of self-renewal through
inquiry

(in lieu of quick-fix approaches).

2. The spread of educating institutions that are increasingly ammated both by
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compelling visions and goals {armived at through a process of carefu] study and
honest reflection) and by an ethos that supports continuing reflection and inquiry

concerning what is being aimed for, how it is reflected in practice, and with what
effects,

The discussion of #1, of the conditions that need to be encouraged if a culture hospitable
to our efforts is to arise defined the context of an important conversation concerning the Kind of
educational efforts we should be directing at various lay-constituencies. A number of opinions
were expressed, including the following:

1. It's important for lay-leadzrs to "personally taste” the problems they want
mstitutions to be addressing; they themselves should be encouraged 10 struggle
with questions concerning the naturs of a meaningful Jewish existence and
conceming proper aims for Jewish education. This will, it was suggested, deepen
their understanding of the work at hand and also provide motivation.

2. In a similar vein, it was suggested that it would be important ta encourage "the
grocer” to address these issues if he/she is 10 knowiedgeably support the kinds of
efforts we want to encourage. (The analogy cifered pointed to the musician's
dependence on an audience that is sophisticated encugh to be receplive 1o and
appreciative of what he/she is doing.

5.An alternate view was that although it was important that lay-leaders know that
it is crucial that we address problem of aimlessness in the field, it is not our
business to encourage personal struggle with airms on their part. [t is unnecessary
1o do s0, the reason being that the kev lay-leaders are already powerfully
motivated by anxiety concerning the Jewish future. In view of this, the challenge
of getting them to wrestle with such religious/exdstential questions belongs not

1o us but to their rabbis.

4. As an attempt to put the matter to rest for now, U'P suggested that we all agres

about the nezd to engage the lay-public in our efforrs and to became thoughtfully
suppertive of an agenda that puts questions of goals and vision at the forefront;

and that we can leave it as an empirical question to be decided as we move along
whether one or the other of the approaches sketched out, or something in between,

is most appropriate to our efforts. )



SOME CHALLENGES EMERGING OQUT OQUR DISCUSSIONS

1. Develop & plan of action and a division of labor built out of a careful analysis of the
compoenent parts we sketched out.

2. Possibly a policy bref concerning this domain,

L2

. Possibly 2 presentation to the CIJE Board.

J=

. Idemtify and recruit particularly fertle institutions.

&

+. Determining what is and is not feasible given our time-constraints; and/or discovering ways to
alter the time-constraints.

ON THE AGENDA FOR SUNDAY

1. The identfication and role of "Facilitators” and our role in relation to them.

2

. "Community-vision" in the revised model.

Ve

. Revisiting the Friday-model.
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MAY 14 ’95 @7:26 MANDEL INST. ISRREL 972 2 615951
To: CIJE Staff

972 2 619951

From: Bill Robinsan

Re:  MEF Confarence Cail of May 10th
{Prasent: Alan Hoffmann, Gail Dorph, Adam Gamoran,
Ellen Goldring, BIll Rabinson)

A. Evaluation Institute

A considerable amount of time waes spant discugaing the nature of
the envisioned Evaluation [ngtituts. The goal of the Evaluation
Ingtitute will be to incraase the evajuation capachy of local
communities. To accompiish thig, local (Univeralty-hased)
academica with sxpertiss in soclal research and education would
be trained In Jewish aducation and in the tools of evaluation

that have been employed succassfully In Jawish aducation. [The
training would be done, in part, by bringing In experts in Jewish
educatlonal evaiuation.] Thess local academics would than sarve
a3 evaiuation consultants to their comemunity. While necessary,
this training of avaluators wae dasmed as insuffliclent to reach

the stated goal. The lack of evaluation capacity |8 not simply a
technical problem, but also poiitical. In addition, Federaflan-
based jay and professionals would need to be {ralnad In
educational evaluation. Without these persons acguiring a sense
of the importance and possiblities of avaiuation, then the

skiila of the community consultant could net be properly
amployed.

It was suggested that thers are actually three different
parapectives exieting in communities - thoas of the community
evaluation gonsuitant, Federation-based lay & professionais, and
Jewlsh educational leaders. Tha reaaon for the isck of avaluation
occurring in local Jawish aducational programs s the [ncengrulty
betwean the perspactives and interasta of these thrae groups. In
order for evaluation In Jewish education to take place Inthe
contaxt of Federetion-based communities, then a dialectic of
learning must take place between these three groups. In addition
to training each group separately, the Institute could provide a
fruitful forum for sommunity consultants, Federation-based lay
and professlonals, and national-level experts in Jewish education
1o learn togetner.

A few other points:

- As implied in the abovs, the scope of tha Evaluation
Institute lles beyond the Module for The CIJE Study of Educators,
While the Madule may still ba the first currloulurn component of
tha Instituta, the Inetitute will train local communities in the
uses of othar evaluation ingtruments.

- Also, in addition to the two groups mentioned above (i.e.,
community evaluation consultants and Federation-baged lay &
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profegsionals), the staff hired to conduct any community
evaluations could algo be trained at the [nstitute.

- Adam and Ellen were asaigned the rasponsibility of
L-...--ing adocL 2ntdetailing the geals and prograrm— of the
Evaluation Inetitute, as well as the resources required to run
it. Alan will then add the budgetary information to the documaent.
This dosument will be presented to the Steering Commitiee at
their June meeting.

- It le planned that the communitles will pay for everything
(1., thair transportation, housing, meals), except the actual
program (i.e., the costs of bringing in national experts,
creating curriculum and materials, and the salary of the project
director).

- Adam pointed out that, given the other responslbilities of
the MEF, he and Ellen will not have time to run the Institute or
aupervise the project director. In addition, success of the
Evaluation Institute wlil depend upon all CIJE staff contributing
to the development of it curriculum.

- Alan and Gali wlli continus to lock for & project director
for the Evaluation Institute.

8. Goals Project

The Training of Goals Coaches has been postponed untl
(tentatively) January. [n the meantime, there will ba @ meseting
to continue rafining the rele of the Gosle Coach. Possibly, In
September, three educational institutiona will racelve Goals
Coaches and begin the process of becoming vision-driven
Institutions.

C. Training of Trainers

The Training of Trainers saminar wiii take piace in Cleveland’
from July 30th to August 3rd.

D. Taking Stock of CLIE in Lead Communities

Adem and Ellsn are to speak with Annette regarding how to proceed
with the envisionad CIJE retreat, for revlewing tha work of the

CIJE in the thres Lead Communities (using the MEF reports a8
study texts). Thera ars folir issues to digcusa: the content/goals

of {he meeting; who should attend thie meeting; whan can these
people get togsthar; and what preparations should be done shead
of time (e.g., oritioal summary of reéporta),
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Council for Initiatives in Jewish Education

MODULE FOR THE CIJE STUDY OF EDUCATORS

INTRODUCTION

Qur goal should be to make it possible for every Jewish person, child or
aduit, to be exposed to the mystery and romance of Jewish history, to the
enthralling insights and special sensitivities of Jewish thought, to the
sanclity and symbolism of Jewish existence, and to the power and
profundity of Jewish faith. ... Education, in its broadest sense, will enable
young people to confront the secret of Jewish tenacity and existence, the
quality of Torah teaching which fascinates and attracts irresistibly. They
will then be able, even eager, to find their place in a creative and
constructive Jewish community.

Professor Isadore Twersky

A Time to Act, 1990

In pursuit of this lofty vision, the members of the Commission on Jewish Education in
North America asserted the primacy of two building blocks upon which action should
focus: "developing the profession of Jewish education and mobiiizing community
support to meet the needs and goals of Jewish education" (A Time to Act, 1990). Each
Jewish community in North America should be encouraged to develop and implement a
comprehensive plan for building the profession of Jewish education among its
educators and educational institutions. In order to begin moving along this path, it is
vital to know where one stands. A community's planning efforts should be informed by
an accurate knowledge of the strengths and weaknesses of its current educational
workforce.

The Module for the CIJE Study of Educators is a set of research instruments designed
to obtain information about the educators (both teachers and administrative/supervisory
personnel} working in the Jewish schools in your community. This information can help
in developing a comprehensive plan for building the profession of Jewish education in
your community. In using the Module for the CIJE Study of Educators, you can obtain
an accurate description of your current educational workforce, baseline data against
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which future change can be assessc. i, and a means by which to mobilize the
community in support of educational improvement.

The Module for the CIJE Study of Educators consists of two separate research
instruments: the ClJE Educators Survey and the CILJE Educators Interview. Each
instrument is accompanied by a guide, explaining its proper usage. The CIJE
Educators Survey is a questionnaire designed to collect quantitative information from
all of the educators (both teachers and administrative/supervisory personnel) working
in Jewish schools in your community. It consists of four general areas: Settings, Work
Experience, Training and Staff Development, and Background. The ClJE Educators
Interview is an in-depth interview process employing a series of questions and probes
(a protocol) designed to elicit in-depth information from a sample of educators working
in the Jewish schools in your community, concerning their professional lives as Jewish
educators. There are separate protocols for teachers and administrative/supervisory
personnel. Both protocols consist of six general areas: Background, Recruitment,
Training, Conditions of the Workplace, Career Rewards and Opportunities, and

Pro ssional Issues. The CIJE Eduycators Survey and the CIJE Educators Interview
can be used separately or in conjunction with each other to produce an accurate
description of your current educational workforce.

The Module for the CIJE Study of Educators was developed by the CIJE's Monitoring,

Evaluation and Feedback (MEF) Research Team, in cooperation with the three Lead
Communities of the CIJE (Atlanta, 3altimcre, and Milwaukee}. Both "~ truments were
field tested in these three commur.iiies in 1992-93. The CLJE Educaiurs Survey was
developed after reviewing earlier instruments that surveyed Jewish education, with
many questions adapted from The Los Angeles BJE Teacher Gensus (1990). The
information obtained in the field tests has been used to develop comprehensive plans
for building the profession in each community. Additionally, the information has been
used to prepare the CIJE's Policy Brief Background and Professional Training of
Teachers in Jewish Schools. This is the first of a series o be based on the data from
the three Lead Communities. Based upon these experiences, the MEF Research Team
revised the instruments and wrote the accompanying guides.

As communities begin to employ the Module for the CIJE Study of Educators in
studying their own Jewish educational workforce, the data obtained can become a
valuable contine. tal resource - providing an increasingly detziled picture of our
continental Jewish educational workforce and mobilizing national agencies in support
of communal efforts toward building the profession of Jewish education. Each
community is asked to provide a copy of the data obtained that they have acquired
using their version of the CIJE Educators Survey, to the CIJE in order to build a
continental data base. In addition, the Council for Initiatives in Jewish Education would
appreciate the ClJE being acknowledged in any reports or other materials that are
created through use of the Module for the CIJE Study of Educators.
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Council for Initiatives in Jewish Education

GUIDE TO THE EDUCATORS SURVEY

A. What is the C1JE Educators Survey?

The CIJE Educators Survey is a questionnaire designed to obtain information about the
educators (both teachers and administrative/supervisory personnel) working in the
Jewish schools in your community. The CIJE Educators Survey contains questions in
four general areas: Settings, Work Experience, Trainirg and Staff Development, and
Background. The CLJE Educators Survey, alone or in conjunction with the CIJE
Educators Interview, is designed to provide information that will help in building the
profession of Jewish education in your community. The CIJE Educators Survey will
also provide a baseline against which you can measure any changes that occur from
your efforts in this area.

B. Who completes the CIJE Educaiors Survey?

The questionnaire is to be completed by both the Judaic studies teachers and the
administrative/supervisory personnel in ALL of the Jewish schools (i.e., day schools,
supplementary schools, and pre-schools) in your community. Teachers and
administrative/supervisory personnel working in informal educational settings {(e.g.,
camps, youth groups) are excluded.

. If the school uses an "integrated curriculum”, all teachers and
administrative/supervisory personnel involved with the "integrated curriculum®
are to complete the questionnaire.

. in supplementary schools, all teachers and administrative/supervisory personnel
are to complete the questionnaire.

. Every principal or educational director in the Jewish schools is to complete the
questionnaire.

. Both Jewish and non-Jewish persons who fit the above criteria are to complete

the questionnaire.

. in day schools and pre-schools, faculty who do not teach any Judaic studies or
administrative/supervisory personnel who do not have any responsibility for the
Judaic studies program are NOT {o complete the questionnaire.
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C. How to administer the CIJE Educators Survey

The CIJE Educators Survey was administered initially in the three Lead Communities of
the Council for Initiatives in Jewish Education (Atlanta, Baltimore, and Milwaukee} in
1992-93. In total, 983 teachers responded out of a total population of 1192 in these
three communities. Obtaining such a high response rate (over 82%) was essential to
having the research findings be considered an accurate representation of the total
population of educators. The CIJE Educators Survey is intended to be administered to
all educators, not a sample. Therefore, it is vital that when administering the CIJE
Educators Survey in your community you obtain a similarly high re -ponse rate.

In order to achieve a high response rate, the following procedures should be followed:

1.

This survey process should be coordinated in advance with the principal of each
school.

The questionnaire is to be administered at faculty meetings in each school. The
educators are not permitted to take the questionnaire home. They must complete
it and return it during the faculty meeting. (One hour should be allocated for
completion of the questionnaire at each school.)

Principals or other administrative personnel are not to administer the
guestionnaire. It should be handed out and collected by persons designated for
this purpose (e.g., central agency personnel, graduate students, siv .y
coordinator). The principals and other administrative personnei are to complete
the questionnaire in a separate room, at the same time as the teachers.

Educators who were absent from the faculty meeting should receive the
questionnaire at home by mail, accompanied by a stamped, self-addressed
return envelope. The envelope should be addressed to the study coordinator,
not to the schooi or principal.

In order to be able to calculate your response rate and control the distribution of

the questionnaire, every questionnaire is to be coded BEFORE administering

them at the schools.

a. First, the study coordinator (or someone s/he assigns) should code the
boxes on the bottom of the last page of the survey with a two digit school
ID number (between 01 and 99) that specifically identifies each school.

b. Then, at each school, the person(s) in charge of administering the
questionnaire should code the same set of boxes with a two digit person
ID number (between 01 and 99). Unlike the school ID number, individual
educators are NOT to be identified by this number.
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D. Howdo ucators who work in more than one schoo 2s. wd  the questior.....re?

Educators who work in more than one school are to complete ONLY ONE
questionnaire. The person(s) in charge of administering the CIJE Educators Survey at
each school are to instruct those educators who already have completed a
guestionnaire to NOT complete another one.

It does not matter at which school an educator completes the questionnaire. In the CIJE
Educators Survey, there are questions which will ask them information about the other
school in which they work. (Since very few educators work in more than two schools,
these questions only ask them about the two schools in which they work the most
hours.)

E. Anchor ltems - Modifying the CIJE Educators Survey

In using the CIJE Educators Survey, questions may be added and some gquestions may
be modified to suit the particular needs and resources of your community. A number of
the questions in the CIJE Educators Survey are "ancher items." This means that they
address certain policy issues essential to building the profession of Jewish education in
ail kinds of communities. Data are or will be available on these items for many
communities, contributing to a continental data base. The CIJE hopes that all
community educator surveys will contain these anchor items.

The anchor items are:
Q1: Number of schools in which respondent works
Q3: Number of hours respondent works in each school
Q4: Years of experience in current school
Q6: Years of experience in the field of Jewish education
Q7: Affiliation of school(s)
Q9. Work settings
Q10: Position{s)
Q13: Salary
Q14: Benefits in first school:
¢. Continuing education
h. Health
i. Pension
Q15: Benefits in second school:
¢. Continuing education
h. Health
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Council For Initiatives In Jewish Education

EDUCATORS SURVEY

Dear Educator,

We appreciate your participation in this survey of educators in Jewish schools in this community.
By completing this survey, you and your colleagues can provide valuable information about the
professional lives, interests and needs of Jewish educators. The information coliected through
this survey will be used to make recommendations for the improvement of Jewish education in

your community and nationally.

On the pages that follow you will find many different questions about your work. There are
specific instructions for each question. Please answer each frankly. If you do not find the exact
answer that describes your situation or views, please select the one that comes closest to it.

RPlease feel free to add comments and explanations.

Your responses are confidential. The results will appear only in summary or statistical form so

that individuals cannot be identified.

Thank you very much for your participation and cooperation.




























































Council for Initiatives in Jewish Education

GUIDE TO THE CIJE EDUCATORS INTERVIEW

A. What is the CLJE Educators interview?

The CIJE Educators Interview is a research process by which in-depth information can
be obtained about the professional lives of educators (both teachers and
administrative/supervisory personnel} working in Jewish schools in your community.
The CIJE Ec" ~ators [nte~ -~ consists of two separate protocols to be used with
teachers and administrauvessupervisory personnel, respectively: the CIJE Educators
Interyview: Teachers Protocol and the CLJE Educators Interview: Administrators
Protocol. Each protocol contains a series of questions that can be asked during the
interviews and suggestive probes by which additional information can be elicited, in six
general areas: Background, Recruitment, Training, Conditions of the Workplace,
Career Satisfaction and Opportunities, and Professional Issues. The CIJE Educators
Interview, alone or in conjunction with the CIJE Educators Survey, is designed to
provide information that will help in building the profession of Jewish education in your
community.

B. Who participates in the CIJE Educators Interview?

The protocols are to be used with a SAMPLE of ELIGIBLE educators working in the
Jewish schools (i.e., day schools, supplementary schools, and pre-schools) in your
community. Educators working in informal educational settings (e.g., camps, youth
groups) are excluded.

. If the school uses an "integrated curriculum", all teachers and
administrative/supervisory personnel involved with the "integrated curriculum”
are eligible to be interviewed.

, In supplementary schools, all teachers and administrative/supervisory personnel
are eligible to be interviewed. ,

. Every principal or educational director in the Jewish schools is eligible to be
interviewed.

. Both Jewish and non-Jewish persons who fit the above criteria are eligible to be
interviewed.
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. In day schools and pre-schools, faculty who do not teach any Judaic studies or
administrative/supervisory personnel who do not have any responsibility for the
Judaic studies program are NOT eligible to be interviewed.

From the group of eligible educators, a REPRESENTATIVE sample is selected to be
interviewed. Separate samples for teachers and administrative/supervisory personnel
are selected. By obfaining a representative sample, it is more likely that the
information obtained through the interviews will be generalizable to and
"representative” of the total population of teachers or administrative/supervisory
parsonnel in the Jewish schools in your community. To be representative, the samples
should contain participants in proportions similar to the ratios that characterize the total
populations {for those characteristics that are deemed important). For example, if 40%
of the teachers in your community work in day schools, the sample of teachers should
contain approximately that proportion (40%) of day school teachers. Characteristics
that your community could consider to be important may include the type of setting (i.e.,
Cay school, Supplementary school, Pre-school, Aduit education), gender, experience in
Jewish education, and Jewish affiliation.

Ideally, to obtain a representative sample, participants should be selected randomly
from a complete list of the teachers and administrative/supervisory personnel working
in the Jewish schools in your community. If this method is not feasible, participants
may be selected through other methods such as nomination by the administrator of
each schcol. In addition, sr =cific participants may be selected based upon their
leadership, role in the community, or other characteristics. These targeted individuals
may be added to the sample, but this should be kept in mind when interpreting the
interview responses.

C. How to conduct the interviews

The interviews should take approximately 45 to 60 minutes. The interviews are fo be
audio taped and the tapes transcribed. At the beginning of each interview, the
interviewer is to inform the participants that their individual responses will be kept
conficantial and any use of quotes will be done anonymously.

Two separate protocols are provided to guide the interviews with teachers and
administrative/supervisory personnel. Each protocol contains a series of questions that
the interviewer can employ to gather information on particular topics, such as
experience, early Jewish education, relations with other teachers, frustrations and
rewards of teaching, etc. For several of the questions, probes are provided which can
assist the interviewer in eliciting additional information on a particular topic. The
protocols are offered as guides for conducting successful interviews. They were
developed for and successfully employed by the CLJE's three Lead Communities
(Atlanta, Baltimore, and Milwaukee) for their community studies of the educators in
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their Jewish schools. Some topics may be emphasized over others and additional
questions may be included on topics that are specific to the needs and resources of
your community.

It is very important to maintain the CONFIDENTIALITY and ANONYMITY of the
participant's responses. To achieve this, the tapes and transcriptions should not be
shared with any members of the community. Only a summary analysis of the
transcribed interviews should be provided to the community. In providing specific
information about participants (such as place of work, experience, Jewish affiliation,
etc.) or in using quotes, it is important not to reveal the identity of any participants. The
names of people or places may need to be changed and revealing phrases from within
quotes may need to be omitted. Finally, the interviews should be conducted in a

relatively private location, such as an empty classroom or office, or at the participant's
home.
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Council for Initiatives in Jewish Education

EDUCATORS INTERVIEW:
TEACHERS PROTOCOL

This interview protocol for teachers consists of six parts: background, recruitment,
training, conditions of the workplace (including salaries and benefits), career
satisfaction and opportunities, and professional issues (including professional growth
and empowerment). This interview protocol provides a series of introductory
statements and numbered questions designed to elicit information from the teachers
{being interviewed) about their professional life as a Jewish educator. The sentences
in italic, which may follow a question, specify the type of information desired and/or
suggest ways of probing for additional information.

A. Background

| would like to begin our interview with some questions about your background. To
begin,

1. 1 am interviewing you as a teacher of {[name of institution]. How many hours per
week do you work there? [Elicit the name of roles teacher has in this setting and
approximately how many hours are spent in each role. ]

2. How long have you been employed at [name of institution]?

3. Do you work in any other setting? [If yes, elicit kind of work and whether full-time or
part-time. For other jobs in Jewish seltings, e.g., tutonng, camp counseling, Shabbat
tefilah, etc., elicit number of hours per week for each.]

4. How long have you been involved in Jewish education? [Probe specifics, that is, in
what capacity, for how long, where, efc.]

5. Do you identify with any movements in Judaism? [If so, ask which one and ask if
teacher is affiliated with a synagogue.]
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B. Recruitment

My next few questions will focus on how you became a Jewish educator.

1. At what point did you make a definite decision to become a Jewish educator?
[Probe: What were the specific circumstances af the time? Get the year, place, efc.
If teacher says he or she always wanted to be a teacher, ask for earliest memory of
this desire.}

2. Wrat were the main attractions Jewish education held for you?

3. What people were influential in your decision to become a Jewish educator?

C. Training

The next set of questions will focus on your preparation to become an educator. | am
interested in areas of general instructional preparation and Jewish studies preparation.

1. What kind of Jewish ecucation did you receive as a young per.on outside your
family? [Elicit information on both formal and informal instruction. Get the amount of
time as well as the ages through high school }

2. Did you attend college after high school? [Elicit what school(s), where located, what
major(s), what degree(s) received.]

3. What types of Jewish educational experiences have you participated in since high
school? [Elicit what Jewish studies courses or degrees, Jewish education
certificates, etc. Probe as to what trips to Israel, study groups, JCC courses, etc.]

4. As you think about where you are as a Jewish educator, in what areas would you
like more preparation?
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9. Thinking of a typical week, how is your time divided among your professional
responsibilities?

E. Career Rewards and Opportunities

1. As far as you are concerned, what are the major satisfactions you receive as a
Jewish educator?

2. What rewards are available in a Jewish educational setting that may not be available
in others?

3. Looking ahead, what career opportunities do you see for yourself?

4. What career opportunities would you like to see made available to you? What is
standing in your way?

5. In what ways does your school and community recognize your work as an educator?

8. What things frustrate you in your work? What would need to happen to significantly
change this situation?

7. What circumstances would cause you to seriously consider quitting your job?
[Probe: Have you ever been tempted to leave? What were the circumstances?]

F. Professional Issues

1. What are you really trying to accomplish as an teacher?

2. In what ways do you model a Jewish life for your students?

3. Thinking about your school or program as a whole, what kinds of decisions do you

participate in? {Probe as to areas of curriculum, personnel, instruction, schoof policy,
and budget. Get specific examples.]
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. In what ways are you continuing to develop as a teacher? [Probe as to formal
courses, workshops, professional study groups, conversations, books and journals,
efc. Elicit what requirements are from school, community, and state.]

. Tell me about the three most beneficial professional development activities in which
you have participated. [Probe: In what ways were they beneficial? What qualities or
conditions made these aclivities particularly beneficial?]

. Thinking ahead three years, what would you like to know then that you do not know
now? [Elicit: How might he or she obfain this knowledge? Are there resources in the
community to achieve these goals?]
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Council for Initiatives in Jewish Education

EDUCATORS INTERVIEW:
ADMINISTRATORS PROTOCOL

This interview protocol for administrative/supervisory personnel consists of six parts:
background, recruitment, training, conditions of the workplace (including salaries and
benefits), career satisfaction and opportunities, and professional issues (including
professional growth and empowerment). This interview protocol provides a series of
introductory statements and numbered questions designed to elicit information from the
administrators (being interviewed) about their professional life as a Jewish educator.
The sentences in italic, which may follow a question, specify the type of information
desired and/or suggest ways of probing for additiona! information.

A. Background

| would like to begin our interview with some questions about your background. To
begin,

1. | am interviewing you as an administrator of [name of institution]). Are you contracted
as a full-time or part-time administrator? How many hours per week do you work
there as an administrator? [Elicit the name of roles administrator has in this setting
and approximately how many hours are spent in each role. If administrator is part-
time, how is this defined?]

2. How long have you been employed at [name of institution]?
3. Do you work in any other setting? [If yes, elicit kind of work and whether fufl-time or
part-time. For other jobs in Jewish seftings, e.g., tutoring, camp counseling, Shabbat

tefilah, etc., elicit number of hours per week for each.]

4. How long have you been involved in Jewish education? [Probe specifics, that is, in
what capacity, for how long, where, efc.]

5. Do you identify with any movements in Judaism? [If so, ask which one and ask if
administrator is affiliated with a synagogue.]
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B. Recruitment

My next few questions will focus on how you became a Jewish educator.

1. At what point did you make a definite decision to become a Jewish educator?
[Probe: What were the specific circumstances at the time? Get the year, place, efc.
If teacher says he or she always wanted fo be a feacher, ask for earliest memory of
this desire.]

2. What were the main attractions Jewish education held for you?

3. What people were influential in your decision to become a Jewish educator?

C. Training

The next set of questions will focus on your preparation to become an educator. | am
interested in areas of general instructional preparation and Jewish studies preparation.

1. What kind of Jewish education did you receive as a young person outside your
family? [Eficit information on both formal and informal instruction. Get the amount of
time as well as the ages through high school ]

2. Did you attend college after high school? [Elicit what school(s), where located, what
major(s), what degree(s) received. ]

3. What types of Jewish educational experiences have you participated in since high
school? [Elicit what Jewish studies courses or degrees, Jewish education
certificates, etc. Probe as to what trips to Israel, study groups, JCC courses, efc.]

4. As you think about where you are as a Jewish educator, in what areas would you
like more preparation?
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D. Conditions of the Workplace
The questions | will be asking next deal with your work here at [name of institution).
1. How did you secure your current job?

2. What advice did you receive when you began as an administrator there? [Probe:
Who gave the advice? Under what circumstances?]

3. Now I'd like to ask you about the people with whom you interact as an administrator.
For each of the categories | will name, please tell me to what extent and how you
interact:

. fellow administrators;

. teachers;

. rabbis;

. communal resource [i.e., central agency] people;
. federation personnel;

. school board or committee;

. others.

4. What kinds of scheduled, periodic gatherings, such as teachers' meetings, do you
participate in?

5. To what extent do you fell more or less free to do as you think best?

6. In what areas do you fell you should check with someone else before making a
decision?

7. What metaphor describes your relationship with your teaching staff? {Ask for
explanation of metaphor.}

8. Now [ would like to turn to some questions regarding your salary and any benefits
you may receive,

. What difference in your quality of life does your salary make? (Frobe: Is
administrator main family bread winner? How would life change if salary
is not avaifable?]

. What benefits do you receive?

. Do you receive any other perquisites as an educator, for example,
synagogue membership, JCC membership, and the like?
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. Thinking of a typical week, how is your time divided among your professionali
responsibilities?

Career Rewards and Opportunities

. As far as you are concerned, what are the major satisfactions you receive as a
Jewish educator?

. What rewards are available in a Jewish educational setting that may not be available
in others?

. Looking ahead, what career opportunities do you see for yourself?

. What career opportunities would you like to see made available to you? What is
standing in your way?

. In what ways does your school and community recognize your work as an educator?

. What things frustrate you in your work? What would need to happen to significantly
change this situation?

. What circumstances would cause you to seriously consider quitting your job?
[Probe: Have you ever been tempted to leave? What were the circumstances?]

. What aspects of your work deserve to be evaluated by others? How can this best be
accomplished to help you grow professionally?

Professional Issues
. What are you really trying to accomplish as an administrator?

. What changes have you made in your school's program? What changes are you
working on now?
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. In what ways do you model a Jewish life for your students?

. Thinking about your school or program as a whole, what kinds of decisions do you
participate in? [Probe as to areas of curriculum, personnel, instruction, school policy,
and budget. Get specific examples.]

. in what ways are you continuing to develop as an administrator? [Probe as fo formal
courses, workshops, professional study groups, conversations, books and journals,
etc. Elicit what requirements are from school, community, and state.]

. Tell me about the three most beneficial professional development activities in which
you have participated. [Probe. In what ways were they beneficial? What qualities or
conditions made these activities particularly beneficial?]

. Thinking ahead three years, what would you like to know then that you do not know
now? [Elicit: How might he or she obtain this knowledge? Are there resources in the
community to achieve these goals?]

. Besides teaching their classes, what expectations do you have of your faculty? Are
these expectations in the teachers' contracts? [Probe: How do teachers know these
expectations are being held for them?]
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DRAFT DRAFT DRAFT

GUIDELINES FOR CIJE AFFILIATED COMMUNITIES

PREFACE

CLIE is an independent organization dedicated to the revitalization of Jewish education across
North America through comprehensive, systemic reform. In November 1990, the Commission
on Jewish Education in North America released A Time to Act, a repoert calling for dramatic
change in the scope, standards, and the quality of Jewish education on this continent. It
concluded that — whatever the setting or age group — the revitalization of Jewish
education wi:l depend oo two essential tasks: 1) building the profession of Jewish
educarion; and 2) mebilizing community support for Jewish education. CUE was
established to mplement the Commission's conclusions.

Created as a catalyst for change, CIJE promotes reform by working in parmership with

individual communities, local federations and central agencies, continental oreanizations,
denominational movements, foundations, and educational institutions.

THE PARTNERSHIFP OF CIJE AND LOCAL COMMUNITIES

Structure and Process

CIE

CIJE will help onent communities’ educators and lay leaders to the purposes and importance
of CIJE's rationale This will include rationale for involvement in the CIJE Study of
Eduecators.

CIJE will provide ongoing consultation for communities in the areas of butlding the
profession of Jew  education and mobllizing community support for Jewish education.

CIIE will provide regular opportunities for its affiliated communities to network. This will
include sharing experiences and knowledge and leamning from outside experts.

CUE will provide community with "communication” support.

CIJE will help prepare local personnel to conduct program evaluation.

Communities

The CIJE project will be viewed as central to the mission and activities of the federation by
its professional, educational and lay leadership.

Communities will develop a cadre of lay leaders committed to Jewish educational issues.
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Communities will ensure that local educators play a sigmificant role in the planning and
implemnentation of the entire project.

Communpities will create a plan for a structure in the community to organize and direct the
project.

The plan will address:
a. issues of coordination with other agencies within the Federation (committees such as
planning and allocations, etc.)
b. agencies outside of Federation (e.g. synagogues, Central Agency for Jewish
Education, JCC, etc.),
¢. lay involvement, representation and structure (e.g. "wall to wall" coalition)

d. coordination with national organizations where appropriate {e.g. JESNA, JCCA,
denominational organizations, etc.)

Communities will designate a person to lead the process.
Person's responsibility will include:
a. managing the process
b: communicating the process and products appropriately throughout the “ommunity.

Communities will commit themselves to a process of ongoing evaluation of its educational
system, projects and outcomes.

_—-—-_—_-———_d

The CIJE Study of Educatars
CITE

CUE will provide a module to help communities implement a study of its educators
This may mean:

2. seminar describing implementaton of project

b. series of seminars on analyzing survey results

¢. serpinars on conducting and analyzing interview study

d. prepare local person to manage entire process.

Communities will conduct a study of its educators.

This means:
a. use CUE’s Study of Educators Module
b. contribution of findings to the CIJE national database
¢. designation of local person to lead this process.

M
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Personnel Action Plans

ClE

CUE will help communities develop a personnel action plan.
a. CITE will provide regular seminars to share provide expertise and
opportunities for networking.
b. CIJE will consult with community on the process and content of the
plan.

Compunities

Communities @il develop a persopmicl action pl..~ and a strategy for Lmplementing the plan.

The Goals Project

CIIE

CIJE wnll conduct a series of seminars around the issues of communal and insttutional goals

to help initiate and guide a goals process. CIJE will train goals coaches to facilitate this
process.

Communities

Communites will engage in the Goal's Project.
This may mean: )
2. engagement in searching for communal goals
b. seminars for leadership of educational institutions (synagogues, schools, JCC's)
about the goals of their institutions
c. individual ipstittions engaged in articulating their vision.

Ll

1
2
L
—
L1]
—

IPT0 98Il (1441es J0-Nar



Pilot Projects
CUE

CLIE will consult on a select number of pilot projects.
These projects must. '

a. beoriented toward one of the "building blocks"— 1) building the profession and 2)
mobilizing community support

b. have implications for adaptation and replication in other communities

c¢. have an evaluation component built into the project from the beginning,

Communiue

Communities will initiate a select number of pilot projects.

0 et . /P O£

The Best Practices Project
CIIE

CIJE will provide communities with results of its best practices projects and opportunities to
use these results with both Jay leaders and professiopals in a variety of settings.

==

Communities

Communities will create opparturuties for lay leaders and educators to learn about and use the
Best Practices Project.

May 31, 1995
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Te: Alan Hoffmann, Adam Gameran, llen Goldring, and Gail Dorph

From: Bill Rchinszson

Re: Conference <all of April 4th,

A. We focused opn the MEF work plan, as cutlined in Adam's memo of March
Bth,

educatisnal leaders.

3. The Module for The CIJE Study of Educators will be completed
(in draft form} and ready for presentation to the Board Steering
Committae at their meeting on April 26th (see below). As part of
this provess, Adam will identify anchor items in the CIJE
Educators Survey.

4. Whe~ner or not the other two Resear
and tea-re: in-gervice) will be done a

5. Concarning, the proposed MEF evalua
of trainers and training of geals coac
information from the NY staff and DPan
regarding the objectives of the progra
where they wlll be taking place.

6. Alan stated that in his conversatio

expresscd excitement about the idea of

The nex* step will be te obtain Board

woman wha would ke perfect for the position of administrator of
this project, but she is more interested in conducting evaluation
than doing administration. Alan will continue to leck

time administrater to coordinate the proposed Evaluati

Institu-e.

7. MEF sarould move ahead with thinking about how to do research on
informal education.

8. Alan expressed his concern about the <ost of a CIJE seminar 11
Jerusaler to discuss "what we have learned from three years of
MEF". U= will consider ways to do this less expensively. He
suggestea the possibility of Adam, Ellen, Annette and himself
meeting :n Jerusalem to develop briefing papers for the envisicned
new acaslemic¢ advisory committee of the whole CIJE e below). Tt
four would design a mini-conference on what we have learned for
people wro know very little about the CIJE (i.e., the new academic

a2
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advisory committee - as a means of bringing them up to speed;,

B. We discussed the upcoming Board Steering Committee meeting and the
meeting of the Board Subcommittee on Research and Evaluation.

1. It was decided that Adam/Ellen will present a few "nuggets"
from the educaticnal leaders data at both meetings.

2. It was also decided that Adam/Ellen will present (a draft of)
the Module for The CIJE Study of Educateors at both meetings.

3. Tt was also decided that the concept of the Evaluation
Institute would be presented and discussed at both meetings. The
Steering Committee will be asked to make a decision on whether
CIJE should go ahead with this project. It was not decided who
would present this to the Steering Committee.

4. Adam & Ellen wWill compose a letter to be sent to the Board
Subcommittee on Research and Evaluation from Esther Leah Ritz that
outlines what will be discussed at the meeting, as well as a two
page memo cdetailing what MEF has done since the last Board
Subcommittee meeting and what MEF is currently engaged in. Either
Adam or Ginny will contact Esther to obtain her consent to compose
and distribute the letter and memo.

C. Cther

1. Alan authorized the purchase of a software program and a manual
{cest of approximately $100) to be used by MEF for producing the
Module for The CIJE Study of Educators.

Z. Alan mentioned that a new academic advisory committee may be
formed whore domain would encompass the whole CIJE {as opposed to
just the MEF). A tentative idea is to have this academic advisory
committee meeb for two days in Qctober <f 1995. Ellen and Adam
suggested Sus.  Stedolsky as a possible member of this new
committee. She's a published educatienal researcher {(Universits
Chicageo Fress}, with expertise in program evaluation {qualitat:
and mixed methodolegies) and as a content specialist (social
science and mathematics). she's also Jewish,.

3. Conference calls with Alan, Gail, Adam, Ellen, and Bill will be
a regular cccurrence, scheduled to take place approximately every
other week. However, the next conference call will be on Tuesday,
April llrh at 8:00 a.m. Central Time. Debra will coordinate the
call. Among the agenda items will be the MEF evaluation of the
CIJE's own work {(i.e., training of trainers and training of goals
coaches', and the "talking points” for presentation of the
proposed Evaluation Institute to the Board Steering Committee.
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To: Alan Hoftmanr, Adam Gamoran, Ellen Goldric Gl Dorph and Debra Permin
From: Bill Robinson

Re: Conterence call of Apnl 11th.

A Informal educatior.

1. We brially cisc uased some ol the iasues involved in doing research on informal

education.
Is "building the prolession" an appropriate building block for informal education?

Are iszues of access and Jewish program content more important?

A:e iszues ol content intrinsically tied to 13sues of personnel?

Should we focus on educational leaders i informal settings, as opposed to
aeducalors?

<. Then, we discussed how to raise the issue of raseqich on informal education with the
Board Steering Commitiee. It was decided that the issue was too complicated for an
open-ended discussion. Instead, we decided to inform the Steering Committas (and the
Board Subcornmittee on Research & Evaluation?) that the CIIE stalf wilt discuss this
issue at their stalf meeting in the aftemoon.

B. The MEF presentatien to the Steering Committee:

. The *ccmparability of data” issue will be addresses when the Module 1s discussed.

2. The agenda
a. Edurational Leaders Data (10 15 minute presentation)

E. Towards an Evaluation Capacity
- the Module for The CIJE Study of Educators (10 minute presentation)

- Evaluation Institute (briet presentation}

3. Each part ol the agenda will be followed by a discussion. The whole section will be
allocated zne hour.

C. MEF report to the Board

1. It was decided that Gail would make the needed changes to Adam’s written report to
the Board on the activities of the MEF. These changes were discussed.

D. MEF work plar.

1. The work phin matrie waa reviewed briefly. It was affirmed that Gal owes MEF a
discussion »n ‘Evaluation of trairung trainers” (2. 1). It was affirmed that Barry and Dan
owes ME!} a1 discussion on “Evaluation of training goals coaches® (2.2). Alan said that he
would be talking with Annette on Taking Stock of CIIE in the Lead Communities” (2.3).

ad
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2. It was decided that the matnix would niot be presented 1o the Board Subcommittee on
Hesearch and Evaluation.

3. We discuased the poesibility of the research poper on "levers for upgrading in-servie:
education” (3,1) becoming a policy brief. This will be explored.

4. We discuased the propoeed research papers on “teacher power” and "in-service
tratning” 13.2). Alon decided to commission Julie and Raberta to write them. [t was
thought that each paper should have an introduction on what is CIJE and on the nature
ol in-semnce training, as well as a more developed discussion on power. Alsoc, the
papers should dea! with the policy implications of the research, to whatever degree that
is possible. Additionally, it was suggested that Nessa work with themn {specifically, on
the introductory par  about CIJE & in-service trairing). Alan will talk with Sheila Allenick
on quthorizing the funding for this. He thinks that this will not be a problem. Adam wAll
talk with {ulie 7nd Roberta to get thelt commitment and o set forth the expectations of
the proje<i.

5. Adam has teen in contact with Bob Tommen, as well as Julie and Roberla, concerning
the latter'a research proposal for Cleveland, As revised, Julie and Boberta wili engage i+
a survey of intormal and formal educators, and evaluate Clevsland's four programs.
Adam wil. e-mail o more complete discussion of ths.

09
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Dats: Thu, 04 May 1895 14:47:00 -800

From: "Dan Pekarsky" <pekarsky@mail.soemadison.wisc.edu>
Reply-To: pekarsky@mall.soamadison,wisc.edu

Subject: Revised Plan

To: 73321.1221@CompuSarve.Com, ALANHOF@vms.huji.ac.ii
CC: Pekarsky@mall.scemadiscn.wisc.edu

X-Gateway: |Gats, (WP Office) vers 4.04b - 1022
MIME-Version; 1.0

Contant-Type: multipart/mixad; BOUNDARY=BoUnD_8KcZuX86QvYViGo21ad2293

—BoUnD_BKeZuX88QvYViGo2iad2293
Content-Type: TEXT/PLAIN; Charsst=US-ASCII
Content-Transfer-Enceding: 7BIT

Attachad is a report summarizing our discusslon, including my efforts
to frame critical issuas that need to be considerad as we raview the
plan we began developing yesterday. | ilke the diraction of the

plan; the enly real question in my mind ia wheather we be wise
defarring the seminar aven beyond January. The fext will suggest
some of the considerations behind this question. Whether or nat they
phrova merltorlous, | wili faal better knew that wa've congiderad

them.

Sorry for the length of the document. | suspect that, for its
contant, it could be ahortsr, but | think it wiser to send it aleng
than to werk on it.

DP

—BoUnD_BKcZuXB8QvYWIGo2fag2293

Content-Type: APPLICATION/OCTET-STREAM; name="RECONDS"
Content-Transfer-Enceding: 7BIT

TOWARDS A RECONCEPTUALIZATION OF EFFORT TO DEVELOP COACHES
~SUMMARY OF HOFFMANN/HOLTZ/PEKARSKY TELECONFERENCE, MAY 3, 19495
(Interspersed with some of Pekareky's raflections that attsmpt to

frama some of the issues)

Intreductlon. I'm not sure that this discussion is sequenced
as well ag it might be ~ but | felt the need to get this out to
you a8 soon as possible. in the first part of the discussion, |
discuss the concerng that gave rise to our conversation yesterday
and to the effort to develop a reconstituted plan. In this first
“Background” saction and ths sectlon under the heading of
"readiness” | try to skatch out the central issués that have given
rise to thia situation and that need to be given thought to as we
raview the wisdom of the reconstituted plan we began devaioping
yssterday and that 've sketchsd out In the last part of the
document.

One last comment: while the discuasion balow addresses the
"Coaches-question,” it doasn't discuss a matter that we readily
agread on In our conversation: the imperative need to devalop more

Tar — 5 emda L Eaaean
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effective and ongeing communication with our partners in Jerusalem.
t would probably be wise for us to move beyond agreement at a
general level and to consider concrete mechani. s for sing this.

Background. Our conversation was prompted by strong concerns
emanating from Seymour Fox in Jerusalem conceming the wisdom of
the kind of seminar for potential acachea that we have besn in the
process of pianning. Seymour had expressed his concarns to
Pekarsky the night bafora and more briefly to Hoffmann in the
morning prior 1o our cohversation. Hoffmann and Fox have a longer
convaraation planned for Sunday, o bs followed up by another
Hoffmann/Hoiz/Pekarsky confersnce call next Tusaday (2 pm
Pekargky's tima). Though final decisions wili await that
conversation, we were abla to make some tentative declslons In tha
meantime, and these will ba summarized below - after a dlacusslon
of the Issues.

Seymour's cancerns ware of two kinds: first, he had some
goubts concarning the aptitude or readiness of many of thase we
were hoping to invite for the work we envisioned; second, he was
concernad that we don't yet know anough about the work of coachas
and the coaching-process to enter into a process of training them.
For thesa two reasons, ha felt that the kind of seminar we had in
mind was eariously premature and would ultimately undermins the
effectiveness of the entire effort.

Whan | responded to Seymour that we knew that we were still at
& very formative stage in our understanding of the coaching-
process, and that our sense was that through the projected aummar
seminar we would further develop our ideas, he expressed skepticism
concerning whethar the people on our liat wera the right people if
our alm was to deapen our understanding of coaching.

As | understand it, hie view la that at this stage we should
do the following: 1) hold a aeminer this surmmer for a very small -
and ellts - group of individuals with whom we can jointly develop
and refine our ideas about tha nature and practice of what we've
been calling coaching; and that, following this, 2) one or two "in-
house" individuals, most likely Pekarsky and Marom, would enter
into coaching-relationghips with a very few institutions ag a way
of teating, refining, and adding to the understandings arrived at
in the course of our study and discuasion through the summer. The
combination of 1) and 2) might put us in a position In which we are
ready to move ahaad with tha cultivation of coachas, assuming a
suitable clientele.

On "readiness". Without commentlng right now about whether |
think Seymour Is right about our readiness to proceed, | want to
reitarate here what | sald when we apoks about "readiness”,
Whether or not we are“ready” to traln coaches and eend them into
the field has to do not just with how much knowledge and know-how
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institutions in the near term might lead us o be viewed as
delivering too Iittle after all the bulld-up In Jerusalem and

beyond concd.,...ng the Geals Projact. While | don'{  this ant
want to comment on whether this is in the end a corract judgment,
| do want to indicate some counter-arguments for which, as | notad

when we talked, | have considerable sympathy (especizlly b., ¢c.,
and d.)

a. as noted abaove, If thers is real doubt about whether
we know snough to do fruitful work, thie is of decisive
importance: delivering too little is better than

delivering a lot badly and In ways that give us a bad
name. More generally, we shouldn't underestimate the
newness and the difficulty of what we're attempting and
the importance of giving ourselves time to develop a
quaslity product.

b, it's not as though institutions are knocking at our

door, demanding that we comes through with coachas. We're
still at a stage of trying to locate appropriate

institutions. So there may not be a question of
disappointing the field, In fact, we do not yet know

whether there will - In the near future, anyway - many
Institutions that want to go beyand the seminar-stage

with us, or that we will feel good enough about to

procead with;

¢. two or so serious coaching efforts, carefully
undertaken, studied, and publicized as pioneering and
- thoughtfully conceived building capacity efforts, could
from a PR and from other vantage points, do us a lot of
goed and undercut any "They're doing nothing!" view;

d. The Goals Project is projected in any case to be very
actively involved along other dimensions (to which we
need to pay attention soon): namely, the development of
goals-seminars — communal, regional, natlonal, or sise
tailored to particular audiencas (like the Day Scheool or
JCC communities). Similarly, we might conceivably be
meaningfully involved with the Wexner folks -- and
perhape we'll be flashing out some of the stuff on
"community vision".

Such considerations lead to the view that if we think & "Go slower”
approach makes good sensa from the standpoint of the development of
the project's knowledge-base, we would not be in political irouble

for riding with this judgment: if we suitably publicize what we are

doing and frama it in the right way, we are unlikely to ba

perceived as unproductive. From thie perspactive, we need not be
damaged by a launch that Ias even slower than the one we discussed
yesterday.

L P i RO
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THE RECONSTITUTED PLAN DISCUSBED ATOURM ING

The foregoing indicates questions that nesd to be sarioualy
considered as we review any proposed plan, ingluding the plan we
gravitated towards and agresd 1o give thought to ovar the next few
days. This plan reflacts the ahared sense in our conversation that
there may well be wisdom In Seymour's observations, as wall as our !
bailef that nothing good will come of getting smbattled around / / \/\
this. The Importance of maintaining the bonds of the CIJE/Mandal ' ’ M}
inatitute community of apirit and affort saslly over-rides whatever ' /
smbarrassment we might suffer for deferring the summer's seminar.
The plan is an attempt to stesr a courge that takes into account
Seymour's concerns and other relevant considerations, political and
otherwise. Whether it does so adequately is what wa should think
through over the naxt few days; and | hape the praceding sections
of this raport will suggsst relevant considerations.

THE PLAN
1. A summer seminar (at a time that will accommodate the W
partlclpants) aimad at a much-narrowed ¢lisntsls: CIJE's core- i

staff, Seymour, Daniel Marom, if possible, Schefflar, and perhaps \-.Q’U‘/jj W
ane or mora of the following: Gerstsin; Toran; Bemie Steinberg; an

exceptionally thoughtful and otherwise appropriate Day School
director (ke Jash); an appropriate Congregational Schoo! director
(I still would ride with Kyla). It would be important for Pekarsky

io spend a day or two prior {o the seminar meeting with those who
are new to the Goals Project aganda.

This would be a back-stage seminar where wa could seriously wrastle
with and deepen our understanding of what the work is about and
about the way to approach it. The rationale for Including the two \
Schooi Directors is that thay would keep us connectad to \
Inatitutional realtties and complexities. Steinbarg and Toren, in

additlon to having a searious philosophical bent, know JCCs well and

in the caae of Toran (at least one central agenay).

2. Other individuais that we've informally invited to our geminar
would be informed that the seminar has bean deferred. The initial
suggestion is that the defarral be uniil January - though this is

a matter that may nesd more discuseion. Alan's suggestion is that
wa level with them and the {eli them that, on considaration, we

fait that we would be more effective with them If we deferred and
did some mora praliminary conceptual and field work.

3. Between the summer and the winter seminar, Pekarsky and Marom
would do some coaching In [nstitutions. They would keep a careful
record of how they proceaded and what thay were learning.

4. The winter seminar would bulld on what we now know and on what
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we wlll have laarmsd through the summer seminar and the
institution-based work in the fall (which form tha basis for
something ke case-studies to be drawn on in the seminar).

5. The winter-seminar would provide us with 2 basis for determining
who among the Invitees seems promieing as a coach. By then, with
the JCC seminar planned for October behind us, we mayba In a
position to be begin assigning a faw individuals to one or more
Institutions, baeing very careful not to select anyone in whom we
don' have genuine confidence, and also not to pick an institution
where the chance of anything meaningful happening la silm. The
latter is ag important as the formar.

(8. Through continuing field work In the spring, we wouid contlnue
refining our knowledge-base and our know-how and shouid parhaps be
thinking of a summer workshop a year from now to move tha work
further along.)
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Council for Initiatives in
Jewish Education

15 East 26th Sireet
New York, NY 10010
212-532-2360
Fax: 212-532-2646

FAX TRANSMISSION COVER SHEET

Date: May 12, 1995

To: Seymour Fox
Fax: Mandel Instituge
Re: Weekly Telecon

Sender:  Debra Perrin

YOU SHOULD RECEIVE [ PAGE(S), INCLUDING THIS COVER SHEET. IF
YOU DO NOT RECEIVE ALL THE PAGES, PLEASE CALL 212-532-2360.

Dear Seymour,

Alan asked that I fax you to let you know that he will not be available for your
weekiy telecon next Wednesday. At 3:00pm Israel tirne Alan will be flying to the
West Coast for a three day tour of Seattle, San Francisco, and Stanford. He would,
however, like to reschedule your telecon for either Tuesday between 5:00pm and
9:00pm Israel time, or Wednesday at 6:00pm Israel ime. Please fax me at your
earliest convenience to let me know which of these times would work for you.

Thank yo

Debra Perrin

ALnt sAn. AL Moty
non A fHran (IMTles 1w
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BACKGROUND AND TRAINING OF TEACHERS IN JEWISH SCHOOLS:
CURRENT STATUS AND LEVERS FOR CHANGE

"A new two-year study of Jewish educators in three North American comntunities offers a
striking assessment of teachers’ preparation and professional development in day schools,
supplementary schools, and pre-schools.” --- CUE Policy Brief

Recent research at the Council for Initiatives in Jewish Education (CIJE) shows that
only a small proportion of teachers in Jewish schools in three communities are professionally
trained in both Jewish studies and in the field of education. This paper presents and extends
selected findings from the CLJE research. In addition, it moves beyond findings that have
been made public thus far by exploring mechanisms that may raise standards tor in-service

_
teacher training in Jewish schools. These levers include state licensing requirements for pre- [/
schools, state requirements for continuing education among professionally-trained teachers,
and federation-led standards for training of supplementary teachers. -
Conceptual Framework

In 1991 the Commission on Jewish Education in North America released A Time 1o
Act, a report on the status and prospects of Jewish education. The report concluded that
building the profession of Jewish education (along with mobilizing community support for
education) is essential for improving teaching and learning in Jewish schools. This
conclusion rested on the best available assessment of the field at that time: "well-trained and
dedicated educators are needed for every area of Jewish education....to motivate and engage

children and their parents [and] to create the necessary educational materials and methods"

(1991, p.49). In response, the Commission crealed the CIJE, whose mandate includes



establishing three lead communities in North America, and working with these communities
to serve as demonstration sites for improving Jewish education.
What is the current state of the profession of Jewish education in these communities?

What mechanisms are available to improve it, and how will we know whether improvement

]

in the profession training of teachers fosters better teaching and learning? These questions "~

b.'-*'.. 1
G
cannot be addressed fully -- in particular, no dafa are available on the links between training, A

teaching, and learning -- but the current paper makes a start, focusing on the current
situation and potential levers for change.
Data and Methods

Data from this paper are drawn from two data sources: A survey of teachers and a
series of interviews with teachers and other educators. All Judaica teachers in day schools,
supplementary schools, and pre-schools were asked {0 respond lo the survey, and a response
rate of 82% (983/1192 teachers in total} was obtained. Formal in-depth interviews were
carried out with 125 educators, including teachers and education directors of day schools,
supplementary schools, and pre-schools, as well as central agency slatl and Jewish educators
in higher education. The survey and interviews covered a wide variety of issues, such as
teachers’ background and training, earnings and benefits, and careers of Jewish educators.
Only matters of background and formal training are addressed in this paper.

We define training in education as a university or teachers’ institute degree in
education. We define training in Jewish studies as a college or seminary degree in
education, or as certification in Jewish education. Information on these items were derived

from survey responses. We also relied on survey data to indicate how much in-service

Tw



training teachers had received in the recent past. Information from interviews helped us
understand the survey findings more thoroughly, and helped us frame our analytic questions
more etfectively.

For the most part, we combine data from all three communities for our survey
analyses. Despite some differences between communities, on the whole the results were far
more similar than they were different. Also, our results are largely consistent with surveys
carried out in other communities, where comparable data are available. Moreover, in this
paper we will explicitly examine some of the more salient differences across communities.
Finally, whereas the data will mainly be aggregated across communities, we will generally
break down the data by setting: day school, supplementary school, and pre-school.

Results

First we present descriptive information on teachers’ professional backgrounds in
education and Judaica. Then we examine possible mechanisms for raising levels of in-
service education in Jewish education.

Descrintive Results

What sort of professional training in Jewish education characterizes teachers in the
three communities? Overall, Table 1 shows that only 19% of teachers in Jewish schools are
formally trained in both education and in Jewish studies. Thirty-five percent were trained in
education but not Jewish studies, and another 12% were trained in Jewish studies but not
education. This leaves a significant minority -- 34% -- with no formal preparation in either
fieid. Table | further shows, not surprisingly, that day school teachers have more training in

Jewish studies than teachers in other schools, and that day school and pre-school teachers






(2) State requirements for continuing professional growth. The communities we
studied are located in three different states. Two of the states have set a mandatory
number of hours in workshop training for relicensing of teachers. (These standards far
exceed those obtained by the average teacher in Jewish schools.) The third state has
no such mandate. Are Judaica teachers in Jewish schools responsive to these
mandates? In addition to comparing workshops attended for teachers in states that do
and do not have mandates, we will examine patterns of workshops attended by
teachers who are and are not already professionally trained. One would expect such
teachers to be more sensitive to state mandates. If this finding emerges, we will be in
position to argue that in states with in-service mandates, seeking certified teachers
would raise not only background but in-service standards. In addition, this finding
would strengthen the argument that it is possible to influence teachers in Jewish
schools through secular requirements.

(3) Federation standards for supplementary teachers. In one community, but not the
other two, federation policy requires supplementary school teachers to attend a
minimum of three in-service workshops per year. How does the frequency of in-
service in this community compare to that of the others, in supplementary schools? [f
it is higher, one may use this conclusion, admittedly speculative since it is may be
confounded with other between-community differences, to argue that centralized
mandates may stimulate more in-service in certain contexts.

Significance

The CIJE’s ultimate hypothesis is that building Jewish education as a profession is

critical for improving teaching and learning in Jewish education. This paper does not answer

that question, but it addresses two crucial concerns along the way: What is the state of the

profession? What can be done to improve it? By exploring three potential avenues for

reform, we are furthering the broader endeavor.



Table I. Professional Training of Teachers in Jewish Schools

Day Supplementary Pre- All
School School School Schools
Trained in Education
and Jewish Studies 35% i13% 9% 19%
Trained in Education Only 24% 32% 50% 35%
Trained in Jewish Studies Only 25% 11% 3% 12%
Trained in Neither Education 16% 44 % 38% 34%

Nor Jewish Studies

Table 2. Average Number of Workshops Attended by Teachers in Jewish Schools

Average Number of Workshops Attended
in the Past Two Years

Day Schools 38
Supplementary Schools 4.4
Pre-Schools 6.2
All Schools 4.8

Note: Figures include only those teachers who said they were required to attend workshops,
and exclude first-year teachers.
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With respect to planning of the 1995 General Assembly, it was noted that CIJE is
actively involved and that there will be a report at the next Steering Committee meeting.

CIJE UPDATE

Alan Hoffmann brought the Steering Committee up to date on work undertaken by CIJE.

A Building the Profession

1.

Work is proceeding in the area of building capacity for trainers of
congregational schools. (This is being funded, in part, by a grant from the
Nathan Cummings Foundation). Staff recently held a two day very high
level consultation with an advisory group to develop a curriculum for the
project of training teacher trainers. A first seminar is planned for early
August in Cleveland and will meet again throughout 95-96. Teams have
been invited to participate from the Lead Communities as well as the four
additional communities with which CHJE is working. It seems that the
desired maximum of twenty participanis will be easily reached.

Discussions have been held with the President of Brandeis University
regarding the expansion of the University's mission far Jewish education.
Joe Reimer is preparing a proposal which will create a planning group of
university faculty and lay members with CIJE as active consultant to the
process.

CILJE staff have met twice in the past months with the presidents of the
five regional Colleges of Jewish studies, They have discussed the role
that these institutions might take in building capacity for Jewish
education, particularly in the area of in-service training. As a result of
initial discussions, CIJE staff were invited to visit the five institutions for a
better understanding of how we might work together. Many issues
remain open for further discussion about how the regional institutions can
serve capacity building for much of North America. This was a topic on
the agenda of today’s meeting.

B. Community Mobilization

1.

CIJE has completed an important piece of planning with the Wexner
Heritage Foundation. The result is that the annual retreat of all Wexner
alummni will convene to discuss what works in Jewish education and what
alumni of the program can do in their local communities to have maximum
impact. As the Wexner program recruits lay leaders in new communities,
CIJE will participate in the program in presenting the central issues of
Jewish education to participants.

Chuck Ratner, Steve Hoffman, Alan Hoffmann, and Nessa Rapoport met
recently to articulate issues on community mobilization for discussion at
the August meeting of the Steering Committee.
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Assignment

Assignment

Initial steps have been taken to expand ClJE's work to include Cleveland,
Hartford, San Francisco, and Seattle. This was reported on later in the
meeting.

JESNA and CLIJE are working with CJF to provide support for the new
Standing Committee on Jewish Continuity to be chaired by Chuck Ratner.
Work is underway to find someone to staff the committee. It was
suggested that JCCA be involved in this committee’s work, as well.

Monitoring Evaluation and Feedback

1.

Adam Gamoran is scheduled to present a paper at Stanford University on
levers for change in in-service training, based on the educators study data.

Initial discussions have been held on conceptualizing informal Jewish
education. This will serve as the basis for a diagnostic profile of informal
education. It was suggested that the definition of the field will be difficuit
to determine and that MEF should reconsider the degree to which this
should be an urgent priority.

A report has been drafted on the study of educational leaders and will be
circulated before the next meeting of the Steering Committee.

Content and Program

1.

Barry Holtz and Steve Cohen have completed the first draft of the paper
on Best Practices in JCC's. It should be ready for distribution by August.

V. BEGIONAL TRAINING CAPACITY

A,

The chair introduced Professor Walter Ackerman, author of the original paper for
the Commission on Jewish Education in North America on “The Structure of
Jewish Education,” and consultant with CIJE for the past year. Walter thanked
CIJE for the opportunity to continue his study of the structure of Jewish
education during the past year. His paper “Reforming Jewish Education™ is an
attempt to identify what is now happening structurally in Jewish Education. He
noted three primary findings which update his original research:

1.

The fact that a community has convened a cammission on Jewish
continuity does not necessarily mean that change will occur or have
occurred.

Foundations have emerged as significant players in Jewish communal life.
One result has been to raise new issues of coordination and control.
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3. The involvement of teacher training institutions in the effort to improve
the quality of Jewish education is a departure from earlier thinking on the
role of these institutions.
B. Walter noted that this third point led to his second paper on “Building the

Profession: In-Service Training” in which he recommends that regional colleges
of Jewish studies be tapped to develop and disseminate pregrams of in-service
training. [n order to maximize our resources, local federations and bureaus of
Jewish education should also work in concert with the colleges of Jewish studies
to design a framework for in-service training of Jewish educators.

He noted that ceolleges of Jewish studies have very limited faculty resources and
that it would be difficult to imagine adding a major componeant such as in-service
education without rethinking traditional approaches to faculty involvement and
development. If a college could become a regional, rather than local, training
institution, it might identify experts in other communities who could serve in an
adjunct role from their own home sites. In addition, the five colleges might be
encouraged to work cooperatively in the development of curriculum and sharing
of faculty to create a national program of in-service training. One approach might
be to follow the model of the Open University of Israel, where students do the
majority of their work at home and periodically gather at tutorial centers.

In the discussion that followed it was suggested that should we move to a
national model, it would be important to keep in mind that implementation would
still have to occur at the local level. It will be crucial to encourage federations
and synagogues to work together.

It was suggested that it would be important to include in rabbinical training a
focus on the centrality of Jewish education. Walter Ackerman noted that he had
discussed with lsmar Schorsch the possibility of applying some of the recent
major grant to JTS to the training of rabbinical students in this area.

It was suggested that thus far CIJE has undertaken work on both the local and
national levels, and that we should think also of a region as the unit of planning.
We will have to consider the feasibility of this approach. It was suggested that
regicnalization may be a good approach on one level, but that it will be very
difficult to gain consensus among both the fay and professional leaders from
different communities.

It was also noted that the concept of “distance learning” couid change the entire
picture as we might involve such additional resources as the national training
institutions and the Melton Centre in Jerusalem. It will be important to study the
feasibility, costs, and applications of such an approach.

It was suggested that the Judaic studies programs at major secular universities
may also contribute to this effort. There is value to building a Jewish education
component on the basis of a strong program of general education. At the very
least, we might look for ways to draw on the scholars at secular universities to
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join our national network of participants in the training of Jewish educators. The
perceived quality of faculty at some of the major universities could bring added
prestige that would not come as readily from the colleges of Jewish studies, [t
may be that Brandeis University is in the best position to bridge these important
issues.

In conclusion it was noted that the issue of invelving regionail versus national
institutions is an important one and will need to be considered further.

V. EVALUATION INSTITUTE

Adam Gamoran presented a draft proposal on the establishment of a CIJE evaluation
institute. He noted that the concept is based on recommendations of CIJE board
members Esther Leah Ritz and David Hirschhern to develop capacity for evaluation of
Jewish education efforts in all communities. The purpose of evaluation is to: 1) Help
programs to succeed, 2} determine whether a program is sufficiently successful to be
continued, and 3} identify elements of a program which work and how, so that
successes may be replicated elsewhere.

He noted that communities working with CIJE have become convinced of the
importance of evaluation and that funding for new programs in those communities
generally includes a demand for evaluation. Nonetheless, communities are discovering
that they lack the time, that evaluation may lead to undesired conflict, but most
importantly that the necessary personnel are not available to perform the desired
evaluation. The proposed Evaluation Institute would be designed to respond to these
issues and many communities have expressed an interest in its establishment.

The Institute would be a national training instizute which would offer a series of
seminars in three area over the course of a 12 - 18 month program:

A. The Purpose and Possibilities of Evaluation is a series intended for a federation

professional and a lay leader from each community and would provide local
champions for evaluation.

B. Evaluation in the Context of Jewish Education would be a series to work with
local experts in general evaluation selected by communities and prepare them to
work in a particular community on the evaluation of Jewish education programs.
It would create a resident “evaluation expert” for a community.

C. Nuts and Bolts of Evaluation in Jewish education would be a seminar to train
those individuals who would actually undertake the hands-on process of

evaluation.

The Institute would be staffed by a director {perhaps on a half-time basis) who would be
responsible for designing the content and bringing together various experts to provide
the instruction. Because of the degree of overlap among the three subject areas,
seminars might occasionaily be heid together so that each group is aware of what the
others are doing.
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In the discussion that followed, it was noted that JESNA is working on the design of a
program to train evaluation personnel. Jon Woocher and Alan Hoffmann are discussing
a collaborative approach. It was suggested that this is an area which foundations may
be interested in supporting.

It was suggested that communities might begin this process by undertaking a self study.
Then, to alleviate somewhat the capacity issue, we might develop a cadre of national or
regional evaluators available to work with a number of communities. It was noted that
the regional concept bears consideration, but that we may find that explicit community
sponsorship is necessary to guarantee the training of an evaluator.

In response to a comment that an evaluator funded by and reporting to a community
runs the risk of pressure not to deliver bad news, it was suggested that all involved will
have to be convinced that the delivery of bad as well as good news is important to the
long-term success of an undertaking. This will be facilitated by the way in which CIJE
introduces the concept to participants and CIJE's own “modeling” in its community
work.

It was suggested that quality control of building the evaluation process for CIJE will
have to be undertaken by the MEF team.

GUIDELINES FOR ClJE AFFILIATED COMMUNITIES

Gail Dorph reviewed with the Steering Committee a second draft of a document entitled
*Guidelines for CIJE Affiliated Communities.” She noted that the document reflects
what we have learned with the three lead communities and what we want to see
happen as we move ahead with the establishment of relationships with other
communities. With this in mind, the staff has worked with future potential affiliated
communities to develop a set of guidelines for establishing a relationship. It appears
that those communities are looking to CLJE for a much more hands-on relationship than
it is felt CIJE can manage at present. Communities are looking for assistance with both
conceptualizing and implementing new approaches.

One possible approach is to establish a shared commitment to a set of principles, as has
been done with the Coalition of Essential Schools. Gail reviewed a recent article which
mentioned some pitfalls in this approach. She concluded by asking the Steering
Committee for thoughts on how to proceed in the development of guidelines.

In the discussion that followed, it was suggested that CIJE should decide which
elements of the work with lead communities bas met our goals and then proceed to
work in the same fashion with additional communities.

Another thought was that the lead community model is just one approach to working
toward change, and the coalition of the essential schools model is another. Perhaps
CIJE should wark with other national agencies to identify additional potential models and
try to implement one or more of these with several communities.












une 5, 1995

To: CIJE staff
From: Adam G.

Re: Thoughts on the study informal education

The purpose of this memo is to stimulate discussion at the meeting we
have scheduled for June 7. [ discuss issues from the standpoint of

MEF, but it is important to bear in mind that we don't want the MEF tail
to wag the CIJE dog. [t would be best to have firm convictions about
what CIJE wishes to accomplish in the area of informa, education, and
let that drive what we are going to study. That leads me to the following
starting point. Does CLIE wish 1o improve the quality of personnel

in informa! cducation” If so, we have to figure out what is meant by
informal education, what is meant by personnel, and what is meant by quality.
I will give that a shot in the first part of this memo. Then, [ will

raise some questions about whether this should be CHE's major concern
in the arga of informal education, and I will propose some alternatives.

The importance of informal education for Jewish continuity goes without
saying, 50 [ won't say it .

[. Studying Personnel in Informal Education

A. What is informal education?

Barry was undoubtedly correct at an carlier mecting that the formal/informal
distinction 1s a false dichotomy, in that there are informal aspects of

formal education (e.g. school clubs), and formal aspecis of informa! education
(e g. Hebrew classes at camp). For CIJE's purposes, the main thing is to
address the important settings in which Jewish education takes place. So far,
we have studied educators in pre-schools, supplementary schools, and day
schools. {By selecting these settings, we have implicitly rejected synagogues
and JCCs as settings, because they are too broad. We have decided to get
inside synagogues and JCCs.) In starting with these settings, we have focused
cn places where education is mainly formal, and have ignored settings in which
education is mainly informal. It is time to examine settings in which education
1s mainly informal, such as summer camps, youth groups, teen Israel trips,

and synagogue family programs. 1 would argue that these are the four most
important in terms ot participation, although something else may be more
important in a particular community (e.g. Cleveland has a comumunity retreat
center that plays a big role there). I would place lower priority on other
settings. such as community cultural programs, adult discussion groups.



retreats that are not part of youth groups or synagogue family programs,
vinual Jewish education (in cyberspace), and college campus activities.

(I could be convinced to change "synagogue family programs” to "family
programs” to incorporate programs sponsored by JCCs as well as synagogues.)

[ can think of two cniteria that may help us prioritize among informal settings:
(a) Participation -~ Which settings involve the most people? (b) Continuity --
Which settings are ongoing, consistent, coherent, sustained, as opposed to
sparadic, infrequent, disconnected? On these criteria, which settings are

mast imporiant for us to work with? Probably summer camps and youth groups

Another criterion might be impact: Which settings have the most impact (or
potential impact)? This would also lead me to study summer camps.

B. Who are the personnel of informal education?

By personnel we mean anyone who is staffing the program, i.e. the counselors,
camp directors, youth leaders, family education directers, Israel trip leaders,
cte.

in studying schools, we held standards of professionalism for all staff.

We expected teachers as well as principals to have formal training in

Jewish content and education  This commonality of standards does not hold
in the informal realm: Whereas we might hold camp directors to sonme
professional standard (it's not clear what that standard might be}, we would
not have the same expectation for the "front-line" educators in informal
education (camp counselors, youth group advisors, etc.}.

C. How might we recognize quality among informal eaucators?

We avoided this question in our studies of schools by relying on certification
(i.e., degrees, majors, licenses) as proxies for quality. It's hard to

justify a similar approach for informal settings. {Obviously we wouldn't
expect camp counselors to have college degrees in Jewish studies!)
Consequently it is not clear how we would assess the quality of staff’

in an intermal program. Some possibilities:

1. Program leaders (e.g. camp directors, youth directors, Israel trip
coordinators, retreat program directors, museum directors -- perhaps
we would call this leaders, or supervisory staif).

This group could respond to a survey and/or interviews about their
professional backgrounds. Unfortunately we have neither an absolute
nor a relative standard (as we did in formal education) to hold up to

these leaders of informal Jewish education. What backgrounds would we
want them to hold?



The only point that seems obvious is that we would want them to
have strong Judaic backgrounds. I would make a case that such
leaders need professional training in Jewish content areas if

they are to admimister and supervise Jewish educational programs,
whether formal or informal.

Probably there would be some value in knowing the basic facts
about the leaders of informal Jewish education. What are their
backgrounds? Are they Jewish? (The director of Camp Shalom in
Madison, W1 is not Jewish ) Have they studied Judaica? Have

they studied formal or informal education? Do they have experience
in informal education? These seem like reasonable questions. If
CIJE wants to create a profession of informal_ Jewish education,
these questions are essential,

2. Front-line staff {camp counselors etc.):

Clearly it does not make sense to think about a profession of informal
education at this level, Camp counseling, staffing trips to Israel,

etc. is not a profession, and the number of persons who can move from
e.g. counselor to director is very small. What then, would we want
to know about these staff members? Again, I'm sure we'd want to
know about their Jewish backgrounds, although we'd not expect
professional training, In addition, we'd want to hear about what

sort of training they received in preparation for their work on

staff. In particular we'd want to know if they learned anything

about the Jewish content of their program {for programs that have
some Jewish content).

I'm not sure what CIJE would do with this knowledge. Start campaigning
to have more knowledgeable counselors hired in Jewish camps etc.”?
Make a case for staff content study as pan of staff orientation?

Maybe. '

3. The working conditions of informal educators could also be
scrutinized. Do supervisors work fuil-time? Do they earn a
living wage? Do front-line workers have enough time for sleep?
Do they fecl ownership of the programs they are working on?

D. What questions would this study address?

This study, using survey and/or interview methods, could help address
questions such as the following:

* Is there a shortage of qualified personnel for informal Jewish education?



* Does a profession of informal Jewish education exist? If one wished to
build such a profession {(or to _extend the profession of Jewish education
to the informal arena), how far would one have to go?

* VWhat is the nature of staff development in informal education?

* Is the level of staff knowledge of Judaica related to the degree of
emphasis on Jewish content in informal programs?

Are these the right questions? That's the question we need to answer
first.

[I. Other guestions we might consider, which would lead to different studies

A. Let's start with a theory of informal Jewish education: [ would

argue that the impact of informal Jewish education on Jewish continuity
depends on three conditions: (1) Jewish content; (2) Sense of community;
(3) Extent of participation. By "Jewish continuity," I mean strength

of Jewish identity, Jewish religious participation, Jewish knowledge,

etc.

1. Jewish content.

Informal Jewish education can be divided into three categeries;
(a) secular programs attended by mainly Jews; (b) fewishly
sponsored programs attended by mainly but not necessarily
exclusively Jews, with minimal Jewish content; and {c) Jewishly
sponsored programs, attended by Jewish, with strong emphasis
on Jewish content. These distinctions are typically made for
summer camps, but on reflection, one can see that they hold
for a large variety of informal programs, including JCC family
programs, Israel trips, youth groups, etc.

I predict that the greater the emphasis on Jewish content in a
program, the greater its impact on Jewish learning and practices,
I would argue further that emphasis on Jewish content depends
more on the mission of a program than on the characteristics of
its front-line staff.

2. Sense of community:

Informal programs succeed by building a strong sense of community
among participants. [ predict that programs that are more successful
at creating a sense of community, and which pass a minimal threshhold
of Jewish content, will have greater impact on Jewish identity and
practices. There would likely be some synergy between content and



sense of community, in that strong content and strong community work
together to increase dramatically the etfects of informal education
on Jewish continuity.

Creating a sensc of community depends to an imporntant extent on

the quality of staff. However, if this issue were pursued one would
ask very different questions from those listed above, Instead of
asking about formal backgrounds, one would want to know about the
mission, traditions, and culture of the programs. What are the
relationships among staff members, between staff and the program,
and between staff and the learners?

3. Extent of participation:

To me it 1s axiomatic that informal programs with strong Jewish conterit
and a strong sense of comimunity foster Jewish con:inuity. Consequently,
preserving Jewish continuity in the broad sense requires creating more
access 1o such programs for young people. I doubt that personnel
deficiencies are the problem here.

Greater participation in effective inforinal programs would probably
improve the effectiveness of formal programs, since the young persons
would feel more positively about being Jewish and would be more
would be more motivated to join in Jewish activities.

B. Policy research in light of the theory

One direction for research would be to find out it this theory is correct.

I do not recommend that, for the same reason we didn't wait to find out
whether more trained teachers fostered greater learning among students,
before advocating more training for teachers. We assume that training is
good for teachers, and are working on increasing and improving that
training. Simularly, [ propose we assume that informal prograns with
strong Jewish content and sense of community are effective, and work on
increasing participation in such programs.

From a policy perspective, the "lever" that can most likely be "pulled” is
improving the Jewish content and, where necessary, sense of community of
existing programs in category (b} above, i.e. Jewishly sponsored programs
attended by mainly Jews with minimal Jewish content. How can we enhance
the Jewish content of such programs? is it realistic to try? Alternatively,
can we create new programs with strong Jewish content and a sense of
community? [ think these are the most pressing questions.

A study of personnel might be part of the rescarch required to address
this question, but observations of programs seem essential. For example,
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MEMO TD: Seymcur Fox and Danilel Marom
FROM: Daniel Pekarsky
RE: ©he Julv Seminar in Cambkridoe
DATE: June 5, 1965

Az promized, I'm zending along scme thoughte that migh:
gerve aes & apringbcard to cenversaticneg over the next several
wesks concerning the agendq and materials around whizh tTo
crganize our July geminar in Cambridge. I have, by the way, ncs
vet confirmed Gerstein’s attendance; but I did, following my
scnverzation with Seymour, invite Kob Toren, and he, after
conversatlon with Gurvi indicated that he would
enthuziasticaliyv attend. In my conversation with him, I flecated
the pcssibilitj cf his working with a JCC, and he zeemed
amenable., It iz wecrth noting, theugh, that in his Jewish
Education Cente

» of Cleveland role he will be working next yveaxr
with the lccal Schechter Schocl on guestions that substantially
cverlap our projecc.

Following the advice Seymour offered on ancther cccaeion, -
will =tay away from actual seminar conitent on thisz occasion in
crder tc focus on deszirable outcomes. For your reference, I am

including tws additional pieces of material at the end of this
mems, One of them 1s the list of tentative outcomes I had

propogec when we were thinking abeout the larger end-of-Sulv
seminar my senae ls that some, but cerzainly nct all of them,
ccntinue to be mertinent. The other is & copy of a Jzcument
conterning the nature <f coaching entizled "Working with
:Y'!E':f.tL'.t"_DnS" which, kagzed in part on cur meetings L33t winter in
Camlridge, I drafted earlier thie year. I may or ms¥ noT have
a_ready sent it te yocu; kut I thoucht 1t might ke a useful
document te work with.,
SEMINAR OUTCOMES

general terms and as & filrat approximation, my
uncieratand iz that fthe July seminar iz deaigned a) tc deenen
cur : ding oZ the activitiez and purpoges agsoclated with
coazT ating instituticnz in the directlicon ¢ greater
vizis ness, with an eye tewards b) better underazcanding
The < underatandings needed by ccaches and <) clarifving
the elements that need to enter into a training-seminar
fox {NetTe that I usze the werd "coach" mere out of hablz
“ha orvicticon - for I'm neot sure that the word
Al rTirgee the work ¢f the perscn who 12 to serve as a
aui to educating institutionay.

2 a firet approximation, I want to suggest that t
ceneral purpcses will be best achieved if we accomplizh th
gllewing at the seminar:

1. Reviezit and, 1f necessary., expand on the general
conzcepticn of the coach’s mission that we diecussed in February.
A2 & springboard, see Pekarsky’s brief document "Working witn
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presentz my real views at zh
no more than a conversaticn-star

o H
[OJ]

I want tTto note that I view #8 as very important and believe
should cccupy us on the first day of the seminar - elther for
£t

2

m oot

he day or the full day. I have alerted kboth Tocren and
tein to the peseibility that there will ke a c¢losed meeting
ome pcint during our seminar to discuss what I described tTo
em a2 "hcuze-keening“ matters,

ofF o g) Dl
37 ok D



r look forward to hearing from veou., I'11 be in New York fcr
the ZIJE meetinge Zrom Wedneeday te Friday and will then ke in
iadizon pretty mach for the reat of the month., AlL the bezt,
AEPPENDIX L TCOMES IDENTIFIED IN EARLIER MEMO SKETCHING QUT THE
SUMMER SEMILAR (uchequled f or end of Julv, but postponed)

1. Deep familiarizy with kasic concepts, aszsumpticnas, and
materials asazcciated with the Goals Project and the Educated Jew
Frojest. Thie Zamiliarity includes an appreclatzion for tThe
power c¢f thege conceptsz, assumpticne and materials.

2. An awarenesz of other prominent apprcocaches to instituticonal

reform, and how thesze approachez relate two - and differ from -
ocur own. AnTentlon needs to be paild te what can ke learned from
cther approachesz, even a8 we recognize their limitations.
3. Bn skility to use the Project’s concepis and principles as
lenzes through which to interpret the atate of goale in the life
of an inztitution - in waye that suggest critical guesiicna that
need tc be raised.
4. An awarenegz of the different levelsz at which cne “can cut in®
o the proklem, and of different astrategies that can be uaeld (at
cifferent levelsz); t2 stimulate serlous reflescticn concerning
vigicn and goalez (and theilr relationship t¢ existing practize and
cut<comes;). There need to be cvporuun_;; ez to experiment with
these esitrateciez in the coursze of ocur seminar, Pariicipants 3lgo

1 to emerge Ircm the zeminax with acine sense cf the

ropriate level at wnich to intervere irn anv given institition,
I, An awarenesz of the sources cf resgisztance to & zericus
ingquiry into an inz2titution’a basziz gesle and their relatlionship
T2 practice, as well a2z of the wavs tc defuse, circumvenz, cr
exploit this resisgtance.
¢, Awareness cf the kinds of ceonditiones that must obtzain I1a an
institution 1f cne is to have a fighting chance of making
Lrogrez2s on & goals-agenda.
7. Excitement about being part of a ploneering venture that is in
izz formative stagez and that coffers partvicipgan te & chance tc
engage 1n and to share "actilon research".



EHARSKY 'S "WORKING WITE INSTITUTIONS" DOCUMZENT,
Z0 IN LIGET 0OF OUR FEZRUARY, 19295 SEMINAR.

WORKING WITH INSTITUTIONS:
THE GCOALS PROJECT AGENDA

INTRODUZTION
The CIZJE propcaes to woerk with select Instituticns arcund
goals-agenda. Ite guiding convicticons are:

e

o .

Crf‘lﬂ

hcughtfully arrived at goals play & critical role

in the werk of an educeting institution. They help to

forus energy that would ctherwige be digsipated in all-

tco-many directions; they provide a basis for making
decizisone conzerning curriculum, perszonnel, pedagogy,

and sccial crganization: they offer a kazis for

evalustion, which iz itself eszential to progreza; and,

if genuinely believed in, thev can be very mctivating

to these invelved.

2. In Jewlsh educating inztituticns., ag in many others,
there iz inadequate attention to goals. All too cofien, cne or
mcre ¢ the follcwing chtalin: goals are abgent or oS vague TO
cffar anv guildance: they are inadeguately represzented in
practicer they are not understood or identifiled with in any
strong wav by kev-ztake holdera: they are not grcounded in zome
concerticn of a meaningiul Jewish life which woulld justily the!
imporTance.

Goslz Project Wwork with ine *i*utio ns would focous on remedyinc
thess defisienciez. The Zcllowing discussion triez to expisain
the presuppeeitiong and the nature of ths WOLK.

Fresuppesizicona, CIJE's work with Institutions arzund a
enca iz informed by a numper ¢f critizal azsumptlons,
F £ ;

L. Wrestling with issues of Jewizh content i1z an
integral, though nect the only, element in the procesa.
=. A ccach Identified and cultivated by CIJE will work
with the inatituticn around the Gealas Agenda. (The
worx ©f the coach is described more fully belcow.)

d. The instituticn will identify a Lead Team that will
Le 1n charge of its efforts and work with the ccachk in

=1
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rezpongliizility for im
Lead Team will be invized tc
geminarez, workshcpe, and cther

o £to enhance the_r effectiveneas.
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The work of the coach. The coach is invelved in all phases
of this work. The coach works with key constituencies
{separately and sometimes together) and wears a number of hats:
he or she is sometimes a consultant on questions of strategy:
sometimes a bridge to extra-institutional resources that are
necessary to the effort; sometimes a thoughtful critic of
directions for change that are proposed. In these and in other
matters, the coach’s primary job is to help the institution get
clearer about its primary goals and their relationship to
practice.

The initial and perhaps most important challenge of the
coach is to stimulate the institution to do the kind of serious
examination and self-examination that will identify its critical
challenges. This means posing basic gquestions of different
kinds, although which ones it will be Zruitful to ask at any
given time will depend heavily on local circumstances. Below 1s
a list of some of the kbasic questicns:

1. What are your avowed goals (as found in the opinion of key
stake holders, as found in mission statements, as found in the
curriculum)?

2. Are the avowed goals (as articulated or implicit in these
different ways) clear or are they very vague? Do the
participanta understand what they mean and entail?

3. Are the varicus avowed goals mutuszally consistent?

4. Do the key stake holders - lead-educators, parents, and
teachers - really believe in these goala?

5. If the stake holders do believe in These goals, why do they
believe they are important? How will accomplishing them help make
the life of the student ag a Jewish human being more meaningful
in the short- and/or long-run?

6. Are the goals anchored in an underlying vision of a meaningful
Jewish existence? Can the stake holders flesh out the vision that
is implicit in the goals they have identified as important?

7.a8 a way of better understanding what they are committed to or
might be committed tc in #s 5 and 6., have the stake holders

locked seriocusly at alternative views?

8.In what ways and to what extent are the avowed goals actually

reflected in the life of the institution - in its social
organization, in ite pedagogy. in what happens in classrooms,
etc.?

9. To what extent are the goale achieved? To what extent are
actual educational outcomes consistent with the goale?

10. TIf you were serious about Goal X or Y, what would you need
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to do in order to have a realistic shot at accomplishing it?
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BREAKDOWN OF PARTICIPANT COSTS (approximate} IN CIJE TEACHER
EDUCATOR INSTITUTE

Two 4 day seminars in Cleveland
Breakdown per person per seminat:
Lodging: $50 per night {double occupancy) = $200
at Glidden House
1901 Ford Drive
Cleveland, OH 44106

216-231-8900
Cab from airport approximately $23.00

Food: $45 per day = $180

Three 3 day seminars in NY
Breakdown per person per seminar:
Lodging: $75 (double occupancy) per night = $225
at Roger Smith Hotel
501 Lexington Avenue (between 47th and 48th)
NY, NY 10017
212-755-1400 (contact Mary Brown)
Food: $30 per day = $90
Travel
Airfare: approximate cost per person per trip = $300

Cabfare: approximate cost per person per trip = $50

Approximate total per person = $3455
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Jupe 14, 1995

Dr. Lifsa Schachter

Cleveland College of Jewish Studies
26500 Shaker Blvd.

Beachwood, OH 44122

Dear Lifsa,

As Adam Gamoran mentioned at the opening session of the Network for
Research in Jewish Education, we had neglected to bning with us copies of the
CIJE Policy Brief on the background and professional tratrung of teachers in
Jewish schools. Enclosed please find a copy of the brief and the CIJE
brochure.

Released in November 1994, the findings summarized in this brief juxtapose
the severe lack of training of most teachers in Jewish school settings with an
unexpected degree of commitment and stability, making a powerful case for
far greater and more comprehensive in-service training of educators in the
field than currently exists.” The brief offers a striking argument for investing
in our educators,

The brief reflects 2 small piece of the data collected in the CUE Study of
Educators, The full inteprated research report will be available at the end of

the Summer of 1995.
/e,
~
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On the Goals of Jewish Education

Our goal should be to make it possible for every Jewish
person, child or adult, to be exposed to the mystery and
romance of Jewish history, to the enthralling insights and
special sensitivities of Jewish thought, to the sanctity and
symbolism of Jewish existence, and to the power and
profundity of Jewish faith. As a motto and declaration of
hope, we might adapt the dictum that says, “They
searched from Dan to Beer Sheva and did not find an am
ha'aretz!” “Am ha'aretz,” usually understood as an
ignoramus, an illiterate, may for our purposes be
redefined as one indifferent to Jewish visions and values,
untouched by the drama and majesty of Jewish history,
unappreciative of the resourcefulness and resilience of the
Jewish community, and concerned with Jewish destiny.
Education, in its broadest sense, will enable young people
to confront the secret of Jewish tenacity and existence, the
quality of Torah teaching which fascinates and attracts
wrresistibly.  They will then be able, even eager, to find
their place in a creative and constructive Jewish
community.

Professor Isadore Twersky

A Time To Act: The Report of the Commission on
Jewish Education in North America

The Council fo T"nitiatives in Jewish Education (CIJE)

Created in 1990 by the Commission on Jewish Education in North America,
CIJE is an independent, non-profit organization dedicated to the revitalization
of Jewish education. CIJE's mission, in its projects and research, is to be a
catalyst for systemic educational reform by working in partnership with Jewish
communities and institutions to build the profession of Jewish education and
mobilize community support for Jewish education.



CURRENT ACTIVITIES
The Harvard-CIJE Leadership Institute

In the fall of 1994, the staff of CIJE developed with the Harvard University Principals’ Center
the first inter-communal and trans-denominational institute on Jewish educational leadership.
Fifty leaders of Jewish schools and early childhood programs from across the country attended
the institute. The intensive program drew on the latest research and thinking in general
education to address such questions as: What is effective school leadership? How do leaders

“e a powerful vision and implement it within their schocls? What does the Jewish tradition
teach us about the critical role of leaders in education?

A new institute will be convened at Harvard in March. "Jewish Education with Vision:
Building Learning Communities™ will include the previous attendees and expand our orbit
to other school directors and principals.

A powerful component of the first institute was the learning and exchange fostered at
Harvard among educational leaders across denominational affiliations. These exchanges have
continued within the communities that participated. Among our goals is the creation of
leadership networks, peer learning groups of educational leaders from many school settings
within local communities.

Policy Brief: The Background and Professional Training
of Teachers in Jewish Schools

One result of CIJE's commitment to building the profession of Jewish education was the
publication of this policy brief. The brief juxtaposes the severe lack of training of most
teachers in Jewish classrooms with an unexpected degree of commitment and stability,
making a strong case for far greater and more comprehensive in-service training for teachers
than currently exists. Drawing on the extensive CIJE Study of Educators, the brief offers
both hard data and an action plan for communities.

The impact of these data and policy recommendations continues to grow as morc
communities undertake surveys of their educators in order to create an action plan for
building the profession of Jewish education.



"Transforming the Supplementary School":
The CIJE Teacher-Educator Institute

In May 1995, CIJE received a three-year grant from the Nathan Cummings Foundation to
forge a national cadre of teacher educators who will design and implement new approaches
to the professional development of teachers. (There is a nationwide shortage of qualified
teacher educators for Jewish educational institutions.)

CHE has decided to address one of the major shortages in this area--in-service training for
supplementary school educators--by creating a national cadre of qualified teacher educators
for the supplementary school system in North American Jewish education. The teacher
educators in CIJE's Teacher Educator Institute (TET) will have the expertise to design and
help implement teacher-training programs in their local communities and throughout North
America.

Directed by Drs. Gail Dorph and Barry Holtz, this pioneering initiative was undertaken to
transform the quality of teaching in the classroom by giving institutions and communities
access to skilled professionals who can guide the improvement of teachers' growth, learning
and practice. Serving as advisors to this project from Michigan State University are Dr.
Sharon Feiman-Nemser, Professor of Teacher Education, and Dr. Deborah Ball, Associate
Professor of Education.

This project will result in:

1. A cadre of 30 teacher educators, who will be available to enhance significantly the
quality of supplementary school teacher education in their own communities and in
others.

2. A CIJE policy brief, outlining the “best practices”™ of in-service education and

making recommendations for upgrading the professional development of
supplementary school teachers.

3. A library of videotapes of teachers with an accompanying manual, to be used as
effective catatysts for transforming practice in the classroom. Teachers improve their
practice not enly by deepening their understanding of Judaica and pedagogy and by
leamning new skills, but by watching and reflecting on the practice of other teachers at
work.



The Best Practices Project

Under the direction of Dr. Barry Holtz, CIJE has produced two volumes: Best Practices in
Supplementary Schools and Best Practices in Early Childhood Education. Selected from
supplementary schools and early childhood programs across North America, the portraits in
these volumes are an inventory of “success stories” in contemporary Jewish education.
These volumes offer examples of excellence--“best practices”™ in settings where many have
been skeptical that outstanding teaching and learning can take place.

By the end of 1.5, CIJE will have completed the next stage of the Best Practices project-~-
Best Practices in Jewish Community Centers. As JCCs consciously set about becoming
settings for Jewish education, leadership again plays a pivotal role. This study examines 6
sites where informal Jewish education is vital, engaging, and has transformed the JCC. The
partnership of the JCC executive director and Jewish educator is a linchpin in supporting this
new environment.

Building Research Capacity:
Toward an Evaluation Institute for Jewish Education

CILJE is committed to helping set an agenda and build the capacity to conduct research with
implications for communal policy--one of the most underdeveloped areas in Jewish education.
ClJE consultants Dr. Adam Gamoran, Professor of Sociology and Educational Policy Studies
at the University of Wisconsin, and Dr. Ellen Goldring, Professor of Educational Leadership

d Associate Dean of the Peabody College of Education, Vanderbilt University, are ' -ecting
CIJE's efforts in this area.

A pressing issue that has resulted from our work is the ongoing need for evaluation. In this
decade, when the Jewish community and its leadership are allocating increasing resources to
a range of Jewish educational projects, the issue of evaluation has become urgent. When new
initiatives are undertaken, how can their impact be measured? Currently, there is not a
sufficient group of trained local evaluators to help tnstitutions and communities assess their
programs.

CIJE envisions the creation of an evaluation institute for Jewish education. In November,
a first consultation was held toward the goal of establishing a national program for training
locally based evaluators of Jewish educational initiatives.






Transforming Jewish Teaching: A Necessary Condition for Transforming Jewish Schools
Gail Zaiman Dorph

In 1993, the Council for Initiatives in Jewish Education (CIJE) ! conducted a study of educators
in pre-schools, congregational schools and day schools in the communities of Atlanta, Baltimore
and Milwaukee. This study showed that although the teaching force is underprepared in both
Judaica and pedagogy, it is both more stable and more committed than we might have imagined.
Although only 32% of the teaching force is full- time, about 60% considers Jewish education to
be a career. Only 6% of teachers plan to seek positions outside of Jewish education in the near
future.?

Conventional wisdom has stressed the futility of investing in our teachers, since most of them are
part time and not professionals by training. CIJE’s findings suggest that investing in the present
teaching and leadership workforce could have real benefits for the Jewish community. These
data have led us at CIJE to rethink the area of professional development. Over the last few
tnonths, CIJE has been working both in communities and nationally to create strategies for
developing serious approaches to professional development opportunities for teachers and
educational leaders. This paper describes an emergent approach to professional development
erounded in a particular view of teaching and leaming. The thinking upon which it is based is
guiding CIJE’s current work in professional development.

In both Jewish and general education, the dominant approach to in-service education for teachers
has taken the form of one-shot workshops, or, at best, short-term passive activities, with limited
follow-up. The content of in-service education has emphasized a “one size fits all approach,”
assuming that generic strategies are applicable to all, regardless of educational setting, age of the
learner, or subject matter to be taught and learned. Such strategies assumnc that each teacher
would “learn” the latest new techniques and creative activities and bring them back to her/his
own classroom, making whatever “adjustments” might be necessary.

This approach to professional development grew out of a particular view of teaching. In this
view, teaching is considered to be straightforward and non-problematic; it emphasizes teachers
transmitting information and children listening and remembering. It does not seriously address
either the needs of children as learners or the subject matters to be taught. Our approach to
professional development has been influenced by a different view of teaching and learning, one
that emphasizes respect for both learner and subject matter. Such teaching has often been
characterized as "teaching for understanding” (Cohen, McLaughlin, and Talbert, 1993). This
view of teaching moves us away from a more traditional image of teaching as “telling and
learning as listening” to a vision of practice referred to by Deborah Meier (quoted in Little, 1993)
as "learning as telling, teaching as listening."

This conception of teaching requires that we think differently about what teachers need to know
and be able to do, and therefore requires that we think differently about the contexts and content



of professional development. If we are to take seriously issues of learners and subject matter,
“one size” can no longer fit all; generic techniques appropriate to all ages and subjects wiil be
inadequate to the task. We will need to create a variety of new strategies and supporis to enhance
and deepen teachers’ learning and guide them through experimentation and the real struggles that
accompany change. Professional development must itself reflect, promote and support the kind
of teaching and learning that we hope to foster.

Researchers concerned with the latest efforts in educational reform have found that teachers have
been able to make significant changes in their teaching practices in the context of professional
learning communities. In such communities, the emphasis switches from experts transmitting
skills to teachers to teachers studying the teaching and learning processes (Darling-Hammond,
1993, Little, 1993; Lord, 1994; McLaughlin, Talbert, 1993). Teachers have opportunities to
voice and share successes and exemplars, doubts and frustrations. They learn to raise concerns
and critical questions about their own teaching and about their colleagues” teaching.

As Judith Warren Little (1993) has suggested, changing teaching will require not only changing
our image of teachers' work but also developing a culture compatible with the image of teacher
as “intellectual” rather than teacher as “technician.” Professional development as an essential
and indispensable process will need to be integrated into the life of educational institutions,
woven into the very fabric of teachers’ work, not seen as a "frill" that can be cut in difficuit
financial times or because of overprogrammed schedules.

A variety of conditions (McDiarmid, 1994) have been singled out as critical for supporting this
new approach to professional development. These conditions suggest a need for creating
opportunities and structural regularities that do not presently exist in most Jewish or general
educational settings.

I would like to present three of these conditions because of their implications for Jewish
education:

1. Teachers need opportunities to work with colleagues, both in their school
building and beyond it. They need to be part of larger learning communities that provide
support and access to new ideas and knowledge.

2. Teachers need time to become involved in the sometimes protracted process of
changing roles and practice. To attain time and mental space, professional development
must be redefined as a central part of teaching. It can no longer be an “add-on,” tacked
on to the school day, week or year, 1t must be woven into teachers' daily work.

3. Teachers need the support and advice of an educational leader who understands issues
of teaching and learning and what it takes to change teachers’ roles and practice in their

classsrooms and 1n the school.

Let me address these three conditions and the challc  :s they pose to us.



t. Critical Collcagueship

Making changes is hard work. Change does not always go smoothly. It often includes
frustration, backsliding and failure. Making changes in one’s teaching practice is no exception.
When stressing the challenges of changing one’s teaching practice, Deborah Meier has suggested
the analogy of "changing a tire on a moving vehicle," an analogy that speaks to the difficulty onc
encounters as one continues "to move” while engaged in repair work. After all, professional
development is not a pre-service activity. It takes place in the same time frame in which one is
engaged in "doing the work."

Educational research {Lord, 1994; McLaughlin, Talbert, 1993} indicates that teachers who have
made effective changes in their practice belong to active professional communities that not only
support and encourage new practice but also enable teachers o engage in constructive criticism.
A logical place to develop such colleagueship is within the context of the school in which one is
teaching. Here, teachers can develop ways of working and talking together. But we also need
ways to create community for teachers beyond their own schools so that teachers of the same
subject matters and teachers of the same age children can learn together.

Transforming schools into learning communities for faculty as well as for students sounds like a
reasonable suggestion--and yet, it is a formidable challenge. Critical colleagueship among
teachers could indeed be the first step. Two clear prerequisites to meaningful collegial
collaboration are time and the involvement and support of the educational leadership of the
institution.

2. Time

When the rhetoric of changing teaching practice meets the reality of life in schools, it
immediately collides with the problem of time. If this is true in general education, how much
more so is it true in Jewish education, where the majority of our institutions and our personnel
function part-time. It is hard to imagine how time can be found in the current work
configuration. Even finding time for staff meetings when all players can be present is difficult; it
is all the more challenging to find real time to learn, discuss and reflect.

In general education, schools with serious commitment to professional development for their
teachers have experimented with a number of different stratepies for finding regular time
including a weekly extended lunch time of two hours; pre-school meetings; and starting "regular
classes" at noon once a week.

What would it take to find regular time in our Jewish schools? Day schools and pre-schools
might experiment with strategies such as those suggested above. In supplementary schools,
where there is no flexibility in manipulating face-to-face contact hours of teachers with students,
it might mean paying teachers for an extra afternoon of time each week or for an additional two
hours on Sunday.



3. Leadership

It is clear that reorganizing the schedule of a school to accommodate this kind of professional
development requires the support of the leader of an educational enterprise. This support cannot
be present only in the form of lip service and superficial restructuring moves. Only in settings
where principals are involved in professional development does teaching practice really change
(Little, 1989). At the most straightforward level, educational leaders need to value this
enterprise; initiate, plan, develop and evaluate initiatives in their own institutions; work with
their teachers to develop appropriate individual professional development plans; and work to
advocate for particular programs that might best be offered at the communal level, such as those
that exter *  d deepen teachers’ subject matter knowledge.

Community Mobilization

An additional necessary condition for serious professional development for Jewish educators
falls under the rubric of community mobilization. If one thinks about the three conditions
necessary for creating a serious climate for professional development, one is struck by the
implications not only for the people--teachers and principals--but also for their roles and their
institutions. Building professional development into schools requires rethinking school schedules
and allocation of teachers' time and salaries. None of this can be accomplished without the
support of school board members, rabbis and other stakehclders in the process. Thus, taking
professional development seriously challenges us to address three much more basic issues:

Do we believe that Jewish education can make a difference?

Do we believe that Jewish educators are critical to making that difference?

Are we willing to create the conditions and supports that reflect our beliefs in a serious
way?

Dr. Gail Zaiman Dorph is senior education officer for CIJE and former director of the
University of Judaism's Fingerhut School of Education.

Notes:

].Created in 1990 by the Commission on Jewish Education in North America, CIJE is an
independent, non-profit organization dedicated to the revitalization of Jewish education. CIJE’s
mission, its projects and research, is to be a catalyst for systemic educational reform by working
in partnership with Jewish communities and institutions to build the profession of Jewish
education and mobilize community support for Jewish education.

2.For more information about the Study of Educators, please contact the CIJE office, 15 E. 26th
Street, New York, NY 10010; 212-532-2360; fax number 212-532-2646.






On the Goals of Jewish Education

Our goal should be to make it possible for every Jewish
person, child or adult, to be exposed to the mystery and
romance of Jewish history, to the enthralling insights and
special sensitivities of Jewish thought, to the sanctity and
symbolism of Jewish existence, and to the power and
profundity of Jewish faith. As a motto and declaration of
hope, we might adapt the dictum that says, “They
searched from Dan to Beer Sheva and did not find an am
ha'aretz!” “Am ha'aretz,” usually understood as an
ignoramus, an illiterate, may for our purposes be
redefined as one indifferent to Jewish visions and values,
untouched by the drama and majesty of Jewish history,
unappreciative of the resourcefulness and resilience of the
Jewish community, and concerned with Jewish destiny.
Education, in its broadest sense, will enable young people
to confront the secret of Jewish tenacity and existence, the
quality of Torah teaching which fascinates and attracts
irresistibly. They will then be able, even eager, to find
their place in a creative and constructive Jewish
community.

Professor Isadore Twersky

A Time To Act: The Report of the Commission on
Jewish Education in North America

The Council for Initiatives in Jewish Education (CIJE)

Created in 1990 by the Commission on Jewish Education in North America,
CIUJE is an independent, non-profit organization dedicated to the revitalization
of Jewish cducation. CIJE's mission, in its projects and research, is to be a
catalyst for systemic educational reform by working in partnership with Jewish
communities and institutions to build the profession of Jewish education and
mobilize community support for Jewish education.
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CURRENT ACTIVITIES
The Harvard-CIJE Leadership Institute

In the fall of 1994, the staff of CIJE developed with the Harvard University Principals' Center
the first inter-communal and trans-denominational institute on Jewish educational leadership.
Fifty leaders of Jewish schools and early childhood programs from across the country attended
the institute. The intensive program drew on the latest research and thinking in general
education to address such questions as: What is effective school leadership? How do leaders
create a powerful vision and implement it within their schools? What does the Jewish tradition
teach us about the critical role of leaders in education?

A new institute will be convened at Harvard in March. "Jewish Education with Vision:
Building Learning Communities” will include the previous attendees and expand our orbit
to other school directors and principals.

A powerful component of the first institute was the learning and exchange fostered at
Harvard among educational leaders across denominational affiliations. These exchanges have
continued within the communities that participated. Among our goals is the creation of
leadership networks, peer learning groups of educational leaders from many school settings
within local communities.

Policy Brief: The Background and Professional Training
of Teachers in Jewish Schools

One result of CIJE's commitment to building the profession of Jewish education was the
publication of this policy brief. The brief juxtaposes the severe lack of training of most
teachers in Jewish classrooms with an unexpected degree of commitment and stability,
making a strong case for far greater and more comprehensive in-service training for teachers
than currently exists. Drawing on the extensive CIJE Study of Educators, the brief offers
both hard data and an action plan for communities.

The impact of these data and policy recommendations continues to grow as more
communities undertake surveys of their educators in order to create an action plan for
building the profession of Jewish education.



"Transforming the Supplementary School":
The CIJE Teacher-Educator Institute

In May 1995, CIJE received a three-year grant from the Nathan Cummings Foundation to
forge a national cadre of teacher educators who will design and implement new approaches
to the professional development of teachers. (There is a nationwide shortage of qualified
teacher educators for Jewish educational institutions.)

CILJE has decided to address one of the major shortages in this area--in-service training for
supplementary school educators--by creating a national cadre of qualified teacher educators
for the supplementary school system in North American Jewish education. The teacher
educators in CIJE's Teacher Educator Institute (TET) will have the expertise to design and
help implement teacher-training programs in their local communities and throughout North
America,

Directed by Drs. Gail Dorph and Barry Holtz, this pioneering initiative was undertaken to
transform the quality of teaching in the classroom by giving institutions and communities
access to skilled professionals who can guide the improvement of teachers’ growth, learning
and practice. Serving as advisors to this project from Michigan State University are Dr.
Sharon Feiman-Nemser, Professor of Teacher Education, and Dr. Deborah Ball, Associate
Professor of Education.

This project will result in:

1. A cadre of 30 teacher educators, who wili be available to enhance significantly the
quality of supplementary school teacher education in their own communities and in
others.

2. A CIJE policy brief, outlining the “best practices™ of in-service education and

making recommendations for upgrading the professional development of
supplementary school teachers.

3. A library of videotapes of teachers with an accompanying manual, to be uscd as
effective catalysts for transforming practice in the classroom. Teachers improve their
practice not only by deepening their understanding of Judaica and pedagogy and by
learning new skills, but by watching and reflecting on the practice of other teachers at
work.



The Best Practices Project

Under the direction of Dr. Barry Holtz, CIJE has produced two volumes: Best Practices in
Supplementary Schools and Best Practices in Early Childhood Education. Selected from
supplementary schools and early childhood programs across North America, the portraits in
these volumes are an inventory of “success stories” in contemporary Jewish education.
These volumes offer examples of excellence--“best practices” in settings where many have
been skeptical that outstanding teaching and leaming can take place.

By the end of 1995, CIIE will have completed the next stage of the Best Practices project--
Best Practices in Jewish Community Centers. As JCCs consciously set about becoming
settings for Jewish cducation, leadership again plays a ptvotal role. This study examines 6
sites where informal Jewish education is vital, engaging, and has transformed the JCC. The
partnership of the JCC executive director and Jewish educator is a linchpin in supporting this
new environment.

Building Research Capacity:
Toward an Evaluation Institute for Jewish Education

CIJL is committed to helping set an agenda and build the capacity to conduct research with
implications for communal policy--one of the most underdeveloped areas in Jewish education.
CLIE consultants Dr. Adam Gamoran, Professor of Sociology and Educational Policy Studies
at the University of Wisconsin, and Dr. Ellen Goldring, Professor of Educational Leadership
and Associate Dean of the Pcabody College ol Education, Vanderbilt University, are directing
CHE's efforts in this area.

A pressing issue that has resulted from our work is the ongoing need for evaluation. In this
decade, when the Jewish community and its Icadership are allocating increasing resources to
a range of Jewish educational projects, the issue of evaluation has become urgent. When new
initiatives are undertaken, how can their impact be measured? Currently, there is not a
sufficient group of trained Jocal evaluators to help institutions and communitics assess their
programs.

CUJE envisions the creation of an evaluation institute for Jewish education. In November.,
a first consultation was held toward the goal of establishing a national program for training
locally based evaluators of Jewish educational initiatives.



Private-Communal Partnerships

CIJE was founded to serve as a catalyst for change in partnership with others. One of the
most exciting aspects of our work has been the partnerships that have resulted as critical
needs have been identified. In CIJE’s laboratory communities and nationally, new personnel
initiatives for Jewish education have been funded by the Children of Harvey and Lyn
Meyerhoff Philanthropic Fund in Baltimore, The Helen Bader Foundation in
Milwaukee, and The Nathan Cummings Foundation.

The Goals Projeet

The North American Jewish community has entered a critical stage of reflection and analysis.
Contemporary Jewish education requires not only new approaches but also new formulations
of purpose.

The CLJE Goals Seminar (Jerusalem: July 1994) brought together lay and professional leaders
from several communities to work together on conceptualizing "viston-guided" institutions
and communities--that is, those with a distinct vision of their work and clarity about their
goals.

Since then, CIJE--with the Mandel Institute in Jerusalem--has been engaged in a series of
seminars in communities and pilot projects in Jewish educational institutions for lay leaders
and professionals, under the direction of Dr. Daniel Pekarsky, a philosopher of education at
the University of Wisconsin.

Together we have begun to address the question facing all of us: How can our institutions

and communities offer a richer, more meaningful vision of what it means to be a North
American Jew today?

November 1995
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Announcements

The Chair, Mr. Mande! welcomed all members to the meeting. He then asked Alan
Hoffmann to introduce Nellie Harris, currently a Jerusalem Fellow, who arrived from
Israe] earlicr this morming. Nellie [arris will be spending two weeks in New York
becoming acquainted with CIJE in preparation for her return as a stalf member working
with Gail Dorph in the area of Building the Profession,

Alan Hoffimann asked Karen Barth to introduce Karen Jacobson. Karen Jacobson

was hired as a transition consultant in late October, to work on three specific areas of
concern: 1) Recruitment and retention of CIJE support staff; 2) Assistance in the
relocation of CIJE f{inancial operations from Cleveland to NY; 3) Assistance in the search
and relocation of CIJE to new office space.

Karen will also be responsible for handling day to day operations until a replacement s
hired for Josie Mowlem’s position as Assistant Executive Director.

The chair welcorned Morris Offit, a new member of the Steering Commitiee. Mr. Offit
stated that he was looking forward to offering a positive contribution to CIJE in his role
as a Steering Commitiee member.

Master Schedule Control

The mastcr schedule control for 1997 was reviewed.

Minutes and Assignments



IV.

The minutes and assignments of October 16 were reviewed and accepted.
1997 Workplan

Karen Barth introduced the revised workplan by delineating its highlights. Within 1997
the five year strategic plan will be completed. CIJE will continue to build and redefine
training pilots for teacher educators and principals, CIJE will consult to both new and
existing programs in profcssional development for educators, expand the Goals project
and conduct several pilots. In 1997, CIJE will focus attention on creating an extensive
array of quality publications designed to tell the CIHIE story, seed the culture, support
policy-making with research and provide tools for change. The dissemination and
utilization of Best Practices will continue, as will CHJE’s support of lead communities.
CILJE will also be preparing a major new initiative in Community Mobilization which will
be defined as part of the strategic planning process.

Karen explained that CIJE will continue to expand its capacity by adding to the staff and
by building a cadre of professors in General Education to help with this work. At the
same time, CIJE expects o cut back on time devoted to core administrative activities,

Also on C1JE’s agenda for 1997, is intensive planning for 1998 initiatives in Early
Childhood, Senior Educational Leadership and Research and Evaluation.

John Colman, suggested that an evaluation process should be part of the workplan, to
determine how items like the Best Practices are being implemented and if they are
affecting change. Alan Hoffmann said that currently TEI is the focal point for an
extensive CIJE evaluation process. Further discussion pointed to additional areas for
evaluation, including the effect of the publications on communities where they have been
disseminated.

Karen Barth then reviewed the workplan by domain and noted changes.
A, Building the Profession

1. TEI
Cohort 3 will be deferred to 1998. Alan Hoffmann explained that Cohort 3
parlicipants should be decided upon based on the focus of the strategic
plan. He also noted that the funding from the Cummings Foundation is
already in place, and that two seminars will take place in 1998, Three
video packages will be developed instead of four. Gail Dorph will be
working on writing about TEI.

2. Leadership Seminar
A seminar that joins lay leaders and professionals together will be run in



January. This program grew out of a request from the educational lcadcrs
with whom we have been working (who have participated in our previous
seminars). There will be two seminars for our General education
professors. Gatl Dorph explained that a three day pregram in January will
include two new professors and the one in June will include approximatcly
five new professors. The goal is to recruit approximately 10 new people
during the course of the year, and involve them in CIJE. We are searching
for excellent candidates around the country to add capacity for our work in
four major areas: Early Childhood, Educational Leadership, Rescarch
Evaluation and Professional Development. Gail explained that recruitment
relies on recommendations.

Esther Leah Ritz suggested that the President of Alveras College, a
Catholic College based in Milwaukee, be contacted as an excellent
resource on innovation and change in education.

3. Planning
Karen Barth explaincd that major planning initiatives remain on the 1997
workplan: Building the Profession, JEWEL, Norms and Standards, and
Early Childhood.

4, Consultations
Consulting work will continue with several different orpanizations
primarily in the area of Professional Development.

5. Professional Development Policy Brief
Esther Leah Ritz challenged the members to think about how to move the
process of building the comumunity from thie npational to the local level;
fimiting what we do here in New York, and giving the local institutions
the knowledge to develop these programs in their own comimnunities.

Karen Barth stated that this is an essential issue in ClJE’s strategic
planning. Gail Dorph pointed to the professors program, which develops a
cadre of regional professionals with the skills to help design and
implement policies on a local level.

Alan Hoffmann explained that the second cohort is already working with
individuals around the issues of community development and team
building. He said that we are not where we would like to be ultimately,
but that we are moving in the right direction.

Community Mobilization



Mort Mandel suggested that CIJE might want to sponsor a bi-ennial, bringing
together participants by invitation. Issues to be examined in relation to the
development of a bi-ennial are: defining the goais, dealing with governance,
developing an advisory panel, identifying appropriate parlicipants, as well as
determining if this type of program fits CIJE’s mission and objectives.

On the issue of C1JE’s role as a catalyst, mobilizing leaders to meet together
about Jewish Education, Alan Hoffmann defined the concept of a ‘coalition of
communities’ citing the Essential Schools Network as an example. The coalition
of communities may be an appropriate outgrowth of C1JE’s consultations with
communities. However, we need to set priorities, so that CIJE doesn’t find itself
in the service business. Mort Mandel suggested that 1997 be a year to determine
our priorities, set our goals for the future, and decide which activities a  :entral
to implementing our strategic plan. Reflecting the sentiments of the members, he
noted a programmatie vacuum in conferences, with little focus on Jewish
education, and expressed disappointment that the emphasis on this topic has been
diminished at the GA. He added that CIJE is a natural to pick up this piece.

1. Luncheon Seminars
The Luncheon Seminars will continue in 1997. Strategic planning will
help define goals for the seminar in *97, including issues of reaching non-
Steering Committee members, and pulling in local community leadership.
Dan Bader pointed out that this program can also be strategically used as
an opportunity to look for ‘friends,’ small and large foundations who
would underwrite and/or host five or six seminars a year in their own
community. He suggested that this approach will address several
concerns, including: increasing our national organization network, moving
programmatic development to the regional level, and easing CIJE’s
budget.

Alan Hoffmann envisioned the structure for this program as follows:
develop an academic seminar here in New York, then take the seminar on
the road. He suggested this would be an excellent format to discuss
ground breaking, not yet published works. Dan Bader stated he was aware
of a willingness to support this type of program in Milwaukee. Karen
Barth concluded the discussion with her agreement to include this issue in
future strategic planning discussions.

C. Content and Programs
The focus will be on the disscmination of the Best Practices materials. The future

plan for new work is being reviewed. In the near term Barry Holtz’s time will be
ust ~ nthe area of Building the Prof =~ ° ) urgent w'



VI.

no coverage.
D. Monitoring, Evaluation and Fecedback

Karen Barth discussed the development of an Evaluoation Institute. The group
discussed the use of leading indicators to help the Jewish community see if it is
making progress. There will be an early 1997 consultation that will pull together
an interdisciplinary group to work on the issue. This will be added to the ‘97
workplan.

E. Core

Future CIJE fundraising efforts will be started carlier. Fundraising strategy will
be added to the agenda of a future Steering Committee meeting. Dan Bader
pointed out that current CIJE programming offers little incentive to local/regional
funders due to the national focus of CIJE programs and that Jewish education is a
difficult area to find funders for. We must get directly into the communities to
interest community-based funders, he also suggested associating a fee with local
programs.

Alan Hoffmann stated that the *97 workplan has becn closely analyzed, and will
be tightly followed. A task/cost analysis will be conducted for each project,
including staff time allocation. 1997 will see closer control of budget and staff
time.

Budget

Mort Mandel reviewed the budget for 1997. He noted that the projected budget is two
million dollars, with $400,000 coming from fundraising activities. The Chair noted that
CI1JE is the highest retum on investment of all the Mandel projects. His hope is that in
the future it will be “owned” by the American Jewish community, rather than by one
foundation. He then asked that members speak with Karen Barth and Alan Hoffmann, if
they have suggestions about fundraising strategy.

Strategic Planning Workshop

Karen Barth explained that the strategic planning process is labor intensive, hard work,
and requires a great deal of thought. She went on to review the four phase process: 1)
Development of vision, 2) Change philosophy 3) CIJE mission, and 4) Specific
strategies. Following this discussion, Karen Barth reviewed the activities since the last
meeting.

Karen Barth then discussed the ten point “Vision Statement For Qutcomes in the North



American Jewish Community,” which had been revised based on the last Steering
Committee discussion, two staff workshops, and additional interviews. She stressed that
this vision will never be complete. We will continue refining it throughout the strategic
planning process and over many years. She noted that it is good enough to move on and
discuss the question of change philosophy. To begin this discussion, she asked the
question “What would it take for the Jewish community to reach this vision”. This lead
the proup to a discussion of the 13 Generic Approaches to Achieving Transformational
Change.

Karen noted that the inclusion of approaches and programs on the list did not indicate an
endorsement, rather that they are examples of existing ¢change programs the discussion of
which would help forimulate a clearer vision of options for CIJE. Some additional
examples of effective change policies, and programs were discussed. Alberto Senderay’s
program in South America was noted as an interesting example. Senderay brought in
talent from consulting firms and the Harvard Business School to help train change
leadership. The result is a cadre of young leadership in South America. His program has
been used as a pilot for other programs, and replicated throughout Europe. The question
was raised as to whether these new leaders produced real change or just mandated the
status quo.

The New York Continunity Commission’s approach to affecting change was discussed as a
model of creating change by seeding many small expcriments in the hope that some will
take root and grow. A discussion followed around the pros and cons of this type of
approach. The group asked for the recent Continuity Commission report. Karen Barth
said she will see if she can get copies.

Karen added two additional approaches to the 13 existing on the handout. The 14th
approach to change is Best Practices, which is described as identifying and replicating
best practices. Item 15 is restructuring and reengineering, which includes the redefining
of boundaries between institutions.

A, Strategic Game Plan

Karen Barth distributed three versions of a “strategic gamie board,” one for
Institutions, one for People and one for Demographic Groups. Starting with
Institutions, she asked the members to fill in the game board with a well known
eslablished program. ECE, the Continuity Commission, the Israel Experience,
and othcrs were chosen as the examples. The group then studied how these
examples filled out the gameboard. The next step was plotting CIJE and
examining its gameboard profile. There was some surprise as the profile
developed. Some members felt that CIJE was too spread out across the board,
others thought that CIIE was leaving areas of concentration under-represented.
This vchicle was presented as a tool to open the discussion of where CIJE should
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be in the future, to help define what its priorities are currently, and what change
techniques will help achieve the vision,

After a briet break for lunch, the meeting resumed with a re-examination of the 13
(now 15) generic approaches to change. The strategic gameboard analysis
prepared the members to examine the pros and cons of the approaches open to
CUE as change options. The discussion was captured on flip charts (copics are
attached).

B. Strategic Plan Summation
Karen Barth concluded the strategic plan segment by delineating the progress that
was made during the discussion. The development of a shared vocabulary for
discussing strategic options, the design of a map of CIJE’s current strategies and
what the strategies of other institutions look like, an awareness of what tools exist
to affect change and the pros and cons of each. Karen Barth said that the next
meeting will focus in on what CIJE will do.

CLIE Update

Due to a tight schedule, and carly ending time, so that members could be home
before the start of Chanukkah, Alan Hoffmann gave an abbreviated update of
events.,

A, GA

Alan mentioned that he, Karen Barth, Nessa Rapoport and Barry Holtz attended
the GA in Seattle from Novemher 13-15. Aitendance for the GA was down from
previous years. The many participants vo.ced disappointment that there was no
forum for Jewish Education at this year’s GA. Alan Hoffmann noted that he
received many unsolicited comments stating that it is time to do something
different focused on Jewish Education. This is another indication that there is a
void that needs to be filled by CIJE. He reintroduced the concept of a bi-ennial as
a timely idea.

B. TE1

Our next TEI seminar, which will take place December 15-18, is a first for two
reasons. It will include members of both cohorts one and two, totaling
approximalely 65 people. We will have a chance to see 1he first of the videotape
clips that we are preparing as a part of this initiative. This is a clip [rom a
religious school classroom. It is a conversation between 6 year olds and their
teacher about when, why and how Jews pray.



The evaluation of TEI is underway. The evaluation plan has three parts:
creation of communal maps of professional development, interviews of
participants, case studies that will follow several participants and the changes
that they are trying to institute.

With regard to the mapping project, our research and evaluation team (Adam
Gamoran, Ellen Goldring and Bill Robinson) has gathered data about current
professional development offerings in {ive communities which will serve as
baseline data for future monitoring of changes in the scope and content of such
offerings. They are currently writing reports that can serve as the basis for
communal conversations to develop more comprehensive personnel action plans.

Ken Zeichner, onc of the members of our professor’s group, who is an expert on
teacher education, will be joining our team to help analyze the interview data and
set up the case study strategy.

Lay Professional Leadership Seminar at Harvard

CIIE’s first lay-professional leadership seminar entitled: The Power of Ideas:
Leadership, Governance, and the Challenges of Jewish Education will take place
January 19 and 20. We are expecting between 20 and 25 teams (lay and
educational [eaders) {rom instilutions in Atlanta, Boston, Cleveland, Hartford,
Milwaukee and Montreal. Qur guest faculty will include Judith Block
McLaughlin, chair of the Harvard seminar for new presidents and lecturer in
higher education at Harvard University; Michael Rosenak, Mandel Professor of
Jewish Education at the Hebrew University, Tom Savage, former President of
Rockhurst College and current head of its Continuing Education/Seminar Program
and our own Karcn Barth. Josh Elkin and Ellen Goldring have been instrumental
in putting this program together.

Education Professors Seminar

We will be holding a seminar for CHE’s education professors at the end of
January. Two new professors will be joining us: Bill Firestone of Rutgers
University who's expertise includes the {financing of education and Anna Richert
of Mills College who’s work is in teacher education and professional
development. Moti Bar Or and Melilah Helner-Eshed, who were part of our
Judaica faculty this summer will again be teaching the group. We are delighted
that all of the professors who were with us this summer will be participating in
this seminar.



Mihvaukee Lay Leadership

Dan Pekarsky reporied about the process of developing a curriculum

for Milwaukee’s Lay Leadership Development Project. He focused on the
interplay betwcen CIJE’s puiding principles and local concerns and issues

in the development of this curriculum. A curriculum framework is now in

place. Remaining tasks include identifying one or more individuals to

further specify the curriculum and to lead the seminar, as well as

recruitment of an appropriate clientele. Nessa Rapoport and Dan Pekarsky noted
that there is a great deal of excitement about this program among the local
planning group.

Luncheon Seminar

On Wednesday, December 11 Barry Kosmin will be speaking on the role

of Bar and Bat Mitzvah. His paper is based on his findings from a survey of
nearly 1500 students and their parents--the class of 5755--from the Conservative
movement.

The meeting was adjourned at 2:30 pm. Alan Hoffmann wished the members a Happy
Chanukkah, and distributed a Chanukkah treat of chocolate gelt and dreidels to all.
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Where the publications of the Bast Practices Project are available
(e.9g. the supplementary school), we will uge those volumes as the
"text"; where they are not available, experts in the field who are
working on the project will present to the group.

The seminar will also include presentations frem educators in the
Best Practices sites and visits by the lead Communitles Commission
{or relevant task forces within it) to actual Best Practices sites.

Pilet B

Pilot A works at the level of community leadership: Pilot B aims at
the educational leadership in the loczl Lead Community. It focuses
on the introduction of new ideas lnto the the community. Here we
could lmagine a similar approach to Pilot A, but with a different
audience: sessions with relevant educational ]leaders based around

“he Best Practices Project; vieits to sites; vigits from Best Prac-
+tes practitioners.

Bilot C

Pilot C aims to be less oriented on planning and more focused on
practical skills, for a number of differant potential populaticns:

#1: The Rabbis Seminar for supplementary schools. Based on Joseph
Reimer’s work for the Commission, this would be a min: :course for
local rabbis on improving their supplementary school. It would in-
clude visits by rakbis the Best Practices Project supplementary
schoels. This could be organized by the dencminations or trans-
denominationally.

#2: The Supervisor Level: a mini-course oriented toward the princi-
pals of gchools or agency directors around some skills important for
t:eir work-- leadership in education, supervision, board relations,
atc.

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

Examples:

The Melton Research Center/JTS has propesed an inténeive program on
teaching using the arts for the Baltimore BJE. This project could
sarve as a Pilot ¢, 43 project.

The Hebrew University’s Melton Centre has propesed developing a num-

bow of aptiona far Tsad Cewmunitios teachers=~ a) sending a teacher
from each community to the Senior Educator program; b) ueing the
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Melton Mini-8chiool in the lead Communities to provide Jawlsh content
knowledge for early childhood educators, etc. ¢) A Ssminar in Israel
could be arranged for prxincipals of Lead Communitiee dayschools to
prepare them for bringing their staff the next sufimer.

Yeshiva University could be approached te offer a program for Lead
Comnunitises day school teachers.

MOR 19 'g9Q 14: 1R P1274ac¢

4
o
]

B3 PAGE . @4



CIIE
GA FORUM

Counci! for Initiatives in Jewish Education

Our Educators:
The New Iimperative

FORUM: Thursday, November 17

3:45 PM to 5:15 PM
C201, C205

Join;
Morton L. Mandel:
Chair

The Hon. Amnon Rubinstein:
Minister of Education, The State of Israel

Dr. Adam Gamoran:
University of Wisconsin

Alan Hoffmann:
Council of Initiatives in Jewish Education

The first dramatic findings of this just-released policy brief and
a new partnership between Israel and North America
to revitalize the profession of Jewish educators.

































MINU". _J: ~+« + _ERIN COMMITT

DATE OF MEETING: February 14, 1995

DATE MINUTES ISSUED: March 8, 1995

PRESENT: "*-=>n Mandel (Chair), John Colman, Gail Dorph

Ellen Goldring, Annette Hochstein, Stephen _ lan
rnuinann, Barry Holtz, Daniel Pekarsky, Nessa Rapoport,
Charles Ratner, Esther Leah Ritz, Richard Shatten, Virginia Levi
(Sec’y)

Copy to: Adam Gamoran, Lester Pollack, Jonathan Woocher, Henry

Zucker

\ssignment

Introductory Remarks

The master schedule control, minutes, and assignments were reviewed. Steering
Committee members were encouraged to review the master schedule control
carefully and advise a member of the CIJE staff if any of the meeting dates are
inconvenient. Note: The August meeting will take place in New York, not in
Cleveland, as originally scheduled.

With respect to CIJE's continental agenda, it was suggested that a significant
amount of data is being generated by the work of CIJE. CIJE should consider
establishing a national data base as a repository for this information. It was noted
that the MEF team has this on its agenda, but that we may wish to be selective
about the data that we collect and store, perhaps by focusing on "leading
indicators.”

It was also suggested that other organizations are collecting data and that we
should find a2 way to coordinate and standardize the collection process. It was
noted that baseline information is important to the evaluation of any effort and is
frequently not available. This issue should be considered within this context.

it was concluded that the MEF committee should ccnsider this matter, outline the
issues and begin to develop a plan. A first cut into this issue may be a topic for
discussion at the next meeting of the steering committee.

Overview of Organization Workplan

Alan Hoffmann reminded the steering committee that much of 1994 was spent on
developing the structure of CIJE and focusing its agenda. During that time, the
four committees were established which represent the primary domains of CIJE’s
work. Now, based on those four domains, a 1925 workplan has been developed.
It is anticipated that the workplan for 1996 will be drafted by August, 1995, so
that input of the steering committee can be sought much earlier in process.
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A. Building the Profession

CIJE continues to work on the mandate set forth by the Commissian an
Jewish Education in North America: building the profession and mobilizing
community support for Jewish education. Based on the outcomes of the
personnel research which was undertaken in 1994, it has been concluded that
first efforts should be focused on in-service training, while initial steps are
taken to develop a comprehensive plan for future efforts to build the
profession. A scan of the field suggests that there is no cbvious agency or
institution to which we can turn for assistance in providing comprehensive in-
service training for classroom Jewish educators. The first step in this effort is
to determine what capacity is needed to provide the necessary training and
then to build that capacity so that by the end of 1995 we will have a cadre of
trainers available to move this initiative forward.

B. Work toward mobilization of community support for Jewish education will
involve four foci in 1995:

1. We will continue to work toward engaging additional lay leaders for
Jewish education through our own board. This includes appointing vice-
chairs to the CIJE committees, adding eight to sixteen new board
members and encouraging committees to meet more frequently than two
times each year.

2. CHJE will work with additional communiiies, aiming toward engaging nine
communities in comprehensive planning for educational change and then
developing a network of affiliated communities.

3. Work will be undertaken to disseminate information to clearly defined and
prioritized constituencies in the ongoing effort to mobilize the community.

4. A plan will be developed for community mobilization. The first step, to be
accomplished during 1995, is to develop a "think piece" which will be the
basis for developing a plan to engage major community leaders, and
untapped potential champions from outside the organized communal
framework, in Jewish education.

C. Monitoring Evaluation and Feedback
MEF plans to focus on the following areas in 1995:

1. Analysis and disseminaticn of community data on educators and survey
methods.
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2. Continued monitoring and evaluation of CIJE initiated projects.
3. Begin work on developing a study of informal education and educators.

4. Develop a set of "leading educational indicators™ to help monitor change in
Jewish educational efforts.

5. Develop a plan for creating a research agenda for North America.

D. Content and Program

Work in the area of Best Practices will include the publication of a repart on
best practices in JCCs and initiation of work on best practices in the teaching
of Hebrew. Shorter papers will be developed to review best available practices
in in-service training.

The Goals Project will concentrate on developing resource people {"coaches")
to waork in selected communities.

in the brief discussion that followed, we were reminded to keep informal education
in mind as the workplan is implemented. Consideration is being given to

deveiopment of a policy brief on non-classroom educators.

Reporting and Community Mcbilization

Alan reported briefly on the November 1224 GA at which CIJE presented the
results of the surveys of educators in the lead communities threugh a report by
Adam Gamoran and the dissemination of the Policy Brief. He noted that the
reporting was an effective effort which moved CIJE's agenda forward. At the
same time, he noted that CIJE will be more centrally involved in the planning of
future GAs and will seek to make Jewish education a more central part of the
agenda for the 1285 GA.

Nessa Rapoport reported on her work on communications, noting that her mandate
is to raise awareness of CIJE and its work. The policy brief and the presentation at
the GA resulted in significant press attention. We are continuing to identify
opportunities for exposure in the press. A special forthcoming supplement in the
March issue of Reform Judaism is an exampie of this work.

Communications is a priority because of its importance in mobilizing community
interest and support. Work has begun on the nction of a "library of essential
documents"” in Jewish education. In addition, CIJE will begin its planning for the
GA by spring. Work is also under way to develop a package of materials which can
be distributed as we begin to establish relationships with new communities.
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In discussion, it was suggested that CIJE consider the audiences it wishes to reach.
It was suggested that the GA participants represent a fairly narrow audience and
that we should consider how to reach others.

It was reported that CIJE has begun to open conversations with Hartford, San
Francisco, and Seattle as possible additional communities with which we wiil work.
In response, it was suggested that CIJE not limit itself to communities where
success is assured, as this wili be less helpful in the long run. "Risk of failure is
part of the game.”

It was also noted that many people respond well to the opportunity to see
themselves as part of an elite group. It was suggested that CIJE plan a special
"invitation only" session at the 1985 GA in an attempt to attract the right people.

It was reported that plans are under way to study the impact of Jewish education
on lay leaders by developirg a program to work with graduates of the Wexner
Heritage Program. Participants are young lay leaders who spend two years
studying Jewish sources and who, it appears, do not necessarily become more
invoived in community activities following their studies. CIJE proposes 1o work
with Wexner alumni, and perhaps to develop a module for inclusion in the Wexner
Heritage Program curriculum. The module would deal with Jewish educational
change as a focus for leadership development.

Capacity Building

A. Building the Profession

Gail Dorph expanded on the workptan goal to develop a program of in-service
training during 1995, She noted that the first step is to identify people who
can provide the training, after which it can be institutionalized. The strategy is
to develop a high-level cadre of people who can teach others to be teacher
trainers on a local level. Described as a "virtual college,” this group of
educators would serve as mentors/trainers of local master teachers.

At the same time, it was noted that work with teachers can have little impact
without the commitment of educational leaders. The Harvard Leadership
Institute last October was a first effort to mohilize educational leaders. During
1985 this mode! will be used to plan similar work with other educational
leaders.

Work on building the profession also involves work with currentiy active
institutions of higher Jewish learning. CIJE is working with Brandeis University
in its own planning process concerning its rele in Jewish education in North
America. Professor Walter Ackerman is examining the feasibility of a regional
college of Jewish studies serving as an educational center to provide local
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service. CHIE continues to work with the denominational training institutions
ta determine how they can be supportive of the needs of iocal communities.

In discussion it was suggested that synagogues and day schools hire educators
without respect to their personal denominational commitments. It may be that
the involvement of the denominational training institutions is not critical to
effective in-service training.

It was noted that the original expectation of wall to wall coalition has meant
that individual synagogues are involved to some degree in CIJE’s activities in
the lead communities. Local synagogues do not wish to be left cut as planning
and implementation are undertaken.

B. Content and Program

Barry Holtz reported that the best practices project is intended to provide
information and knowledge which can help with both building the profession
and community mobilization. CIJE staff will continue to work during 1995 in
disseminating the two Best Practice reports already completed 50 that they can
serve as a resource for educators. In addition, a new report on best practices
in the JCC arena is nearing completion as work begins on best practices in the
teaching of Hebrew. Work will also be undertaken to identify "best available
practice” in the area of in-service education, drawing on both Jewish and
general education,

Daniel Pekarsky reported that work continues on the Goals Project, as seminars
are developed for use in local communities. Work is now under way to identify
individual institutions that wish to work on a goals project. A first step will be
to identify and train people to serve as coacheas to local goals efforts. It was
reported that as a result of the Goals Seminar in Israef during 1994, Cleveland
has started a course on goals identification with Walter Ackerman as the
teacher. The intent is to develop community-wide goals for Hebrew language
instruction.

It was reported that CIJE staff and consuitants had just returned from a day of
work in Atlanta with 70 lay leaders interested in establishing a Jewish high
school in Atlanta. They had determined that the first step in this process is to
develop a vision for the ideal graduate of such a school to serve as the starting
point for planning. This was the purpose of the consultation, which was
deemed a major success as the community now moves forward in its planning.
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Assignment

Introductory Remarks

The master schedule controf, minutes, and assignments were reviewed. Steering
Committee members were encouraged to review the master schedule control
carefully and advise a member of the ClIJE staff if any of the meeting dates are
inconvenient, Note: The Auvgust meeting will take place in New York, not in
Cleveland, as originally scheduled.

With respect to CIJE's continental agenda, it was suggested that a significant
amount of data is being generated by the work of ClJE. CIJE should consider
estabiishing a national data base as a repository for this information. It was noted
that the MEF team has this on its agenda, but that we may wish to be selective
about the data that we collect and store, perhaps by focusing on "teading
indicators.”

It was also suggested that other organizations are collecting data and that we
should find a way to coordinate and standardize the collection process. It was
noted that baseline information is important te the evaluation of any effort and is
frequently not available. This issue should be considered within this context.

it was concluded that the MEF committee should censider this matter, cutline the
issues and begin to develop a plan. A first cut inte this issue may be a topic for
discussion at the next meeting of the steering commitiee.

Overview of Organization Workplan

Alan Hoffmann reminded the steering committee that much of 1994 was spent on
developing the structure of CIJE and focusing its agenda. During that time, the
four committees were established which represent the primary domains of CIJE's
work. Now, based on theose four demains, a 1995 workplan has been developed.
It is anticipated that the workplan for 1996 will be drafted by August, 1985, so
that input of the steering committee can be sought much earlier in process.
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A_ Building the Profession

CIJE continues to work on the mandate set forth by the Commission on
Jewish Education in North America: building the profession and mobilizing
community support for Jewish education. Based on the outcomes of the
personnel research which was undertaken in 1994, it has been concluded that
first efforts should be focused on in-service training, while initial steps are
taken to develop a comprehensive plan for future efforts to build the
profession. A scan of the field suggests that there is no abvious ageney or
institution to which we can turn for assistance in providing comprehensive in-
service training for classroom Jewish educators. The first step in this effort is
to determine what capacity is needed 1o provide the necessary training and
then te build that capacity so that by the end of 1995 we will have a cadre of
trainers available to move this initiative forward.

B. Work toward mobilization of community support for Jewish education will
involve four foci in 1996:

1. We will cantinue to work toward engaging additional lay leaders for
Jewish education through our own board. This includes appointing vice-
chairs to the CIJE committees, adding eight to sixteen new board
members and encauraging committees to meet more frequently than two
times each year.

2. CHJE will work with additional communities, aiming toward engaging nine
communities in comprehensive planning for educational change and then
developing a network of affiliated communities.

3. Work will be undertaken to disseminate information to clearly defined and
prioritized constituencies in the ongoing effort to mabilize the community.

4. A plan will be developed for community mobilization. The first step, to be
accomplished during 1995, is to develop a "think piece” which will be the
basis for developing a plan to engage major community leaders, and
untapped potential champions from outside the organized communal
framewark, in Jewish education.

C. Monitoring Evaluation and Feedback
MEF plans to focus on the following areas in 1995;

1. Analysis and dissemination of community data on educators and survey
methods.
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2. Continved monitoring and evaluation of CIJE initiated projects.
3. Begin work on developing a study of informal education and educators.

4. Develop a set of "leading educational indicators" to help monitor change in
Jewish educational efforts.

5. Develop a plan for creating a research agenda for North America.

D. Content and Program
Work in the area of Best Practices will include the publication of a report on
best practices in JCCs and initiation of work on best practices in the teaching
of Hebrew. Shorter papers will be developed to review best available practices

in in-getvice training.

The Goals Project will concentrate on developing resource people {"coaches"}
toe work in selected communities,

In the brief discussion that followed, we were reminded to keep infarmal education
in mind as the workplan is implemented. Consideration is being given to
development of a policy brief on non-classroom educators.

Reporting and Community Mobilization

Alan reported briefly on the November 1994 GA at which CIJE presented the
results of the surveys of educators in the lead communities through a repart by
Adam Gamoran and the dissemination of the Policy Brief. He noted that the
reporting was an effective effort which moved CIJE's agenda forward. At the
same time, he noted that CIJE will be more centrally involved in the planning of
future GAs and will seek to make Jewish education a more central part of the
agenda for the 1995 GA.

Nessa Rapoport reported on her work on communications, noting that her mandate
is to raise awareness of ClJE and its work. The policy brief and the presentation at
the GA resulted in significant press attention. We are continuing to identify
opportunities for exposure in the press. A special forthcoming supplement in the
March issue of Refarm Judaism is an example of this work.

Communications is a priority because of its importance in meohilizing community
interest and support. Work has begun on the notion of a "library of essential
documents” in Jewish education. In addition, CIJE wiil begin its planning for the
GA by spring. Work is also under way to develop a package of materials which can
be distributed as we begin to establish relationships with new communities.



Al

CIJE Steering Committee Page 4
February 14, 1995

nment

in discussicon, it was suggested that CIJE consider the audiences it wishes to reach.
It was suggested that the GA participants represent a fairly narrow audience and
that we should consider how to reach others.

It was reported that CIJE has begun to open conversations with Hartford, San
Francisco, and Seattie as possible additional communities with which we will work.
In response, it was suggested that ClJE not limit itself to communities where
success is assured, as this will be less helpful in the long run. “Risk of failure is
part of the game."

It was also noted that many people respond well to the opportunity to see
themselves as part of an elite group. it was suggested that CIJE plan a special
"invitation only™ session at the 1995 GA in an attempt to attract the right people.

It was reported that plans are under way to study the impact of Jewish education
on lay leaders by developing a program to work with graduates of the Wexner
Heritage Program, Participants are young fay leaders who spend two years
studying Jewish sources and who, it appears, ¢co not necessarily become more
invelved in community activities following their studies. CIJE proposes to work
with Wexner alumni, and perhaps to develop a module for inclusion in the Wexner
Heritage Program curriculum. The module would deal with Jewish educational
change as a focus for leadership development.

Capacity Building

A. Building the Profession

Gail Borph expanded on the workplan goal to develop a program of in-service
training during 1995, She noted that the first step is to identify people who
can provide the training, after which it can be institutionalized. The strategy is
to develop a high-level cadre of people who can teach others to be teacher
trainers on a local tevel. Described as a "virtual college,” this group of
educators would serve as mentors/trainers of local master teachers.

At the same time, it was noted that work with teachers can have little impact
without the commitment of educational leaders. The Harvard Leadership
Institute last October was a first effort to mobilize educational leaders. During
1995 this rmodel will be used to plan similar work with other educational
leaders.

Work on building the profession also involves work with currently active
institutions of higher Jewish learning. CIJE is working with Brandeis University
in its own planning process concerning its role in Jewish education in Morth
America. Professor Walter Ackerman is examining the feasibility of a regional
college of Jewish studies serving as an educational center to provide local
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service. CIJE continues to work with the denominational training institutions
to determine how they can be supportive of the needs of local communities.

In discussion it was suggested that synagogues and day schools hire educators
without respect to their personal denominational commitments. |t may be that
the involvement of the denominational training institutions is not critical to
effective in-service training.

It was noted that the original expectation of wall to wall coalition has meant
that individual synagogues are involved to some degree in CIJE's activities in
the lead communities. Local synagogues do not wish to be left out as planning
and implementation are undertaken.

B. Centent and Program

Barry Holtz reported that the best practices project is intended to provide
information and knowledge which can help with both building the profession
and community maobilization. CIJE staff will continue to work during 1995 in
disseminating the two Best Practice reports already completed so that they can
serve as a resource for educators. |n addition, a new report on best practices
in the JCC arena is nearing completion as vrork begins on best practices in the
teaching of Hebrew. Work will also be undzrtaken to identify "best available
practice" in the area of in-service education, drawing on both Jewish and
general education.

Daniel Pekarsky reported that work continues on the Goals Project, as seminars
are developed for use in local communities. Work is now under way to identify
individual institutions that wish to work on a goais project. A first step will be
to identify and train people to serve as coaches to local goals efforts. It was
reported that as a result of the Goals Seminar in Israel during 1884, Cleveland
has started a course on goals identification with Walter Ackerman as the
teacher. The intent is to develop community-wide goals for Hebrew language
instruction.

It was reported that CIJE staff and consultants had just returned from a day of
work in Atlanta with 70 lay leaders interested in establishing a Jewish high
school in Atlanta. They had determined that the first step in this process is to
develop a vision for the ideal graduate of such a school to serve as the starting
point for planning. This was the purpose of the consultation, which was
deemed a major success as the community now moves forward in its planning.
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C. Senior Personnel

It was noted that there is a limited number of top level positions in Jewish
education which are central to both planning and implementation of change in
local communities and continentally. There is currently no comprehensive plan
for senior personnel in North America. CIJE is beginning to think about this, in
close consultation with the Mandel Institute in Jerusalem.

Annette Hochstein reported that the Mandel Institute has determined that there
is insufficient capacity to train the senior personnel needed in North America
and elsewhere. Few of the people in top level positions have been
appropriately trained to fill them.

There are a number of organizations in Jerusalem that currently do train small
numbers of people for senior positions. The Mandel Institute is considering
what it would take to increase the capacity of these programs to train the
number of people required. Work is under way to identify actual needs of
individual communities and to develop a plan to address these senior personnel
needs. It was initially thought that recruitment would be a stumbling block,
but current efforts to recruit students to the existing programs have been
stepped up and are resulting in many more qualified people than had been
anticipated.

One possible outcome for this sort of trainng might be to develop a cadre of
senior educators who could establish a similar, perhaps affiliated, training
program in North America.

ATA Research and MEF

Ellen Goldring reported that the MEF team had completed the study of educators
and the publication of the policy brief in 1994. Work is now under way to
complete a similar study of educational leaders to be completed prior to the April
board meeting. Preliminary review suggests that a significant number of
educational leaders do not possess the sort of training one might expect of people
in positions of educational leadership.

it was noted that the MEF team has documented planning for action and crganizing
for action. If it is now to begin evaluating the action, itself, those involved must be
challenged to articulate clear desired cutcomes.

It was noted that monitoring, evaluation and feedback is a means to community
moehilization.

We were reminded that each cemmunity needs an evaluation and research
city. Itis he, : thev  of CIJEin Ii ou mes ofi v oark

1 v
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can serve as a model for individual communities. At the same time, it is important
to note that the same need to build capacity to accomplish this work that has been
pointed to in earlier segments of the meeting is also a serious issue in the area of
research and evaluation.

It was suggested that the first step in undertaking this capacity building is to
develop a map of what is now available and what is desirable. We can then begin
to think about what it would take to get there.

Committee chairs and staff met over lunch to discuss issues related to their work.
Summaries of those meetings are attached.

The meeting adjourned at 2:00 p.m., at which time the steering committee went
into executive session.






SUMMARY OF COMMITTEE ON COMMUNITY MOBILIZATION

Date: 2/14/35
Present: Steve Hoffman, Alan Hoffmann, Nessa Rapoport, Chuck Ratner, Richard
Shatten

The meeting focused on two issues: CIJE's role at the 1985 GA; and the agenda
for the next meeting of the board committee on community mobilization {April 27,
19965).

1995 GA: Discussion focused on our recognition from the 1994 GA that many of
C!JE's key audiences--federation presidents and execs; senior staff and lay leaders
of national organizations are at internal meetings at the same time that public
programs take place. [t was suggested that if we want to reach federation
presidents and execs, we need to hold a meeting during the GA specifically for
themn.

Board Committee: At the October meeting, this committee discussed traditional
ways the organized community has rallied around crises, and the different nature of
the crisis in Jewish education {it is long-term, without quick fixes; it is not about
the "rescue, relief and rehabilitation” of Jews absoad, but about ourselves).

In the current composition of the committee, severa of its members represent
national organizations whose mission is primarily or in part Jewish education. (The
remainder are Lead Community representatives,] There was some discussion about
the most fruitful way for this committee to think through questions of community
mobilization around the CIJE agenda and vocabulary. One suggestion was to engage
its members in looking at ways of "spreading the word"” through the organizations
represented around the table. Since in CiJE's design, the revitalization of Jewish
education can only take place through our partnership with other national
organizations, there was some discussion about whether this committee meeting
could be a forum 1o explore those possibiiities. It was agreed that there are inherent
limitations of time and format to such an option.

The meeting concluded with the understanding that Nessa Rapoport would need to
convene a further meeting shortly among these participants to continue to think
through the appropriate agenda for this committee in future board meetings and
throughout the year.



SUMMARY OF COMMITTEE ON CONTENT AND PROGRAM

Date: February 14, 1935
Present: John Colman, Seymour Fox, Barry Holtz, Daniel Pekarsky

The group reviewed a draft of a report to the full committee on CIJE's recent and
future activities in the area of content and program. Most of our meeting was then
spent in discussing possible directions the Goals Project might take and has been
taking.

Three directicns were identified:

a) Efforts to work with institutions and to cultivate coaches who would be
doing this kind of work;

b) Efforts to introduce new communities/institutions to the basic ideas
informing the Goals Project {via seminars like the one done in Jerusalem
and the ones now being done in Milwaukee};

¢} The Community Goals agenda.
We ended with the suggestion that Dan Pekarsky prepare a brief oral presentation

for the meeting of the full committee in April on the implications of pursuing these
different routes, along with some discussion of the route{s} we have been pursuing.
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« creation and publication of policy brief on "The Background and Professional Training
of Teachers in Jewish Schools”

« distribution of policy brief to 3,000 GA attendees and CIJE sponsored forumt on the data

« coverage of policy brief data in Jewish and some general media outlets

By the November 1994 General Assembly, CIJE was able to bring to the North American
community, for the first time, a diagnostic profile of its educators. The main issue facing CIJE
towards 1995 is:

How can CIJE maximize the impact of MEF's survey Indings and use it as a catalyst lor
the development of in-service fraining capacity in various regions on the North American
continent?

We recommend developing strategies that will respond to the critical issue of capacity.
Two examples for consideration and discussion:

a, In 1995 CIJE will begin the process of creating capacity for teacher and
leadership traiming. One possibility is to identify a finite cadre (no more than 45)
of outstanding educators and training them to be teacher-trainers for select CIJE
communities. The training of such trainers could be in cooperation with the
Mandel Institute. In each of the following years, this cadre could be enlarged as
needed.

b. Another possibility is for C1JE to develop with one of the local training

colleges (the Cleveland College of Jewish Studies, for example,} a fully fleshed-
out plan for becoming a regional in-service training institution.
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II. WORKPLAN

In light of the above it is proposed that in 1995 the CI1JE should focus primarily on the following:

A, BUILDING THE PROFESSION

To include:

a. Impacting in-service fraining strategically through developing a plan fo
build capacity for training nationally, regionally and locally and then
testing the plan.

b. First steps rowards a comprehensive plan for building the profession

a. in-service training

Based upon the major findings of the educators survey and the interest and opportunities that it
generates, 1995 will see a major focus of CIJE's activities in the area of in service training of
educators in CIJE laboratory and selected communities. These should include:

1. Developing and implementing a plan for a finite pool of high quality teacher trainers
who can implement in-service education in communities and institutions. CIJE will
develop the strategy and will be directly involved with pilot implementation. It is
anticipated that the Mandel Institute will participate in the training of these trainers.
Where possible, implementation will also be handed over to others.

2. Offering selected communities guidance in preparing their comprehensive in-service
training plan based on the Study of Educators.

3. Exploring ways to mobilize existing training institutions, central agencies, professional
organizations, and the denominational movements to the endeavor. A model plan for
developing regional in-serviee training capacity should be crafted. Over a period of
ycars this should include Institutions of Higher Jewish Learning, some general
universities and regional colleges.
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concepts, curricula and standards.
b. comprehensive planning for Building the Profession

An ongoing function of the CLJE has to be the development of a comprehensive continental plan
for building the profession. First steps towards this plan will be taken in 1995 by:

Establishing an academic advisory group to define and guide the assignment. This group will
articulate the charge to a planner to be commissioned in 1996.
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guidelines on in-service training

policy brief: on the remuneration of Jewish educators
occasional paper: the goals project

occasional paper: best practices on in-service training

= Development of a data base both for distribution of all our materials and for ranking and
tracking of professional and lay leadership

» Distribution plan for Best Practices volumes

« Creation of small advisory group (e.g. Finn) for strategizing media and communication
opportunities

« Develop a publicity program with future targets

« Planning and preparation for 1995 GA

4. A Strategy for engaging potential community champions
« Develop think piece toward a 1996 first iteration of a plan for engaging major community
leaders in Jewish education.
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C. MONITORING, EVALUATION AND FEEDBACK

The workplan for monitoring, evaluation and feedback has been developed in consultation with
the advisory committee and reflects the completion of some work in progress and some new
directions for this project.

The main areas of work for 1995 that are proposed are:

1. Analysis and Dissemination of Community Data on Educators and Survey Methods
This includes:

« Further analysis of Educators' Survey data in the CIJE laboratory communities including
further Policy Briefs on: Salaries and Benefits; Career Plans and Opportunities and Teacher
Preferences for Professional Development; Educational Leaders

- ull Integrated Report across all three communities

» Development.of a "'module” for studying educators in additional communities which
involves refining the survey instruments and interview protocols and making them available
to other comntunities by writing descriptions of the procedures.

2. Monitoring and Evaluation of C1JE-initiated Projects
In CLJE selected communities, MEF will:
« Guide communities to monitor and cvaluate Personne] Action Plans
« Monitor and evaluate Goals Project activities
» Analysis of changing structures of Jewish education in North America (Ackerman)

3. Conceptualizing a Method for Studying Informal Education and Educators
A process of consultation with experts and thinking to result in a design by the end of 1995 for
implementation in 1996

4. Leading Educational Indicators
In place of monitoring day-to-day process in the Lead Communities, the MEF Advisory
Committee has suggested the development of Leading Educational Indicators to monitor change
in North American communities.
»In 1995 to hold by June the first discussion with consultants on establishing sone "Leading
Indicators” and to begin gathering data on those indicators in the second half of the year.

5. Towards a Research Capacity
In the second half of 1995 develop a plan for creating a research agenda for North America.
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I, HUMAN RESOURCES

a. in 1995 the CIJE core full-time staff will consist of:

Executive Director Alan Hoffmann

Personnel Development Dr. Gail Dorph

Content/Program and In-Service Dr. Barry Holtz
Education

Community Mobilization Nessa Rapoport

Research and Data Analysis Bill Robinscen

b. Consultants on engeing fixed retainer basis

MEF and Research Agenda Dr. Adam Gamoran
MIZF and Leadership Dr. Ellen Goldring
Goals Project Dr. Dan Pekarsky
Building the Profession Prof. Lee Shulman

c. Consultants on an ad hoc basis

Monograph on Restructuring of Community

Education + Regional Colleges Prof. Walter Ackerman
CLE Steering Committee meetings and Dr. Ellen Goldring

Staff meetings Dr. Adam Gamoran
Planning Consultant on Building Profession  (as yet not identified)
Community Organization Stephen Hoffman (unpaid)

d. Mandel Institute
« Consultation on Goals, Planning and Building the Profession;
» Collaboration on Senior Personnel Development, pieces of in-service training and on Goals
Project;
« Cooperation in fundraising.

€. Successor Search
Phillips Oppenheim & Co.

[See Exhibit 1 for matrix of allocation of staff/consultant time to major activity areas]
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APPENDIX A: ISSUES FACING CJE

Some conceptual issues have arisen regarding the preferred role for CLJE:

1. With its outstanding education staff, should the CIJE develop and implement
projects (e.g. seminars for principals) or should it enable others to implement, using its
resources {o develop the ideas, the plans and the policies that will enablec others to
implement and disscminate change?

The 1995 workplan recommends a mid-position, with the CIJE devoting the largest share of
its staff tfime to developing the appropriate strategies and leading others to implement them,
while undertaking a small number of pilot field/implementation activities, These are
required, we believe, in order to energize a depressed field and demonstrate that quality can
be achieved and that serious content can make a difference.

2. How can CIJE influence existing organizations (JESNA, CJF, JCCA, univcrsities,
institutions of higher Jewish [earning) so that their work in education reflects the
priorities of our mission?

This workplan takes the position that in 1995 CIJE should engage with three carefully
selected organizations - probably JESNA and JCCA - and develop joint planning groups to
target specific areas of Jewish educational activity and plan for capacity and funding. In
future years this function should be expanded to other organizations. In addition, the creation
of the new standing committee on Jewish Continuity of the CIF in 1995 will have CIJE at the
core of the framing of its mission.

3. How should we relate to projects of CLJE which could grow heyond the present
mission in order fo cnsure their maximum contribution?

It is recommended that some time in the future some CIJE projects could be spun off into
semi-independent activities which would both be highly attractive for fundraising and have a
life of their own. The Goals Project could be considered as first in this category. In 1995
first steps could be taken to establish this as a "project” rather than a center at Harvard
University in a relationship similar to that of the present Harvard-Mandel project. This
could be a model for other areas of CIJE's work and has considerable potential for fund-
raising.
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I. Agenda/Overview

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

The agenda was divided into two sections:

1. The moming was devoted to hearing and responding to updates by Chaim
Botwinick, Steve Chervin and Ruth Cohen on the issues/challenges/problems cach of the
lead communities is [acing as they develop their plans

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

The day ended with a decision to reconvene in March of 1995 to

A. discuss concrete iterations of community action plans with focus on steps
needed for implementation.

B. meet with leaders of denominational groups to talk through the roles of the
national denominations in the development and implementation of community plans.

II. Community Presentations

A. ATLANTA

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

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



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

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

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

B. BALTIMORE

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

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

Round One: Federation Committees

1. executive commitiee of Associate

2. board of CAIJE (the Associated's committee on Jewish education)
3. ClIE committee

Round Twe: Four Focus Groups

lay chairs of congregational committees on Jewish education
rabbis

congregational schoel directors and pre-school directors

day school directors

CJES professional staff

CJES board of directors
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The policy brief was only given out to those who attended focus group meetings rather
than mailing it out with the community report. There was some discussion of whether
or not the polilcy brief should now be maiiled out. Chaim felt that attention to the policy
brief might distract the community from moving ahead on the creation of its own
personnel action plan. He felt now was the time for action and not the time for more
discussion.

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

Two major challenges facing the Baltimore Jewish community were noted.

I. In terms of dissemination, the focus group mectings were good meetings, but
were poorly atiended, Thus although all members of the groups got the report,
few took the opportunity to respond to it.

2. The pace of implementation of the action plans is directly related to the
funding cycle of the community. The plan will be adopted in the spring, but
cannot be funded until next fall, delaying activity in the community.

C. MILWAUKEE

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

In terms of personnel, Miiwaukee received their report a year ago. A personnel action
committee was formed to review the data. This committee went through all of the tables
before the final draft of the integrated report was available. When the final report came
through, two community wide receptions were held at which Adam Garmnoran and Gail
Dorph made presentations. One of the receptions was for educators, particularly teachers;
the other was geared toward community lay leaders. The presentations were well
received and the discussions that followed were quite good. The disappointiment was that
they were not as well attended as was hoped.



She recapped positive and negative events since the data on Milwaukee was released a
year ago. On the positive side, two projects stood out as major steps forward on the road
to building the profession in Milwaukee. The CIJE - Harvard Principals’ Center Seminar
provided information and inspiration to the educators in her community. More recently,
the work towards creating a masters degree program for Milwaukee's teachers through the
Cleveland College of Jewish Studies is also viewed by the community as an innovative
development in building the profession.

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

1. improving current programs vs. adding new program

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

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

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

5. adding programs that will lead to systemic change vs. expansion of programs
1II. Creating a Personnel Action Plan

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

1. What might a personnel action plan include in terms of content?
2. What are the steps a community could take to implement these goals?
The strategy included the following steps:

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






V. Next Steps

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

IV. What in-service opportunities eurrently exist in your community? What are
there strengths and weaknesscs?

V. Where do you want to be in five years?

VI. Given where you and where you to be, what's your plan for getting there?
Chart the next six months time.

On March 9th, the meetings will also include a discussion with representatives from the
education departments of the denominational movements.
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TOWARD A COMPREHENSIVE PERSONNEL ACTION PLAN
{This document only deals with personnel in formal educational scttings)
WHAT WOULD AN ACTION PLAN LOOK LIKE?

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

I. PROFESSIONAL DEVELOPMENT

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

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

1. Courses
a. Subject Matter Courses
b. Educational Foundations/Pedagogy Courses
¢. Courses that blend subject maiter and pedapogy according to age and setting
Examples:

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

* Seminar on the Teaching of Hebrew language

* day schools - spoken Hebrew

* day schools - text Hebrew

* supplementary schools - reading and Siddur Hebrew
* U-STEP (United Synagogue In-service courses)

d. Courses that have "lab or practice” component



2. Programs

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

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

c. Sequenced programs designed for educators with classroom
based component

d. Induction (Site based or Communal)
3. Retreat Experiences
which will focus most particularly on personal/ experiential needs of
participants (tefillah, Shabbat)
{One way to frame itemns 1-3 could be the creation of a Teachers Institute with a variety of
offerings for teachers of different subjects, settings, denorninations, and ages. }

B. In-Service Pr fi ucational Leader

Leadership Institute - Acr munitie
{as sub-groups and across settings}

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

eadershi inar - Within Communiti ing Best Practices and Other Resourc
1. Directors of Early Childhood units
2. Principals of Supplementary Schools
3. Principals of Day Schools

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

C. Mentoring Programs for Novices

i. Preparation of mentors



TOWARD A COMPREHENSIVE PERSONNEL ACTION PLAN
(This document only deals with personnel in formal educational seftings)
WHAT WOULD AN ACTION PLAN LOOK LIKE?

RUBRICS FOR UPGRADING PERSONNEL
A PLANIN PLACE WOULD HAVE THESE ELEMENTS:

I. PROFESSIONAL DEVELOPMENT

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

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

1. Courses
a. Subject Matter Courses
b. Educational Foundations/Pedagogy Courses
c. Courses that blend subject matter and pedagogy according to age and setting

Examples:

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

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

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

d. Courses that have "lab or practice" component



2. Programs

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

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

¢. Sequenced programs designed for educators with classroom
based component

d. Induction (Site based or Communal)
3. Retreat Experiences
which will focus most particularly on personal/ experiential needs of

participants (tefillah, Shabbat)

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

B. In-Service Programs for Educational Ieaders

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

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

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

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

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

C. Mentoring Programs for Novices

I. Preparation of mentors
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A,

2. Mentoring programs in action
a. for novice principals
b. for novice teachers
Peer and "Expert" Coaching Program for Experienced Personnel
1. Preparation of peer coaches
2. Coaching programs in action

a. for experienced principals
b. for experienced teachers

RECRUITMENT

Developing teens and young adults

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

2. Programs to support college age youngsters who are teaching and working as

personnel in youth groups, camps, and in schools

B.

11,

Developing alternative pools of teachers

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

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

RETENTION

Salary and Benefits

1. Benefits packages available for full time people
2. Partial (proportional) benefits packages available for part-time people
3. Synagogue, JCC Memberships

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



5. Free invitations to communal events

6. Conference lines, membership in professional organizations

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

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

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

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

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

IV. PRE-SERVICE PROGRAMS



CREATING A PERSONNEL ACTION PLAN

I. WHAT ARE YOUR NEEDS?

TEACHERS

| SETTINGS |

PROFESSIONAL GROWTH OPPORTUNITIES

JUDAICA | EDUCATION BOTHJ & E ADVANCED
OPPORTUNITIES
PRE-SCHOOL
DAY SCHOOL
CONGREGATION
EDUCATIONAL LEADERS
| SETTINGS | PROFESSIONAL GROWTH OPPORTUNITIES
JUDAICA | EDUCATION BOTHJ & E ADVANCED
OPPORTUNITIES
PRE-SCHOOL
DAY SCHOOL
CONGREGATION

(To be complete this matrix actually has to have many more cells which would be created by
including all the populations and needs --and maybe more--included on the page called
ACTION PLAN: FOR WHOM below)
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II. THE FOLLOWING CHART IS ONE EXAMPLE OF A STRATEGY DESIGNED TO
MAP THE ISSUE OF NEEDS.

TEACHERS

ROFESSIONAL GROWTH NPPORTUNITIFS

| SETTINGS || P
JUDAICA | EDUCATION BOTRJ&E

using the Melton
Bible materials

ADVANCED
OPPORTUNITIES
PRE-SCHOOL Holiday Child Developmert | Teaching Jewish Curriculum
Cycle Holidays in Early | Writing Seminar
High Scope Childhood
Classrooms
DAY SCHOOL Bible Group Investigation | Using Tal Selain | Talmud Shiur
Model the elementary
school years
CONGREGATION || Siddur Classroom Teaching the Preparing to be Lead
Management Joseph Cycle to Teacher
Strategies the Dalet Class

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




ACTION PLAN:
FOR WHOM?
TO ANSWER WHAT NEEDS?

POPULATIONS:
TEACHERS AND PRINCIPALS

Settings:
Day School
Pre-School
Supplementary

Experience:
Novices
3 to 7 years
Over 7 years

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

NEEDS:

TEACHER

Judaic Subject Matter Knowledge
Pedagogic Skills

Pedagogic Content Knowledge
Child Development

Personal Growth Experiences

PRINCIPALS

Judaic Subject Matter Knowledge
Leadership Knowledge and Skills
Management Knowledge and Skills
Supervision of Instruction and Teachers



III. ARE THERE SOME THINGS THAT EVERYONE MUST DO FIRST?
ARE THERE PRECONDITIONS FOR SUCCESS OF PLAN?

A. Educational Leadership

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

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

empowenment, need for networking)

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

E. research and evaluation capacity (this was also added to The Critical Path}



IV, WHAT INSERVICE OPPORTUNITIES CURRENTLY EXIST IN YOUR
COMMUNITY?
WHAT ARE THEIR STRENGTHS AND WEAKNESSES?



V. WHERE DO

1995-2000

YOU WANT TO BE IN FIVE YEARS?

| OPTIONS | YEARS

1995 lioos  lioor  luoos lioos 2000 |

1. Courses

Subject Matter
Courses

Educational
foundations/Ped
agogy courses

Blend of Subj.
matter and

pedagogy

Lab/Practice
courses

2. Programs

Sequenced
programs: not
necess. for
training of
educators

Sequenced
programs. for
training of
educators

Induction of new
teachers (site or
communal)

Sequenced
programs: with
classroom
component







YI. GIVEN WHERE YOU ARE AND WHERE YOU WANT TO BE, WHAT'S YOUR
PLAN FOR GETTING THERE?

For some sugpestions, approaches, strategies, see:
CRITICAL PATH #I11. p., 3, 4;
(Particularly, map future needs in ferms of leadership positions that will
become available as well as predicting new opportunities)
ACTION PLAN: HOW; and
ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN
COMMUNITIES

Use chart that follows as possible worksheet



VYI. WHAT DO YOU NEED TO DO IN THE NEXT SIX MONTHS?

1995-96

I OPTION-Q_I MONTHS

| February | March | Aprit Moy lwne  lsept |

1. Courses

Subject Matter
Courses

Fducational
foundations/Ped
agogy courses

Blend of Subj.
matter and

pedagogy

Lab/Practice
courses

2. Programs

Sequenced
programs: not
necess, for
training of
educators

Sequenced
programs: for
training of
educators

Induction of new
teachers (site or
communal)

Sequenced
programs: with
classroom
component




3. Retreat
experiences

4. Inservice

programs for
Ed. Leaders

Across
communities

Within
communities

Mentoring
programs for
novices

Peer and expert
coaching for
experienced
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ACTION PLAN:
HOW?

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

2. DEVISING APPROPRIATE APPROACHES TO ADDRESS ISSUES

Individual Leamning Plans
Courses
School-based Curriculum improvement project
Training Sessions with Supervision and Feedback
Programs (Sequenced Courses)
Observation/assessment

Peer Coaching

Mentoring

Supervision
Structured Reflective Practice

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

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

11



ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN
COMMUNITIES

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

a. their respective curricula

b. to decide if there are areas of overlap and potential cooperation for courses that necd
to be developed

c. discuss appropriate auspices for such courses: community vs. denominational

d. discuss appropriate venues for such courses: community vs. school based

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

a. incentives for participating in the program

b. salary increments that would accrue for participation

¢. accreditation procedure that would accompany successful completion of "x" number
of courses

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

a. Judaica courses that deal specifically with the content of the curricufum

(examples: holidays, life cycle, Siddur, Parashat Hashavua, ete)

These courses should also include where appropriatz real life experiences and

assignments as well as retreat ty pe experiences focused on participants’ "personal
meaning making").

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

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

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

4. Additional Questions:

a. How would the above program be planned?
b. How could it be coordinated/managed?

c. How would it be orchestrated/taught?

d. How would success be evaluation?
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ONE STRATEGY FOR DEVELOPING PERSONNEL ACTION PLANS IN
COMMUNITIES

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

a their respective curricula
. . | . -
b. to decide if there afe areas of overlap and potential cooperation for courses that need
10 be developed l ‘
c. discuss appropriate;auspices for such courses: community vs. denominational
d. discuss appropriate venues for such courses: community vs. school based
|
2. Other issues for discussion by this same group might include:
[
i
a incentives for participating in the program
b. salary increments that would accrue for participation
c. accreditation procedure that would accompany successful completion of "x" number
of courses "

3a. Set up a three part program for teachers that would include:
\
a. Judaica courses tl‘mt deal specifically with the content of the curriculum
(examnples: holidays, life cycle, Siddur, Parashat Hashavua, etc)
These courses should also include where appropriate real life experiences and
assignments as well as|retreat type experiences focused on participants' "personal
meaning making").

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

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

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

4. Additional Questions:

a. How would Lhe above program be planned?
b. How could|it be coordinated/managed?

c. How would it be orchestrated/taught?

d. How would|success be evaluation?
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Subject: building the profession
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Annette:

['ve been thinking about our conversation. [ thought perhaps a way to
frame it would be to bring you up to date in terms of "where I am" since
we last spoke. I think at that time you received a copy of my workplan

Hit <CR> for next page, : to skip to next part...
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such as it was. In terms of building the profession -- particularly the
area of inservice, it was separated into Tocal and national. Perhaps our
conversation will go that way too. But you can use your own judgment
based on what I am telling you in terms of thinking about moving my
thinking and planning ahead.

At the local level, the outline of the plan is to help communities figure
out how to a. disseminate their reports
b. c¢reate a planning process in order to respond to challenges
c. create the plan (with the criteria or strategies for
prioritization built in.

The problems I am facing: the communities don't seem to know how to do a
or b (we haven't yet gotten to c.)

In Baltimore, they have created a plan for dissemination which consists of
a series of meetings with little focus (I think one reason is: they don't
actually want anyone to own this stuff because then they stay in control)
So maybe they know how to plan but are not using what they know for their
OWNn purposes.

In Atlanta. I helped them plan a meetina with their rantinnitv coammiccinn
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which 1 think is an OK meeting plan, but they didn't have a way to do it
without my input (that is, they too were planning a blah blah blah
meeting)not a real meeting.

Questions:

1. what are reasonable suggestions about how a community should organize
to create a plan?

2. how do we help them once they have organized?

(I am assuming that some committee is formed. Then what? Do I try to
work with these committees to help give the project shape? Do I try to
work with the conveners of the committees? Do the committees create or
just react to and prioritize that which has been created by others--1like,
various principals councils or teachers groups meet, create proposals
that fit their needs, these are then submitted to the committee?

One picture is that Barry and I give the LC pros (ruth, steve, chaim)
something in writii . But that is not enough. (we have a meeting
veduled with them for the end of december)

Do we create consultations on various options nationally or loecally/for

Hit <CR> for next page, : to skip to next part...
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which 1 think is an OK meeting plan, but they didn't have a way to do it
without my input (that is, they too were planning a blah blah blah
meeting)not a real meeting.

Questions:

1. what are reasonable suggestions about how a community should organize
to create a plan?

2. how do we help them once they have arganized?

(I am assuming that some committee is formed. Then what? Do I try to
work with these committees to help give the project shape? Do I try to

t < with the conveners of the committees? Do the comm'ttees create or
just react to and prioritize that which has been created by others--like,
various principals councils or teachers groups meet, create proposals
that fit their needs, these are then submitted to the committee?

One picture is that Barry and I give the LC pros (ruth, steve, chaim)
something in writing. But that is not enough. (we have a meeting
scheduled with them for the end of december)

Do we create consultations on various options nationally or locally/for
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Ic pros or for committees(focus could include: how would we build the
profession --systems questions, including licensing, benefits, etc; what
would in-service for early childhood teachers look 1ike given their
profile in your community; what would professional growth look like for
educational Teaders in your community)

2. HNationally:



Fellowship.

It seems to me that the Tatter (BDF) is the way to go to "spread the
educators survey out" and in its own way is a strategy for going from 3
to 23-~if we are looking for a bottom up strategy (that is, including in
our sphere those that are interested in our game)

Questions:
a. do we only go to those communities where there is money to run
it and analyze the data?
b. how do we involve them in the next steps in their communities?

Hit <CR> for next page, : to skip to next part...
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Kith regard to the Bobs in particuiar and the denominations in general:

I imagine as communities do their planning the big plan will
include "stuff" (for want of a better word) that is offered by their
bureaus, stuff offered by denominations, stuff offered by universities

So, it is logical to get these "guys" (each can decide who comes to
the party in their denomination--Bob Abramson already brought Aryeh
Davidson to the party in the Conservative movement) together with the LC
pros to discuss the denominational angle on professional development in
these communities. 1 am assuming that this can serve as a building block
for them to get involved in a bigger way beyond these communities using
wh;t]they have learned and the models that they have gererated as a
model .

(They too are thinking that they need money to be involved in something
beyond what they are involved in now). Planningly speaking this is one
way to go.

Another way to go in thinking about the denominations is to say
to them: here's the research. what's going to be your approach to
dealing with what we have lTearned? and either they pick it up or not...

These are the particulars of where I am at this point. Hopefully from the

p'rat" we can move to the "clal".
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I'm Tooking forward to talking to you in the am., I will be at
212-769-0725. gail

BMAIL>
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which I think is an OK meeting plan, but they didn't have a way to do it
without my input (that is, they too were planning a bTah blah blah
meeting)not a real meeting.

Questions:

I. what are reasonable suggestions about how a community should organize
to create a plan?

2. how do we help them once they have organized?

{I am assuming that some committee is formed. Then what? Do I try to
work with these committees to help give the project shape? Do I try to
work with the conveners of the committees? 0o the committees create or
Jjust react to and prioritize that which has been created by others--1like,
various principals councils or teachers groups meet, create proposals
that fit their needs, these are then submitted to the committee?

(  picture is that Barry and I give the LC pros {ruth, steve, chaim}
something in writing. But that is not enough. (we have a meeting
scheduled with them for the end of december)

Do we create consultations on various options nationally or locally/for
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Ic pros or for committees(focus could include: how would we build the
profession --systems questions, including licensing, benefits, etc; what
would in-service for early childhood teachers look like given their
profile in your community; what would professional growth look 1ike for
educational leaders in your community)

2. Nationally:

I have met with Bob Abramson and Bob Hirt and the Bureau Directors
t  lowship.

It seems to me that the latter (BDF) is the way to go to "spread the
educators survey out” and in its own way is a strategy for going from 3
to 23--if we are Tooking for a bottom up strategy {(that is, including in
our sphere those that are interested in our game)

(Questions:
a. do we only go to those communities where there is money to run
it and analyze the data?
b. how do we involve them in the next steps in their communities?
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With regard to the Bobs in particular and the denominations in general:

I imagine as communities do their planning the big plan will
include "stuff" (for want of a better word) that is offered by their
bureaus, stuff offered by denominations, stuff offered by universities
ate Sn it ic¢ Ynairal tn net thece "anve" foarh ran daride wha ramac tn



pros to discuss the denominational angle on professional development in
these communities. I am assuming that this can serve as a building block
for them to get invelved in a bigger way beyond these communities using
what they have learned and the models that they have generated as a
mode] .
{(They too are thinking that they need money to be involved in something
beyond what they are involved in now). Planningly speaking this is one
way to go.

Another way to go in thinking about the denominations is to say
to them: here's the research. what's going to be your approach to
dealing with what we have learned? and either they pick it up or not...

These are the particulars of where I am at this point. Hopefully from the

p'rat" we can move to the "clal".
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I'm Tooking forward to talking to you in the am. I will be at
27'7-769-0725. gail
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From: <ANNETTE@HUJ [ VMS>

To: “Richard A. Shatten" <75473.113@compuserve.com>
Ce: annette

Subject: Re: My visit next week
Hi Richard,

A few replys to your replies:
1. OK re- plugs - mine will be around if needed.
2. Re-audit - I will have the materials availahle for
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BACKGROUND AND TRAINING OF TEACHERS IN JEWISH SCHOOLS:
CURRENT STATUS AND LEVERS FOR CHANGE

"A new two-year study of Jewish educators in three North American communities offers a
striking assessment of teachers’ preparation and professional development in day schools,
supplementary schools, and pre-schools.”  --- CJE Policy Brief

Recent research at the Council for Initiatives in Jewish Education {CIJE) shows that
only a small proportion of teachers in Jewish schools in three communities are formally
prepared in both Jewish studies and in the field of education. This paper presents and
extends selected findings from the CUE research. In addition, it moves beyond findings that
have been made public thus far by exploring mechanisms that may raise standards for in-
service teacher training in Jewish schools. These [evers include state licensing requirements
for pre-schools, state requirements for continuirg education among professionally-trained
teachers, and federation-led standards for training of supplementary teachers.

Background

In 1991 the Commission on Jewish Education in North America released A Time to
Act, a report on the stahus and prospects of Jewish education. The report concluded that
building the profession of Jewish education (along with mobilizing community support for
education) is essential for the imprdve‘mcnt of teaching and leamning in Jewish schools. This
conclusion rested on the best available assessment of the field at that time: "well-trained and
dedicated educators are needed for every area of Jewish education....to motivate and engage
children and their parents [and] to create the necessary educational materials and methods”

(1991, p.49). In response, the Commission created the CUE, whose mandate includes
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establishing three Lead Communities in North America, and working with these communities
to serve as demonstration sites for improving Jewish education.

What is the current state of the profession of Jewish education in these communities?
What mechanisms are available to improve it, and how will we know whether improvement
in the profession training of teachers fosters better teaching and leaming? These questions
cannot be addressed fuily -- in pariicular, no data are available on the links between training,
teaching, and learning -- but this paper begins to address the issues by examining the current
professional backgrounds of teachers in Jewish schools as well as considering potential levers
for increasing teacher”s professional development activities.

Professional Preparation and Development in Jewish Education

Modern conceptions of teaching emphasize formal, specialized prepa-ation (e.g.,
Sedlak, 1987), This preparation typically involves training in both pedagogy and subject
matter, as well as in the links between the two (Shulman, 1987). Moreover, teachers are
expected to maintain their subject matter and pedagogical skills through continuous
professional development. As Aron (1990, p. 6) explained, teachers need "to keep pace with
new developments in their field. The knowledge base of teaching has grown and
changed.... Therefore, it would be imperative for veteran teachers to have mastery of this
new body of information, skills, and techniques.” In Jewish education, where many teachers
lack formal preparation for their work, professional development is not a matter of keeping
pace, but of getting up to speed.

In public education, the profession of teaching is reguiated by certificalion at the state

level. Although exceptions are made, generally states require formal preparation in the field



of education, including study of content knowledge and pedagogy, for teacher licensing. In
addition, many states require a set amount of professional development over a fixed period of
time for the renewal of one’s teaching license. In Jewish schools, because of a shortage of
certified teachers, it is often not possible to hire only teachers who are formally prepared in
their fields. Hence, the question of professional development becomes especially salient.

What circumstances lead to more in-service workshops for teachers? On the one
hand, schools with teachers who are more professionally oriented may be able to place
areater demands for professional growth of teachers. A staff that is trained for Jewish
education, holding degrees in education and in Jewish content areas, and viewing Jewish
education as a career, may create the kind of community that allows professional norms to
flourish, including more extensive professional development.

On the other hand, even without a highly professional staff, there may be cerditions
that can increase the amount of professional development activity. In this paper we cxamine
three possible meehanisms, or levers for change, which may lead to more in-service
workshops. The particular mechanisms we explore were not chosen on theoretical grounds;
rather, they are the mechanisms we encountered in a study of three Jewish communities. We
found that communities and schools varied in their policies and in the conditions associated
with policies about staff development. This type of "natural expenment” can yield important

information about the prospects for increasing professional growth activities in Jewish

education.

The possible levers we encountered were as follows:



(1) State certification for pre-schools, Most of the pre-schools in our study are
licensed or certified by the state, and certification requires a set amount of staff
development for teachers. For example, in one state teachers had to take 18 hours of
in-service per year for a school to maintain its certification. Other states had different
requirements but all demanded some level of in-service among teachers to maintain
certification. Consequently, one may expect to find higher rates of in-service training
among pre-school teachers compared to other teachers, and we reported this pattern in
our earfier work (Gamoran et al., 1994). Here we test this interpretation by
comparing in-service training in the pre-schools that are not certified to those that are.
We expect to find higher rates of in-service required in state-certified pre-schools.

(2) State in-service requirements for re-licensing. The communities we studied are
located in three different states. One state requires that licensed K-12 teachers engage
in 180 hours of workshop training over a five-year period in order to be re-licensed.
Another state requires 100 hours of in-service over the same pericd: The third state
has no such mandate. Are Judaica teachers in Jewish schoolis responsive to these
mandates? Even if teachers on average are not affected by these requirements, one
may expect that teachers who are professionally trained would keep up with licensing
requirements.

(3) Federation incentives for supplementary teachers. In one community, the
federation provides an extra incentive to encourage in-service attendance among
supplementary school teachers. Teachers who attend at least 4 workshops in a year (3

for those who teach only on Sundays) receive a special stipend. In addition,



supplementary schools in which at least three-quarters of the teachers meet the in-

service standards receive funds from the federation. Thus, the incentive program

encourages not just individual but school-wide professional growth, If these

incentives are effective, we would expect to find that supplementary school teachers

reported more workshops in this community than in the other two.

Data and Methods

Data from this paper are drawn from two data sources: A survey of teachers, and
intensive interviews with a sample of teachers and other educators. The surveys and
interviews were conducted in the three CUE Lead Communities: Atlanta, Baltimore, and
Miiwaukee, in 1992 and 1993. All Judaica teachers in day schools, supplementary schools,
and pre-schools were asked to respond to the survey, and a response rate of 82% (983/1192
teachers in total) was obtained. Formal in-depth interviews were carried out with 125
educators, including teachers and education directors of day schools, supplementary schools,
and pre-schools, as well as central agency staff and Jewish educators in higher educaton.
The survey and interviews covered a wide variety of issues, such as teachers’ background
and training, earnings and benefits, and careers of Jewish educators. Only matters of
background and formal training are addressed in this paper.
Statistical Met"-1s

For the most part, we combine data from ail three communities for our survey
analyses. Despite some differences between communities, on the whole the results were far
more similar than they were different. Also, our results are largely consistent with surveys

carried out in other communities, where comparable data are available. Moreover, in this



paper we will explicitly examine some of the more salient differences across communities.
Finally, whereas the data will mainly be aggregated across communities, we will generally
break down the data by setting: day school, supplementary school, and pre-school.

We present both descriptive and analytic results. The descriptive results are cross-
tabulations of background and training variables by setting. The analytic results derive from
ordinary least squares regressions aimed at sorting out predictors of the extent of in-service
training.

The analyses rely primarily on survey responses. Information from interviews helped
us frame our analytic questions -~ in particular, they allowed us to discemn the levers for
change examined in the regressions -- and they helped us understand the survey findings
more thoroughly.

Variables

Most variables indicate aspects of teachers’ backgrounds and experiences. These
were drawn from surveys. Others provide information about the settings in which teachers
work. These came from survey administration records.

Workshop attendance. The dependent variable for this study derives from teachers’
responses to the questions, "Were you required to attend in-service workshops during the
past two years? If so, how many?" Only teachers who were required to attend at least one
workshop are included in the analyses, and first year teachers are excluded because of the
two-year time frame implied by the question. This resulted in an effective sample size of
726 teachers. About 15% of teachers who were required to attend workshops failed to

indicate how many, and these are treated as missing and excluded from the analyses,
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resulting in a sample of 574 teachers, or 85% of the eligible cases. On average, teachers in
our sample said they were required to attend 4.75 workshops over a two-year period.
(Means and standard deviations of all variables are listed in the appendix.)

[deally one wouid like to know how many workshops teachers actually atiended,
whether required or not, in addition to how many were required. Unfortunately this was not
asked in the Lead Community surveys. Future versions of the survey will include an
additional question that addresses this distinction (Gamoran, et al., 1993).

Background variables. We employed several measures to take account of differences
among teachers in their professional backgrounds. Teachers indicated their years of
gxperience in Jewish education. To allow for possible non-linear effects, we divided
experience into four categories: 5 years or less, 6-10 years, 11-20 years, and 21 years or
more. n additional category indicales persons with missing data on experience. (We used
this strazegy of dummy categories for missing data for all independent vaniables in the
Fegression analyses.)

Teachers also responded to questions about how much schooling they had, what their
majors were, and whether they were certified in Jewish education. For this study, we
defined "training in education” as a university or teachers' institute degree in educaton. We
defined "training in Jewish studies” as a college or seminary degree in Jewish studies, or as
certification in Jewish education.

We used two measures to indicate teachers’ professional orientation. First, we asked
whether teachers think of their work in Jewish education as a career. Second, we asked

teachers about their plans for the future, and from this item we constructed a single indicator



for teachers who said they plan to leave Jewish education in the near future. Presumably it
would be possible to demand more in-service work from teachers who are oriented to Jewish
education as a career, and are not planning on leaving the field.

Finally, teachers reported their sex, and this is indicated by a dummy vanabte with |

= male and 0 = female.

Context and policy variables. Dummy variables are used to distinguish among
teachers in day schools, supplementary schools, and pre-schools. Teachers who taught in
more than one setting (about 20% of all respondents) are counted in the setting in which they
taught the most hours,

For pre-school teachers only, we created an indicator to distinguish among schootls
that are accredited by the stz:e and those thal are not {certified = 1, not certified = (). For
supplementary school teachers only, we created an indicator for the one community with an
incentives program for in-service workshops (incentives program = 1, others = ). For all
teachers, we created indicators of the amount of in-service required for re-licensing: 180
hours and 100 hours are compared to the reference category of no in-service requirement.

Results

First we present descriptive information on teachers' professional backgrounds in
education and Judaica. Then we examine possible mechanisms for raising levels of in-
service training in Jewish education,

Descriptive Results

What sort of professional training in Jewish education characterizes teachers in the

three communities? Overall, Table I shows that only 19% of teachers in Jewish schools are
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Analytic Resuits

Table 3 explores background differences in workshop attendance. The first column
shows a trend for experience that is roughly linear, with teachers who are more experienced
reporting more workshops. In addition, one can see in the first column that controlling for
sex and experience, pre-schoot teachers still reported 2,36 more workshops than day school
teachers (the reference category), and supplementary teachers reported .66 more workshops
on average. Thus, the pattern that emerged in Table 2 is maintained in multivariate analysas.

The second column presents results for the same model with the additional effects of
pre-service training. Teachers with formal preparation in education did not report more in-
service workshops, but teachers who are trained in Jewish studies reported that they were
required to attend 1.02 workshops more than teachers without such —aining. The third
column of Table 3 shows that teachers who think of Jewish education as their career reported
more workshops and teachers who plan to leave the field reported fewer workshaps than
other teachers. Note also that the initial effects of experience appear to diminish in the
second and third columns of Table 3. This paitern suggests that more experienced teachers
reportect more workshops because they tend to be better trained in Jewish studies and more
oriented to a career in Jewish education, two conditions that are obviously connected to
longevity in the profession and apparently related to in-service standards as well.

Does the higher rale of reported workshops among pre-school teachers reflect state
licensing requirements, as the interviews led us to conclude? To further probe this
interpretation, we present in Tabie 4 the results of a regression that is restricted to pre-school

teachers, and which includes an indicator of state-certified pre-schools. As Table 4 shows,



teachers in certified schools reported 3.35 more workshops, a substantial difference
considering that the average for pre-school teachers was 6.2 (see Table 2). As in the full-
sample analysis, career-oriented pre-school teachers reported more workshops, and those
planning to leave reported fewer, aithough the latter coefficient is not statistically significant
due to the smaller number of cases when the sample is restricted to pre-school teachers.
(Sex is excluded from the pre-school analysis because all but one of the pre-school teachers
are female.)

Do state requirements for re-licensing of trained tf;achers encourage higher levels of
required workshops? Table 5 indicates the answer is no. This analysis, restricted to day
school teachers, shows that teachers in states requiring 180 hours or 100 hours of workshop
training for re-licensing did not report more workshops than teachers in the state without a
fixed workshop requirement. The second column of Table 5 shows that even da> school
teachers who are formally trained in the field of education did not report more workshops
when they worked in states that required many hours of workshops for re-licensing. These
results may indicate that day school Judaica teachers do not see themselves as bound by the
norms of the general teaching force in the state.

Finally, did the federation-sponsored incentives program encourage higher rates of
required workshops? The regression reported in Table 6, restricted to supplementary
teachers, shows that teachers who encountered the incentives program reported an average of

2.52 more workshops than supplementary schools in the other two communities, where such

federation programs are not in place.
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Discussion

This study shows that teachers in three Jewish communities have relatively little
formal preparation for their work in Jewish schools. Moreover, they are not typically heid
to high standards for professional development. However, it appears there are policies that
may raise the quantity of in-service. Teachers who are trained in Jewish studies and who are
oriented towards a career in Jewish education reported more required workshops. This
finding suggests th;t standards for professional development could be raised by recruiting
teachers who are committed to the profession. Betier recruitment is an appropriate goal, but
it remains a major challenge in light of the relatively small number of opportunities to obtain
formal preparation for teaching in Jewish education (Davidson, 1990).

Teachers in cerufied pre-schools reported substantially more workshops than teachers
in other pre-schools. Could this type of policy be implemented in supplementary schools,
and in the Judaica divisions of day schools? Where would certification standards come
from? One answer is from the community level -- the federation or central agency migﬁt
certify schools whose teachers engage in specified levels of professional growth. For this
certification to be meaningful, however, it must be accompanied by some sort of rewards.
Parents of pre-school children take certification into account when choosing a school, but this
logic does not hold when one is choosing a supplementary school. However, it may be
possible to raise parents’ expectations so that they seek out supplementary schools and day
schools with higher standards for professional growth. In addition, other incentives such as

financial support might induce school to seek communal certification.
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Although certification of pre-schools made a difference, re-licensing requirements for
K-12 teachers did not. In one sense these results may reflect the particular question we
asked on the survey, which concemed required workshops instead of any workshops teachers
may have attended. Teachers who are meeting individual re-licensing requirements may not
have indicated that such workshops are required by their schools. Another interpretation of
the results is that rewards and sanctions aimed at individuals are ineffective, but that
incentives for schools, as in the case of pre-schools, have more impact.

Finally, supplementary teachers reported more workshops in the community that had
an incentives program. This finding suggests that incentives for both individuals and schools
affect teachers’ professional growth in a positive way. Hence, we conclude that incentives
for tndividuals can be effective if the incentives are meaningful (for example a cash stipend
as in this case).

This paper addresses only the quantity of in-service education. The question of
quality is at least as important, if not more so. It is essential to consider recent ideas about
creating more effective opportunities for professional growth (e.g., Sparks, 1995), at the
same time as one thinks about raising the amount of in-service to which teachers are held.

The CUE'’s ultimate hypothesis is that building Jewish education as a profession is
critcal for improving teaching and leaming in Jewish education. This paper does not answer
that question, but it addresses two crucial concems along the way: What is the state of the
profession? What can be done to improve it? By exploring three potential avenues for
reform, we are furthering the broader endeavor. The results of this study suggest two
mechanisms -- community incentives and certification of schools -- that can increase the

professional growth activities of teachers in Jewish schools.
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Table 1. Professional Training of Teachers in Jewish Schools

Trained in Education
and Jewish Studies

Trained in Education Only
Trained in Jewish Studies Only

Trained in Neither Education
Nor Jewish Studies

Day
School

5%
24%
25%

16%

Supplementary
School

13%

2%

11%

44 %

Pre-
School

9%
50%
3%

38%

All
Schools

19%
35%
12%

4%



Table 2. Average Number of Workshops Teachers in Jewish Schools Were
Required to Attend

Average Number of Workshops
in the Past Two Years

Day Schools 3.8
Supplementary Schools 4.4
Pre-Schools 6.2
All Schools 4.8

Note:  Figures include only (hose teachers who said they were required to attend workshops, and exclude frst-
year leachers.



Table 3. Differences among individuals and settings in number of workshops teachers
reported they were required to attend.

Independent Variable

Sex (Male=1) -6l -.74 -.86™
(.39) (.39) (.39)
Experience 6-10 years 48 45 16
(.35) (.35 (.35
Experience 11-20 years .31+ 67 .26
(.37 (.38) (.39)
Experience 21+ years L.02* .69 34
(.43) (.45) (.45)
Trained in Education -.02 - 11
(.29} (.29)
Trained in Jewish Studies 1.02%* .60
.33 (.34)
Jewish Education is a Career 1.30**
(.94)
Will Leave Jewish Education -1.00*
(.30)
Pre-school 2.36%* 2.76%" 2.65**
(.36) (.39) (.38)
Supplementary School .66* 9= 1.19**
(.33) (.35 (.35)
Constant 337 2.89** 2.54%%
(37 (.43) (.44)
R? .09 .10 13

> < .05 **p < .01

Notes: Metric regression coetficients, with standard errocs in parentheses, N=574 teachers.
Equation also includes controls for missing data on sex, experience, training in
education, training in fewish studies, career, and plan to leave Jewish education.



Tabie 4. Differences between certified and uncertified pre-schools in the number of
workshops teachers reported they were required to attend.

Independent Variable

Experience 6-10 years -.81
(.82)
Experience 11-20 years -.84
(.94)
Experience 21+ years -.74
(1.18)
Trained in Education .09
(.67)
Trained in Jewish Studies 59
(.95)
Jewish Education is a Career 1.53*
(.75)
Will Leave Iewish Education -1.76
(1.18)
Certified Pre-school 3. 34%r
(1.00)
Constant 2.74%
(1.17)
Adjusted R? .08

*» < .05 **p < .01

Notes: Metric regression coefficients, with standard errors in parentheses, N=169 teachers.
Equation also includes controls for missing data on experience, training in education, training
in Jewish studies, career, and plan to leave Jewish education,



Table 5. Differences in the number of workshops day school teachers were required to
attend in states with different professional growth requirements for re-

licensing.

Independent Yariable

Sex (Male=1) -1.07* -1.05*
(.43) (.46)
Experience 6-10 years 1.62* 1.61*
(.64) (.64)
Experience 11-20 years 1.12 1.11
(.62) (.62)
Experience 21+ years 1.61* 1.62*
(.67) (.67)
Trained in Education -.32 21
(.42) (.49}
Trained in Jewish Studies 23 -.20
(.49) (-33)
Jewish Education is a Career -.25 -.24
(.57) (.58)
Will Leave Jewish Education -.63 -.60
{.64) (.95)
180 Hours Required for Re-License -.08 - 11
(.54) (.92)
100 Hours Required for Re-License -.36 -.03
(.48) (.76)
180 Hours X Trained in Education .03
(1.14)
100 Hours X Trained in Education =51
93
Constant 3.26%~ 3.1G**
(.66) (.68)
Adjusted R? .05 .04
* < .05 *p < 01
Notes: Metric regression coefficients, with standard errors in parentheses. N=176 day

school teachers. Equation also includes controls for missing data on sex, experience,
training in education, training in Jewish studies, career, and plan to leave Jewish

education.



Table 6. Number of workshops supplementary school teachers were required to attend
in a community that offered incentives for atiendance, compared (o other
communities.

Independent Variable

Sex (Male=1) -13
(.46)
Experience 6-10 years .58
(.42)
Experience 11-20 years 111>
(.49)
Experience 21+ years .84
(.57)
Trained in Education -.06
(.37)
Trained in Jewish Studies .81
(.44)
Jewish Education is a Career [.19*=
(.38)
Will Leave Jewish Education -.53
(.57
Community Incentives for Workshops 2.52%
(.35)
Constant 2. 17%>
(.35)
Adjusted R? .30

*» < .05 **p < .01

Notes: Metric regression coefficients, with standard errors in parentheses. N=229
supplementary school teachers. Equation also includes controls for missing data on
sex, experience, training in education, training in Jewish studies, career, and pian to
leave Jewish education,



APPENDIX

Means and Standard Deviations of Variables

Standazd
Mean Deviatign
Number of Workshops 4.75 3.3
Sex (Male=1} 15 .36
Experience 2-5 years 21 .44
Experience 6-10 years 31 .46
Experience 11-20 years .25 .43
Expecience 21+ years A3 36
Trained in Education .54 .50
Trained in Jewish Studies 32 47
Jewish Education is a Career .62 .49
Will Leave Jewish Education .07 .26
Day School 31 46
Supplementary School .40 49
Pre-school .29 A5
Accredited Pre-schooi .26 44
Missing Sex .0t i
Missing Experience .02 15
Missing Trained in Education .04 19
Missing Trained in jewish Srudies .04 .20
Missing Career .02 14
Missing Plans to Leave 05 22

Note: N = 574 teachers.
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To: Seymour Fox
From: Mark Gurvis ”ﬂ}
Re: Educated Jew Project Papers

This past week our local Cleveland "Goals Seminar”
bagan. We have devaloped it primarily as a
professional learning forum, scheduled to meet 10-12
times over the coming year.

About 20 local educators who occupy key leadership
positions have been invited to participate. 1In
addition, a few Xey lay leaders from the JECC have
been invited.

Walter Ackerman, who is visiting professor at the
Cleveland College this year, is facilitating the
saminar.

As I indicated at a recent CIJE leadership meeting
in a report on the summer’s Goals Seminar in
Jerusalem, the papers generataed by tha Mandel
Institute’s Educated Jew Project would be an
important resource for us to use. We expect an
important component of the seminar to be exposing
our people to different compelling visions as a
means to helping them individually, and us
collectively, think through what we are trying to
accomplish. In that context, the papers should be
an important tool.

Since we are going to be meeting approximately once
or twice a month, it would be helpful if some of the
papera could be availabe as early as mid-November.

I recognize that some may s8till be in draft form.
Nonetheless, in their absence, we will be scrambling
to find or create similar resources to facilitate
our local process.

Please let me know whether you think the papers
could be made available tec us shortly. Thanks for
your help.

cc: Alan Hoffman
Daniel Pekarsky



