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5) Finally, tgachers ought to be required to keep pace with new developments in their
field. The knowledge base of teaching has grown and changed in dramatic ways in the
past two decades; the rate of new knowledge production can only quicken. Therefore,
it would be imperative for veteran teachers to have mastery of this new body of
information, skills and techniques as well. !

Without denying the importance of research on teacher knowledge, a number of
prominent researchers and scholars have cautioned that this type of research, at least
in its current state, cannot serve as a basis for legitimizing the teaching profession.
They argue that the “scientific basis” of teaching (Gage, 1978) amounts to little more
than a number of low-level generalizations which do not add much to our common-
sense notions of what makes for good teaching (Jackson, 1987; Zumwalt, 1982), While
Shulman, who employs a different research paradigm, hopes to overcome the narrow
technological bias of previous researchers, his work is too preliminary to serve as the
sole basis for professional legitimation.

Even were the components of “teacher knowledge” more clearly delineated,
developed, and corroborated, would good teaching be directly related to knowledge
acquisition? Noting the special way in which personality enters into teaching, some
researchers caution against an undue emphasis on knowledge alone.

Itis difficult. .. to disentangje teacher character from teacher competence, The teacher
is deeply engaged in his work as a whole person because an effect is required on the
student as a whole person.

[Lightfoot, 1983, p. 250]

Education . , . possesses neither a codified body of technical knowledge nor a clear
technology nor a small set of measurable outcomes. Rather, special and ordinary
knowledge are freely mixed, teaching styles and the solution of core problems are heavily
dependent on personality and consequently are idiosyneratic, apd outcomes are mubti-
ple, protean, and intangible.

[Sykes, 1983a, p. 581]

1.2 The Autonomy of Teachers

The second hallmark of a profession is autonomy, the ability of practitioners to control
the circumstances and terms under which their service is rendered. Once again, a
comparison with doctors, who have a great deal of autonomy, may be helpful. In-
dividual doctors may establish their own office procedures and fee schedules; collec-
tively, they set policies for hospitals, medical schools, and various public health or-
ganizations. Of course, in a complex technological society such as our own, most
professions are subject to some regulation; a variety of laws and conventions set the
parameters within which medical practitioners must operate. Of late, insurance
regulations and legal precedents have set further restraints on medical practice.







extrinsic oges of salary and status (Lortie, 1975; McLaughlin and Yee, 1988; Mitchell,
Ortiz and Mitchell, 1987). Among the intrinsic rewards mentioned by teachers as key
to their level of satisfaction is what some researchers call capacity; “the teachers’
access to resources and the ability to mobilize them, the availability of tools to do their
job, and the capability to influence the goals and direction of their institution” (Mc-
Laughlin and Yee, 1988, p. 28).

Teachers with a sense of capacity tend to pursue effectiveness in the classroom, express
commitment to organization and career, and report a high level of professional satisfac-
tion. Lacking a sense of power, teachers who care often end up acting in ways that are
educationally counterproductive by “coping” —lowering their aspirations, disengaging
from the setting, and framing their goals only in terms of getting through the day.
Teaching is apt to become just a job, not a career.

[{bid., p. 29]

What can be done to promote teachers’ autonomy? How, despite the inherent con-
straints in the work situation of teachers, can this aspect of professionalism be en-
hanced? Mclaughlin and Yee (/bid.) found that some schools promote teacher
autonomy more than others, and that these schools tend to share five common at-
tributes:

1) They have adequate resources, i.e., sufficient number of textbooks and materials, as
well as reasonably hospitable facilities.

2) They exhibit a “unity of purpose, clear organizational guidelines and goals, and a
collective sense of responsibility” (p. 31). The principal is key to establishing this
productive and cohesive atmosphere.

3) They promote a sense of collegiality among teachers, who arz given both opportunity
and encouragement to work collaboratively.

4) The orientation of the school is problem-solving, rather than problem-hiding,

A problem-solving . . . environment encourages teachers to reflect on their
practice, and explore ways to improve it in an ongoing, rather than episodic,
basis. It is an environment in which it is safe to be candid and to take the risks
inherent in trying out new ideas or unfamiliar practices. . . . Conversely, in
problem-hiding environments, teachers hide their problems and then hide the
fact that they are hiding their problems. “Everything’s fine” becomes the
standard response to administrative or colleagial inquiry about classroom
activity.

(p. 36)

5) The school “rewards teachers for growth, risk taking and change rather than only for
successful past practice.”

(p-37)







ducted. AuTonormy, in turm, allows professionals to establish standards of legitimacy. A
true profession should be self-regulating, with requirements for membership and
methods of evaluation set by the members themselves.

This is, in essence, the bargain that all professionals make with society: for occupations
that require discretion and judgment in meeting the unique needs of clients, the
profession guarantees the competence of members in exchange for the privilege of
professional control and standards of practice.

[Darling-Hammond, 1988, p. 59]

Does teaching meet the two criteria of professionalism? In light of the literature
reviewed above, it would be hard to offer an unequivocal answer to this question.
Clearly good teachers know something about teaching (over and above their
knowledge of the subject matter) that ordinary people usually don’t know. But just
what it is that teachers know is difficult, at the present time, to articulate. Sykes’
assessment of the situation in 1983 still holds true today:

Despite the assertions of some teacher educators, we do not yet possess the knowledge
on which to stake a claim to professional status in teaching. . ., The leads research is
providing can help strengthen the curmiculum for teacher preparation, but cannot fully
define it nor significantly reduce the endemic uncertainties of practice nor the reliance
on ordinary knowledge and the use of personality as a primary source in teaching.
[Sykes, 19834, p. 582]

Teachers could probably never be fully autonomous, because their students come
involuntarily, and because many of the structural features of the school are mandated
from above. On the other hand, teachers might certainly be granted much greater
autonomy, either collectively, through the governance of the school, or individually, by
the creation of special leadership positions. Any attempt to grant greater autonomy to
teachers will face a number of obstacles, Many principals would certainly prefer to
matintain a tight control over the school, rather than sharing their power with others;
school boards, as well, may be resistant to the notion that teachers be allowed to make
policy decisions.

A second barrier to granting any profession autonomy is related to the quality of
people the profession attracts. Public school teaching does attract a portion (ap-
proximately 7%}) of the most able college graduates in the United States. However, the
sheer size of the teaching force and the relative ease of entry into the field, make
teaching attractive to a very high proportion (38%) of the least able as well (Lanier
and Little, 1986, pp. 539-540). In previous decades women often chose teaching be-
cause they were barred, or at least discouraged, from entering more lucrative and
more highly regarded professions. Today, the situation is quite different.

The women’s movement and the drive for equal rights coupled with economic pressures
on women to work are changing all this, . .. In the future the best and the brightest
women are likely to join their male counterparts in such fields as business, law, medicine,
research and government, with teaching a significant loser in the competition for talent.

[Sykes, 1983b, p. 113]
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a) has a system of supernatural beliefs
b) engages in rituals and other practices related to those beliefs
c) is associated with a tradition of such belief and practice
d) participates in a community committed to this tradition
¢) derives from the tradition a world view, and
f) a relatively complete way of life,
[Beck, 1986]

The virtue of this definition is that it accommodates the variety of ways in which
people can be said to be religious. One person, for example, may not believe in God,
but may still practice the rituals associated with a certain religious tradition. A second
person might believe in God, but might practice the rituals of several religious tradi-
tions, and might not participate in any community committed to any of these tradi-
tions; by Beck’s definition both of these individuals would be considered religious. Of
course, not all of these ways of being religious will be acceptable to all Jews, a point to
which I will return, after a discussion of religious role models.

“Role model” is a sociological term, which has rapidly become part of everyday
vocabulary, because it points to a factor in contemporary lifs which had no parallel in
more traditional societies. In the hypothetical homogeneous society alluded to in the
previous section, children would form their notions of what makes a successful adult
from observing their relatives and neighbors. In such a society the number of potential
“roles” to which one could aspire would be quite limited; the roles assumed by one
generation would probably be attractive to the next. Changes in contemporary society,
however, have eroded the viability of certain traditional roles, such as housewife and
shopkeeper, and contributed to the creation of new roles, such as working mother and
manager. A young person growing up today faces a confusing array of possible fu-
tures —some traditional, some current, some which are as yet unknown. In this con-
text, the child’s potential role models go far beyond family and neighbors to include
authorities and public figures of all sorts.

In contemporary Jewish life, the role of the teacher is critical, because teachers, along
with rabbis, youth group leaders and camp counselors, are often the only Jewish role
models available. Demographers have found that a large majority of American Jews
engage in relatively few specifically Jewish activities. While roughly 75% of American
Jews celebrate Hanukkah, Passover, and the High Holidays in some fashion (Cohen,
1985), and while as many as 859 affiliate with some Jewish organization at some point
in their lives (Feldstein and Shrage, 1987, p. 98), a much smaller percentage live a life
that might be considered religious, by any of Beck’s criteria (Cohen, 1988).

If Jewish education for the children of the marginally affiliated is to be anything other

than an exercise in futility and hypocrisy, Jewish teachers must serve as models for how
one can lead an involved and attractive Jewish life.
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How reasonable is it to expect all teachers to be professional in this very full sense? Or,
to ask the question differently, what factors prevent us from obtaining a teaching force
which meets all three criteria? In Section 1, I considered some of the problems with
establishing legitimacy and encouraging autonomy, including that of the vicious cycle,
in which low salaries and the lack of professionalism among the current pool of
teachers make the field as a whole undesirable to talented potential recruits. The
criterion of commitment, discussed in this section, raises an additional issue: the
possibility that the push for legitimacy an autonomy may actually undermine commit-
ment.

Embedded in the criteria of legitimacy and autonomy are a set of values which are
intellectual and indvidualistic; commitment, on the other hand, is based on a con-
figuration of values centered on empathy and community. As the examples of the
three outstanding teachers indicates, the ideal professional strikes a balance between
these two sets of values. It is easy to see, however, that an over-emphasis on one set of
values might lead to the neglect of the other, The profession of medicine, for example,
has been accused of promoting autonomy at the expense of the social good, and
scientific rigor at the expense of compassion.

At the heginning of this section, I cited a passage from Gabriel Moran (1989, p. 202)
which enumerated three principles embedded in the original meaning of the term
“professional™: 1) taking on a life of poverty; 2) maintaining obedience to the com-
munity; and 3) being available at any time and at any place. Qver time, Moran argues,
the notion of the professional as one who has access to special knowledge grew in
importarce, to the point that it overshadowed, and even undermined, these principles.

To be a professional now came to mean: 1) the possibility of earning big money, 2)
independence from any and every community, and 3) control of Lime, place and condi-
tions for the exercise of one’s highly specialized knowledge.

[p. 203]

It is time, writes Moran, to bring the pendulum back to center, to find a balance
between legitimacy and autonomy, on the one hand, and commitment, on the other.

Thus, one can imagine a professional ideal in which: 1} The individual is able to support
a family, but has chosen work worth doing over the biggest paycheck passible. 2) The
individual is capable of acting like an entrepreneur but chooses to work in a community
or team of peers. 3) The individual’s technical skills are highly trained, but are set within
an attitude of reverence for living things and a recognition of human finitude.

[p-204]

This is the professional idea towards which we ought to aspire. The extent to which
such a balance can be achieved in the field of Jewish teaching will be the topic of the
fourth, and final section of this paper.
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Despite these problems, accepted standards for both training and evaluation are a
necessary step in both legitimizing a profession and differentiating between poor,
competent, and excellent practitioners. If Jewish teaching is to become a profession,
the Jewish community has no choice but to invest in both research and experimenta-
tion in this area. The methodologies for this research have been honed at a number of
major research centers, notably the Teacher Assessment Project at Stanford Univer-
sity, and by the National Center for Research on Teacher Education, at Michigan State
University. Key figures at each of these centers have been involved with Jewish
education in a variety of ways; it would make sense for any future research on Jewish
teaching knowledge and evaluation to be conducted in coordination with one or both
of these centers.

Concurrent with this research, a way must be found to adapt the findings of both past
and future studies to training and evaluation, on an experimental basis. One possibility
might be the creation of a national committee on teacher training and evaluation,
which would act as a clearinghouse for research and instigate experimental projects,
together with the AIHLJE (Association of Institutions of Higher Learning in Jewish
Education) and central agencies.

With regard to teacher autonomy, it seems unlikely that teachers can achieve the
degree of autonomy of some other professionals; but, as I argued in Section 3.4, this
type of individualistic autonomy may not be desirable. Though the degree of
autonomy most appropriate for teachers at varying levels of legitimacy may be open to
question, the fact that teachers who have demonstrated their legitimacy deserve a
good deal more autonomy is not. Since autonomy is intimately connected with the
culture of the particular school, it cannot be mandated from above. Nonetheless,
policy makers at the local and national level can contribute to the creation of a climate
in which autonomy is encouraged. Autonomy does not mean free reign, but rather the
creation of a culture of shared leadership in schools. Clearly there is much work to be
done analyzing and experimenting with various levels of teacher autonomy. And, of
course, the granting of autonomy to teachers must be linked to the creation of sophis-
ticated, reliable evaluation techniques, as discussed above.

Too often a teacher’s commitment is simply taken for granted, as though it is too
obvious to mention. My own belief (and the belief of many of the early readers of this
paper) is that commitment ought to be regarded as a necessary requirement for all
teachers of Judaica, regardless of their legitimacy. The commitment of a teacher
cannot be easily measured, nor can it be imparted by training, in the narrow, technical
sense. Nonetheless, the expectation of commitment ought to be openly stated. More
importantly, the teacher’s initial sense of commitment, which probably lead to his or
her choice of teaching in the first place, can be nurtured in the course of training, at
both the pre-service (see Feiman- Nemser, 1989) and in-service levels. The develop-
ment of commitment —to the tradition, the community, and to the students —should
be one of the goals of all training programs. As discussed in Section 3.3, different
schools may be interested in different types of religious commitment; this kind of
pluralism is to be encouraged.
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4.2 Making Teaching Attractive as a Profession

The second set of obstacles to upgrading the teaching profession arises out of the
historical conditions in which teaching has been mired. The American public has
always viewed its teachers with a mixture of admiration and disdain, acceptance and
suspicion (Waller, 1932/1967; Sykes, 1983b). Low teacher salaries over the years
indicate that disdain probably outweighed the other sentiments. For years American
schools were granted a “hidden subsidy” from women who accepted, because they had
little choice, their low pay and low status. With the rise of teachers’ unions in the 1960s
and early *70s, salaries rose, and began to compare favorably with those of many other
occupations. Salaries have not, however, kept pace with inflation (Feistritzer, 1983),
and this has contributed to a further decline of the status of teachers. Teaching is
regarded as a less desirable career option than ever before. Surveyed in a nation-wide
Gallup Poll in 1969, 75% of the responding teachers said they would like to have a
child take up teaching in a public school as a career; in 1972 the percentage fell to
67%, and, in 1980, to 48% (Sykes, 1983b, p. 111). The “first wave” of Commission
reports {(e.g., A Nation at Risk [National Commission on Excellence in Education,
1983)) did nothing to raise the status of teachers; if anything, it contributed to their
denigration (McDonald, 1986, pp. 356-357). The “second wave” of reform, ex-
emplified by Camegie (1986) and Holmes (1986) Commission reports, has focused
attention on teacher professionalism, teacher status, and teacher salaries. It is too soon
to tell if the efforts of these groups will, over the long run, entice a higher caliber of
recruits to the field.

Though teachers in Jewish schools are not subject to the political vagaries of public
school reform, their status and self-image are inextricably intertwined with that of
public school teachers. Since efforts are currently underway to raise the salaries and
status of public school teachers, this would be an opportune moment for the Jewish
community to swim with the tide, linking its own efforts at recruitment to those of the
society at large.

Both status and recruitment are influenced by salaries. However, raising teacher
salaries is not a simple matter, even if it is assumed that the money can be found to do
so. Which salaries should be raised, those of entry-level teachers (as a recruitment
device) or those teachers already in the system (as a retention device)? It stands to
reason that salary increases for those currently teaching should be linked, in some way,
to merit. However, the instruments currently available for assessing teachers are
either too subjective or too limited (Shulman, 1988), and await the results of the
research discussed above. Moreover, various merit pay schemes instituted on an
experimental basis have been found to be problematic (Mumame and Cohen, 1986;
Bachrach and Conley, 1986; Johnson, 1984). Finally, there is the question of how large
a salary increase would be required in order to make a significant difference in
recruitment. One study found that it would take an annual salary increase of $10,000
to make teaching more competitive with other jobs that require equivalent training,
such as engineering and accounting (Feistritzer, 1983, p. 16). An assessment of various
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mechanisms for upgrading teacher salaries is essential; such an assessment would
require some complicated economic modeling and projections. Since fewer than a
third of Jewish teaching slots carry medical, pension, and other benefits (Aron and
Phillips, 1990), the issue of the Jewish community’s obligation to provide benefits for
its teachers should be considered concurrently. Providing higher salaries and benefits
to teachers might well require the establishment of an educational endowment, at
either a national or regional level.

Assuming that teachers’ salaries could be increased significantly, an extensive, multi-
faceted recruitment campaign would have to be undertaken. This should include: a)
the recruitment of college students to training institutions through the use of scholar-
ships and other incentives, and their placement in viable settings upon graduation; b)
the recruitment and training of part-time teachers, for whom teaching might be either
an avocation or a secondary occupation {Aron, 1988; Davidson, 1990).

4.3 Considering the Possibilities of Differentiated Staffing

The final set of obstacles to the professionalization of Jewishteachers derives from the
part-time nature of much of Jewish teaching (see Section 2.3). Because the number of
part- time positions is large, relative to full-time positions, Jewish teaching attracts
individuals with a wide range of backgrounds and aspirations. There are three ways in
which a teacher might think of his or her work: a) as a career; b) as a way of
supplementing his or her household’s income, either temporarily (while waiting to get
married or have children) or on an ongoing basis; and c) as an avocation, an activity
engaged in purely for a sense of service or satisfaction. Though I know of no study that
has asked public school teachers this question, one can imagine that a majority see
teaching as a career. In Jewish education the situation is very different. A recent study
in Los Angeles (Aron and Phillips, 1990) found that only 39% of the teachers fell into
the “career teacher” category; another 36% saw teaching as a way of earning sup-
plementary income; the remaining 25% saw teaching as an avocation. These differen-
ces among teachers were related, though not entirely, to the number of hours in which
they taught, and to their other occupations, as can be seen in Tables 4A and 4B.

Understanding the diversity among Jewish teachers, with regard to their self-percep-
tion as well as their educational background (referring back to Tables 2E and 2F)
makes one question whether full professionalization ought to be our ultimate goal.
Given that over two-thirds of all Judaica teachers teach in supplementary schools (See
Table 4C), and given that supplementary schools may require a different type of
teaching than day schools (Aron, 1987 and 1989), it may be necessary to have some
supplementary school teachers who do not have the legitimacy and autonomy that one
might expect in a day school.
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institutions, imcluding other schools, colleges, bureaus of Jewish education, and local
social service agencies. As discussed in Section 2, this type of cooperation cannot be
mandated; but it does seem to be a necessary ingredient for the professionalization of
teachers.

One can imagine any number of other differentiated staffing configurations, each
responding to a different set of circumstances and each reflecting a different ideologi-
cal perspective. However, it would be difficult for a school or a community to decide
on a particular staffing arrangement (or whether, in fact, a differentiated staffing
structure would be feasible at all, unless it could see a reasonably accurate projection
of the costs involved. Research into the economics of differentiated staffing arrange-
ments needs to be conducted. Concurrently, a series of feasibility studies exploring
ways to increase school budgets through endowments, communal allocations, and
other means should be embarked upon, to see how highly professional a staff various
schools and communities can afford.

4.4 Conclusion

I have tried to delineate (as simply as possible, given the complexity of the issues),
what professionalism in teaching, as a concrete reality rather than an honorific slogan,
entails. Since the body of research on Jewish teachers is so limited, we have only a
rudimentary sense of what level of professionalism the current pool of Jewish teachers
has attained. Thus, a number of important questions remain: What percentage of our
current pool of teachers can be considered professional, potentially professional, or
unlikely to become professional? What would it take, in terms of training, supervision,
and support, to move the potential professionals up the ladder? How professional a
teaching staff can different Jewish communities afford? How professional a staff do
they desire? These questions can only be answered once the research, experimenta-
tion and consciousness-raising outlined in the above proposals has begun. As I indi-
cated above, I do not see these proposals as independent of one another; each is a
necessary step towards the solution of a complicated, interlocking puzzle.

Writing in 1983 about public school teachers, Donna Kerr observed that it was time for
Americans to acknowledge collective responsibility for the quality of teachers.

There is a disturbing duplicity in a society that itself fails to create the conditions that
would foster teacher competeace, and then complains of incompetent teachers. Our
teaching corps can be no more competent than we make it.

[1983b, p. 131]

Today, in 1990, the same can be said for the Jewish community’s responsibility to take
ownership of the problems of Jewish teachers. Let us hope that the community will
rise to accept the challenge.
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AN INTRODUCTION TQ THE CASE STUDY METHOD

FREPARATION, ANALYSIS, AND PARTICIP: ~

Introduccion

A& case study is a written description of a problem or situation.
Unlike other forms of stories and narrations, a case study does not include
analysis or conclusions but only the facrs of a story arranged in a
chronological sequence. The purpose of a case study is to place
participants in cthe role of decision-makers, asking them to distinguish
pertinent from peripheral facts, to identify central alternarives among
saveral issues competing for attention, and to formulate scracegies and
policy recommendations. The method provides an opportunicy te sharpen
problem-solving skills and to improve the abilicy to think and rzason
rigorously,

Host cases depict real situations. In some instances, the data is
disguised, and infrequently, the case may be fictional. Cases are not
incanded ro be comprehensive or exhaustive. Most cases are snap shots of

a parzicular situation within a complex environment.

The focus of a case study is on a main protagonisc who is shown at the
point of a major decision. Typically, the information presentad 13 onlv
what was available to the protagonist in the real situation an which the

case is based. Thus, as in real life, impprrant informacion is ofzan
unavailable or incamplecre. Because a case study describes realiry, ic m“y
pe frustrating. "Real-1ife" {5 ambiguous, and cases reflect that resall

& "right” answer or "correct solution" is ravely apparent,

Although the case study methoa is principally ussd in the developmanct
and improvement of management skill and leadersnip ability, ics usefulness
is not limiced to cthis field. Ffor ewxample, case study pedagogy is also
usad to teach medical diagnosis to doctors, c.assroom skills to teachers,
and legal decision-making to lawyers, This educational mechod is useful
whenaver decision-making musr be derived primarilv Zrom skillful analvs
choice, and persuasion, The :ase study mathod actively engagss the
participant in these processes: fivsc, in the analvysis of the facts and
derails of the case itszlf; second, in rche selection of a stractegy: and
third, in the refinem2nt and defense ¢of the chosen stractegy in che

Ll'!

Copyright 1983 by the President and Fellows of Harvard College.

This note was prepared by Sharon A. McDade, Director of the Institute faor
Educational Management., It was based in parc on information included in
similar notes on the case mechod from the Harvard Graduacte School of
Buginess Administration, the Institute for Educational Management, and che
Institute for Management of Lifelong Education.



discussion group and befeore the class. The case method does neot provide a
set of solutions, but rather refines the student's ability te ask the

appropriate questions and to make decisions based upon his or her answers
tc those guestions.

Preparation

The case study method is demanding and requires significanc
preparation time and active class participation. It is intended to build
on experiences of the class members and to allow them to learn from one
another as well as from the materials and from faculty members.
Differences in analysis among participants and faculty members typically
arise, and conflicring recommendations emerge as parcticipants with varied

perspeactives, experiences and professional responsibilities consider the
case.

Preparation of a case for class discussion wvaries with the background,
concerns, and natural interests of participants. In geneval, ikt is
kelpful to follow these steps:

L. Skim the texr quickly to establish the hrcoad issues of the rcase
and the types of informacien presented for analysis.

F2

Reread the case very carefully, underlining key facts as you go.

3. Note on scratch paper the key problems, Then go through the case

again and sort out the relevant considerations and decisions for
each problem ar=a.

4, Prioritize these problems and altevnatives.

3. Develop a set of recommendaticns teo address these problems.

(o)

Evaluacte your decisions.

The attached "Suggested Tasks in Analyzing Case Studies" provides a more
dezailed analysis process. The numbers refer to kev analvsis points in the
sample case entitled "HMojave Universicy.”

Anorther useful educational exercise is to write an analysis of tche
case. In business, as in many other fields, recommendations are writcten,
even 1f first presenced orally. To enable the reader to quickly focus on
important points and to find things within the document without having to
read every word, it is best to write a case analysis in outline form, wizch
the liberal use of sub-headings and sufficient tables and charts to
illustrate points and relationships.



Parciciparion

Much of the richness of the case study method comes from the class
discussion of the cases. The differences which emerge through discussion
add richness and dimension to consideration of the issues. It is often
helpful to meet with a small number of participants before class to review
data, compare analyses, and discuss strategies. This is the time to test
and refine your choice of strategies, and to explore and enrich your
understanding of the issues in the case through the perspectives of others.

The faculty member’s role is to involve many participancs in
praesenting and defending their analyses and recommendaticns. The faculty
member moderates discussion, calling on participants, guiding the
discussion, asking gquescions, and synthesizing comments. Discussion is
intended to develop and test the nature and implicaricns of alcernate

solurions.

Tne success of a case study class depends largely on your active and
vigorous participation. Remember to:

- - Assert your ideas and prazpare to support them.

- Ligten to others and evaluate their positions.

-- Keaep an open mind, yet be willing to change it upon new insizhts
or esvidence.

- - Hake a decision; do not avoid or eguiveocate.

-- Enjoy vourself,

General Notes on Case Studies

A case should seem difficulc. I1f a case seems difficulr, it is
invariably because the student is thinking ard has reccgnized a need for
additional information. There is ne such thing as a state of perfact
knowledge and all decisions are made under varying degrees of uncerraiacy.
It is just as imporrant te know what information is wmissing, and irts
relacive imporctance, as it is to be able to decide upon a course of action.

All cases are not meant co be alike. All cases do not require
identical emphasis. Many scudents who enjoy case analysis in one
discipline, may be frustrated by cases in another field. 1In certain
disciplines, problem idencification and definition alone may be emphasized
because of cthe nature of the discipline; in other fields problems may be
elusive but solutions relatively cbvicus. PDevelopment of alternatives may
be emphasized to a greater degree in certain other cases.



Cases offer mulciple perspeccives. Although a case is rtraditionally
v t :m { m the viewpoint of a main protagonisc, ¢ n oo a
variety of characters with major and minor roles. Lt is obten equally

productive to analyze those characters’ perspectives, problems, challenges
and opportunities.

Half of che value is in che discussion. Although much can be derived
from simply reading cases, much of the true benefit of cases comes from
discussion. The case method allows participants to learn from one another
as well as Erom the mater’ “s and faculty members. Tt allows for a
sharing of varied perspectives and values in a non-threatening discussion
format not ordinarily found in non-classroom settings.

Case discussions vary. HNo two class discussions of a case are the
same. Professors who teach cases often can attest ta the variecty of
possible ourcomes inherent in any case discussien. HNew studencs bring new

insights, which make case teaching as educational fer the professor as for
the scudents.

-



Sugpested Tasks
in Analyzinpg Case Studies .

TASK

Becane familiar with case substance

SELECTED
ILLUSTRATIONS
IN TEXT QUESTIONS TO ASK
Lhat are the facts?
Lhat is happening?
Is all relevant infermacion available to wou?

Cetermine central issues

What decisions reed to be made?

Who is responsible for making decisions?

What factors, issues, and consequences
meed to be taken ince accoumc?

Idencify cbjectives and goals
to be achieved

bLhich outcomes are possible?
Witich are desirable?
Which objectives are most lnportsnc to whom?

Ascertain resources Al conscraintcs

I

bhich fsrces support ard oppose which actions?

bhich rescurces can be marshalled in supporc
of actions?

What are the major cbstacles?

Ascertain the naturs of conflices

What is the substarce of conflicrs?
Can conflicting positions and plans be

reconciled?

Identify dynamics of behavior

Who is exercising leadership?

Are there interpersonal conflicts?

Ara the persons irmwlved effective in
support. of their respective positions?

Determine major altematives

Are there ideas ard styaregies that have
mt been presented?

Is compromise possible?

Are the alternatives camplenencary or
muitually exclusive?

Assess consequences of likely
decisions arvl actions

What actions are likely to result from the
decisions mada?

What unintended consequerces might emerge?

Whac are the short and long term
consequerces for the individuals and
the institucions?

Consider appropriate strategies
ard priorities

What are the most effective ways of achieving
ardd implementing the objectives and decisions?
Are there intermediate steps or stages?












