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1. Review materials

2. Meetings: desired outcomes
format
content
participants

3. Schedule

4, Admin (see note)



MAY MEETING

[teration 1

Desired OQutcomes
e Begin shared vision for LC
e Trust/relationship building

. Some concrete steps
Actions (e.g.. Calendar)
Decisions

. Solidify relationship CUE — Local federation



COMNWMRNTIES

. False starts

. CUUE chain of command

e Wiho is in charge?
* Wihat/Who is the CLIE?

. Community agenda |
Versus Not always in sync

CLJE agenda

. Role of field-researchers

a) Feedback loop

b) Who are they serving

c) When will they do what

d) Lack of involvement w/ClJE and
w/comnmunity

. Funding role of CLJE unclear
Funding

Versus
Fundraising

. Different visions by different actors



Need to define "elements" "terms" "concepts"
and discuss w/communities

a) Systemic change

b) Partnership

* Lay — Pro relationship
1 . Professional Credibility
Each denomination

Within Each actors' group
Each community
)C Major institutions (Federations
versus H#tX

ACross

c) Who is the client? Each community or
all 3 together?

d) Who is "we" in the community?

e) CUE —lack of understanding of CUE
Joint planning process

gf Scope + who decides
(community/federation)

|If Professional credibility

Calendar of events + lead time
e 2 year
e as matter of respect

Team building & trust buildina



C LUE
False starts

Limited presentation of idea
* Pios— limited

» | ay groujp—no

* Rablbils—no

» Educatars—linmited

. Educators’ Survey

Why yes?

. No mapping of communities

* Problems
e Opportunlties
e Lay people?

5. Denominations are left out
6. Selection

7.
8
9

Scope

. Content

. Quality

10.CIUE Professiomal credibility
11 JFull-time LC director
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13 Systemic school reform

Marshall S. Smith and Jennifer O'Day

This analytic essay draws on research about the ertectiveness of current education policies as well as
observations about developing policy systems in 1 number of states. The chapter begins with several
observations about policy and school-level success, examines current barriers to school improvement and
proposes a design for a systemic state structure that supports school-site efforts to improve classroom
instruction and learning. The structure would be based on clear and challenging standards for stuaenc
learning; policy comconents would be tied to the standards and reinforce one another in providing guidance
to schools and teachers about instruction. Within =he strucrur: of coherent state leadership, schools would
have the cexibiiity they need to develop strategies best suited to their students. The systemic scnooi teiotrn
strategy combines the ‘waves’ of reform into a long-term improvement effort that puts coherence and

direction into state reforms and content into the restructuring movement.

Introduction

The past.decade has seen ablizzard of reports, federal and state legislation, and local efforts
designed to stem the ‘rising tide of mediocrity’ in US education. Two US presidents have
announced goals, tens' of governors have anchored their campaigns on educational
improvement and hundreds of thousands of educators and citizens have spent countless
hours in reform efforts across the nation.l Moreover, investment in education in real
dollars has increased, not only from government sources, but hrom dozens of foundations,
some of which have refocused their priorities to allocate funds to education, as well as
from major corporations, which have donated millions of dollars to local schools and
districts (Hawkins 1990).

Yet, for all of this effort, evaluations of the reforms indicate only minor changes in
the typical school, either in the nature of cbssroom practices or in achievement outcomes
(Fuhrman ec al. 1988, Clune et al. 1989, Mullis and Jenkins 1990). For the most part, the
processes and content of instruction in the public school classrooms of today axe little
different from what they were in 1980 or in 1970 (Cohen 1989 and Cohen in this volume,
Cuban 1990). While realization of these aisaopointing results has promoted cries tor
greater effort and more money from some quarters, many analysts attribute the
meagemess of the results to the very nature of early reform efforts, which they
characterize as ‘top-down’ and ‘more of the same’. Initiated by forces outside the schcois
and mandated by state governments, ‘Erst wave’ reforms sought mainly to expand or
improve educational inputs (longer school day, increased requirements for graduation,
better teachers) and ensure competency in basic skills (graduation tests, 10ck-5tep curricula,
promotional criteria) (Steaman and Smith 1985; Firestone e( al. 1989). That they did little
to produce meaningful gains in learning may not be surprising since they did little to
change the content of instruction, to directly involve teachers in the retorm process, or to

aiter the reigning notions of teaching and learning (Cohen 1990, Carnegie Forum 1986,
David etal. 1990".2
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234 M. S. SMITH AND J. O'DAY

Largely in response :0 ciiese denciencies in early reform legislator., a ‘second ;vave' et
change efforts began building in the middle to late 1980s. This second wave of reform calls
for a fundamental rethinking and restructuring of the process of schooling, not a mere
bolstering of the existing one. Decentralization, professionalization, and bottom-up
change are key concepts, as reformers focus on the change process and on active
involvement of those closest to instruction (Carnegie Forum 1986, Elmore 1988, Elmore
and associates 1990). In this ‘new’ conception, the school* building becomes the basic unit
of change, and school educators (teachers and principals) are not only the agents, but also
the initiators, designers, and directors of change efforts. In addition to an emphasis on
process, student outcomes are also key in this new approach. The principle underlying
many of the second wave themes - from school-site management to teacher profes-
sionalism to parental choice - is the notion that if school personnel are held accountable for
producing change and meeting outcome objectives, they will expend both their
professional knowledge and their creative energies to Ending the most effective ways
possible to do so, relevant to the specific conditions in which they work.

Although the second wave is young and as yet involves only a handful of districts and
schools, it has already produced an avalanche of ideas, strategies, and structures. Those
involved reporr optimistically that state as well, as local leaders of these initiatives ‘have
succeeded in stimulating new ways of thinking about change inside schools and about
leading, managing, and supporting restructuring efforts’ (David et al 1990: 39).
Unfortunately, the very strength of this new approach may also be its shortcoming.
While reliance on school-based initiative (even that stimulated by states) may be more
likely to produce significant changes in classroom practice than have edicts from above, a
strictly school-by-school approach makes it difficult to generalize such changes from the
small number of initially active schools to the well over 100,000 educational institutions in
cities, suburbs, and rural areas across the country. Indeed, analysts have found that in
general the schools and teachers who are active in the restructuring movement are those
who already have a history of reform experience and interest (David ef al. 1990).

A second problem is related to the first. Although restructuring literature stresses the
critical importance of developing complex problem-solving and higher order thinking
skills in our youth, achieving this goal requires a major reorientation in content and
pedagogy as well as in the structure of the educational enterprise. Perhaps more
importantly, it requires a reconceptualization of the knowledge and skills we expect our
children to learn, and of the teaching and learning process. This in turn will require that
existing elementary and secondary teachers learn, and learn to teach, considerable amounts
of new material in the physical and social sciences, humanities, and mathematics. Such a
reorientation is not likely to happen on a widespread school-by-school basis among
educators who have themselves been, schooled in a philosophy and settings thac embody
fact-based conceptions of knowledge, hierarchical approaches to skill development, and a
near total reliance on teacher-initiated and teacher-directed instruction. Site-based
management, professional collaboration, incentives, and choice may be important
elements of the change process, but they alone will not produce the kinds of changes in
contenc and pedagogy that appear critical to our national well-being (Fuhrman et al. 1989,
Elmore and associates 1990, Clune 1990, this volume).

The purpose of this chapter is to address these issues of the generalizability and the
content of productive and enlightened school reform. We will argue that what is needed is
neither a solely top-down nor a bottom-uu aporoach to reform, but a coherent systemic
strategy that can combine the energy and professional involvement of the second wave
rerorms with a new and challenging state structure to generalize the reforms to all schools
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within the .state. We assume, along with current restructuralists, that if we are to
iigniHcantly alter student outcomes, we must change what happens at the most basic level
of education - in the classrooms and schools. However, we see in this process a more
proactive role for the centralized elements of the system - particularly the states - one
which can set the conditions for change to take place notjust in a small handful of schools
or for a few children, but in the great majority.

Our discussion is divided into four parts. First, we present a picture of the
organizational goal of the reforms: a successful school. This is followed by an analysis of
the administrative, governance, resource, and policy barriers to effective schooling in the
USA. In the third section, we pose a strategy for transforming the system at all levels -
but primarily at the state level - so that it will facilitate rather than inhibit the
improvement of schools on abroad and continuing basis. Finally, we relate this strategy to

other issues and proposals currently under discussion in the educational reform movement.

A successful school

If our goal is to improve student outcomes and we believe that to accomplish this goal we
must change what happens in the school itself, one obvious place to begin a discussion or
strategy is with a picture of the kind of schools we would like to see in the future. While
personal images of the ‘successful school” will differ considerably in detail, both research
and common sense suggest that they will have certain characteristics in common. These
include, among other things, a fairly stable staff, made up of enthusiastic and caring
teachers who have a mastery both of the subject matter of the curriculum and of a variety
of pedagogies for teaching it; a well thought through, challenging curriculum that is
integrated across grade levels and is appropriate for the range of experiences, cultures, and
learning .styles of the students; a high level of teacher and student engagement in the
educational, mission of the school - notjust for the high achievers but the vast majority of
students; and opportunities for parents to support and participate in the education of their
children (Purkey and Smith 1983).

Beyond - or perhaps underlying - these resources available to the student, the most
er,'i""ive schools maintain a schoolwide vision or mission, and common instructional goals
,"bich tie the content, structure, and resources of the school together into an effective,
"jined whole (Coleman and Hoffer 1987, Purkey and Smith 1983). The school mission
provides the criteria and rationale for the selection of curriculum materials, the purposes
and the nature of school-based professional development, and the interpretation and use of
student assessment. The particulars of the vision will differ from school to school,
depending on the local context; indeed, one of the goals of ‘choice’ advocates is to enable
individual schools to establish unique identities and purposes (Chubb and Moe 1990,
Elmore 1986). However, if the school is to be successful in promoting active student
involvement in learning, depth of understanding, and complex thinking - major goals of
the reform movement - its vision must focus on teaching and learning rather than, for
example, on control and discipline as in many schools today (McNeil 1986). In fact, the
very need for special attention to control and discipline may be mitigated considerably by
*he promotion of successful and engaging learning experiences. For these experiences and
this focus to be fully successful, however, new research suggests that they must embody a
cifferent conception of content and different pedagogical strategies than those in
conventional use (Resnick 1986, Lampert 1988, Peterson 1987).

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

*While other commonalicies may exist among successful schools, let us assume that
these characteristics - a schoolwide vision and school climate conducive to learning,
enthusiastic and knowledgeable teachers, a high quality curriculum and instructional
strategies, a high level of engagement, shared decision-making, and parental support and
involvement - taken together form the core of the successful school. The obvious question
then becomes, why aren’t more of our schools like this? Certainly we can all think of a
handful, or probably more, of schools that exemplify this quality of education - that have
coherent and challenging instructional programs, that genuinely engage all or at least most
of their students, and that promote high achievement in their students. Yet these remain
the exception rather than the rule in US education.®* Their very existence represents
tremendous commitment, expertise, and effort on the part of school and perhaps district
personnel. Moreover, even with all that effort, the stability and future of such schools, are
at base quite fragile. Changes in principal, staff, school population or district policy may
serve to undermine a hard-built but nonetheless tenuous foundation. The question
remains: why are these schools so exceptional and so vulnerable?

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

Systemic barriers to educational change

Most traditional explanations of poor schooling in the USA focus on low standards and
inadequate resources. Yet the history of school reform demonstrates that even when
standards are raised and more or better resources are allocated, little lasting change occurs
in the classroom. (Cuban 1984, 1990, Elmore and McLaughlin 1988). Recognizing this,
some critics argue that the teaching profession itselfis inherently conservative and resistant
to change, or that the increasing diversity of the US student population makes broad-based
acmevement gains unattainable. O f course, such reasoning ignores the exciting examples
ot creative and successful schooling situaced in unfriendly environments among students

36
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perspective on school improvement We argue that a fundamental barrier to developing
and sustaining successful schools in the USA is the fragmented, complex, multi-layered
educational policy system in which they are embedded (Cohen 1990, Fuhrman 1990).

This system consists of overlapping and often conflicting formal and informal policy
components on the one hand and, on the other, of a myriad of contending pressures for
immediate results that serve only to further disperse and drain the already fragmented
energies of dedicated and well meaning school personnel. On the formal policy side,
school personnel are daily confronted with mandates, guidelines, incentives, sanctions, and
programs constructed by a half-dozen different federal congressional committees, at least
that many federal departments and independent agencies, and the federal courts; state
school administrators, legislative committees, boards, commissions and courts; regional or
county offices in most states; district level administrators and school boards in 14,000
school districts (with multiple boards and administrative structures in large systems); and

;al school building administrators, teachers and committees of interested parents. Every
level and many different agencies within levels attempt to influence the curriculum and
curricular materials, teacher in-service and pre-service professional development, assess-
ment, student policies such as attendance and promotion, and the special services that
schools provide to handicapped, limited English-proficient and low-achieving students.

We do not mean to imply here that structure and regulations are not necessary
ingredients for a well-functioning public system. Indeed, we believe that they are
absolutely necessary both to create a coherent environment within which schools and
school professionals can best perform theirjobs and to protect and promote the interests of
those most needy in the society. Properly developed and organized, a consistent set of
guidelines could create a nurturing structure within which schools could legitimately be
held accountable for providing effective education to all students. Indeed, all of the energy
currently generated and used by the multiple levels and responsible parties of our
educational governance system would be wonderful if it were coordinated (even loosely)
and focused on a set of coherent, progressive, long-term strategies to achieve challenging
common goals and outcomes.

Unfortunately, it isn’t. While there is considerable communication, there is little
purposeful coordination. The policy generation machines at each level and within each
level have independent timelines, political interests, multiple and changing special interest
groups, and few incentives to spend the time and energy to coordinate their efforts. And
in the same sea as this governmental octopus are independent for-profit and not-for-profit
corporations generating curriculum materials, tests, and teacher and administrator training
programs - corporations whose bottom lines are to stay in business or to represent their
respective interest groups, not to maximize quality for the majority of students.4

The structural convolutions of the formal and informal policy systems are only the
beginning, however. Political pressures on new administrators and elected officials to
produce measurable or at least memorable results in short periods of time lead to a
‘project’ mentality. A new classroom management system, an in-service day on the ‘left
and right brain’, a new °‘laboratory’ filled with computers but little appropriate software,
a tougher attendance policy, a new evaluation and accountability office and policy are all
familiar concepts to the nation’s teachers. Federal and state legislatures often have a similar
mentality; there seems to be great political capital in developing ,new’ approaches and
programs portrayed to address major social problems. Similarly, universities and
corporations get into the act - ‘adopt-a-school’” programs, gifts of computers, time off for
employees to teach in schools, all are points of light that blink on and off. Some of these

enorts axe wonderful, but most are short-lived ‘projects’, soon to be replaced by a
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different ‘concept’, a new panacea. Though many have a significant effect on the
particular school for a short period of time, few leave much of a lasting trace. To many
long-term employees of the schools they are properly viewed as marginal and political.

Where does this uncoordinated energy, this short-range perspective, and this
multiplicity of purpose lead? On the one hand, they help to produce the overall
‘mediocrity’ in US education that was criticized by so many observers in the early 1980s.
Indeed, the fragmented policy system creates, exacerbates, and prevents the solution of the
serious long-term problems in educational content, pedagogy, and support services that
have become endemic to the system. Our teachers are badly trained, our curricula are
unchallenging, and our schools are inhospitable workplaces. Many of these problems have
been the target of periodic reform measures, including those passed in the last decade.
Although generally identified as problems of quality or quantity in resources, these
deficiencies ultimately must be attributed to the lack of a coherent strategy for allocating
the resources we do have or for overcoming problems in both quality and quantity when
they arise.

A second result of the fragmentation we have described is to fortify the basic
conservatism that exists in any very large governmental system. By and large, educational
practice in this country is not very different from what it was half a century ago (Cuban
1990). Teachers ‘close their classroom doors’ and teach as they were taught. The multiple
influences and short-term policy perspective create a protective confusion that allows
conventional practice to prevail. When change occurs on a large scale basis it is
incremental and reinforces the existing condition. The first wave of reform in the 1980s,
for example, can be viewed as ‘intensification’ of current practice (Firestone et al. 1989).
The emphasis was on extending the school day, on increasing course requirements, and on
greater amounts of testing. The changes were quantitative, not qualitative, in nature.

Similarly, the sweeping movement toward ‘basic skills” in the late 1960s through the
early 1980s emphasized the teacher-directed, skills-oriented, rote and factually-based
curriculum and pedagogy that now dominate schooling in the USA (Smith and O 'Day in
press). One might argue that the basic skills movement is an example of a successful
reform - one for which there was a generally common vision and relatively common
practice, a reform which was therefore able to permeate the entire system. This
movement,'however, was ‘successful’ precisely because it reinforced the already existing
norms of the system, because the teachers were comfortable with the content, because the
pedagogical implications were known, because the teacher development institutions did
not have to change, because the curriculum materials were easy to develop and market,
and because the prevailing assessment instruments were generally appropriate. This
comfortable situation allowed many of the different policy components of the system to
line up in support of the movement - commitment to the movement did not threaten
their domain. In effect, the basic skills movement represented an affirmation of the most
conservative elements of the system.

In sum, we have argued that fragmented authority structures and multiple short-
term and often conflicting goals and policies have created dual conditions within the
present educational system: mediocrity in resources and conservatism in instructional
practice. Before suggesting how the system might overcome these problems, we think it
important to elaborate how the conditions axe reflected - and in fact reinforce one another

- in each of the major components of the educational system.
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Curriculum

ithough varied somewhat in topic and form, the curricula typically found in American
hools share certain characteristics. W ith notable exceptions, today’s typical school
rriculum contains little depth or coherence, emphasizing isolated facts and ‘basic skills’
'er opportunities to analyze and solve problems (Goodlad 1984, Cohen 1989). Teachers
d students alike find the curricular materials uninteresting and unimaginative; and both
adents and their future employers complain that school learning bears no connection to
al-life experience or problems. It is not surprising that such curricula lead to a pedagogy
at rarely demands active involvement from the learner: there are relatively few hands-on
tivities or group activities, few opportunities for cooperative learning, little and
:r.erally unimaginative use of comuuter technology, and little tolerance for activities that
1n"r have a ‘right’ answer or that demand sustained and imaginative problem-solving.
part, the poor quality of US curriculum and instructional practice can be attributed
the fragmented policy system described earlier. Consider the development and selection
’instructional materials as just one example. Diffuse authority structures and multiple
Sals within the system foster mediocrity and conservatism both in the publishers’ supply
curricular materials and in the demand generated by local educators. On the supply side,
:blishers respond to the lack of consistency and the market-driven approach to materials
:velopment in two ways. First, they attempt to pack all the topics desired or required by
iferent locales into the limited space of the typical textbook. As a result, in content areas
ce science, literature, and social studies,» textbooks end up merely ‘mentioning’ topic
ter topic, covering each so superficially that the main points and connections among
lem are often incomprehensible to the student. In addition, and again particularly in
istory and social studies texts, publishers deal with conflicting demands and controversial
sues by watering down content, evading sensitive areas, and choosing the least common
:nominator among the various viewpoints. This approach often leaves the student with
1 little information or context that he or she is unable to construct his or her own
lalyses or form his or her own judgments (Tyson-Bemstein 1988, Newmann 1988).

'hese criticisms are not new and a few publishers have made attempts to incorporate
reater depth of material and internal coherence into their textbooks. The sad thing is that
1 the absence of a consistent demand for such change from the majority of educational
onsumers - i.e., state and local educators - these attempts will remain isolated and short
ved. Nor is such consistency in consumer demand likely, given the current
:agmentation of the system. Educators must respond to the same conflicting demands
nd lack of common goals as do publishers. This fact leads many districts, schools, and
eachers to unintentionally support and perpetuate mediocrity in content by choosing
urricula that are comfortable (familiar), easy to work with pedagogically (fragmented,
actual, simple), and that lead to the most manageable classrooms (again, fragmented,
actual, easy to monitor).

Indeed, as ironic as it may seem, this situation has actually contributed to the
levelopment of a common instructional practice and, as described earlier, a common basic
kills curriculum. Many analysts and curriculum scholars have attributed the instructional
ocus on basic skills to a ‘factory model” of schooling, which emphasizes control and easy
nonitoring of students, and to rigid hierarchical models of learning (e.g., McNeil 1986,
Seterson 1989). Such models, they argue, are clearly outmoded, inconsistent with what
ve know about how people leam, and unable to lead to the type of thoughtful educated
-:izenry we require. However, whiie educators and observers have recognized the
nadequaces of these models and the curricula they engender and have written extensively

239
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about them, the fragmentation of the policy system makes substantial, widespread change
in instructional practice and the curriculum virtually impossible.

W hat is particularly disturbing is that, with regard to the higher-level cognitive goals
now proposed, these basic skills models may farther disadvantage those students already at
risk in our schools. While an emphasis on isolated facts and skills in unlikely to foster
complex thinking skills among students generally, less-advantaged students often lack a
surrounding -environment that helps them fill in the gaps and draw the connections,
necessary to construct complex meaning in such situations (Peterson 1986). The problem
is exacerbated in lower income areas where poor quality curricula combine with low
expectations, with the result that many of these students are locked into failure.5

Of course, among the over one million classrooms in the USA, there are many
exceptions to this general pattern. Innovative teachers or schools may experiment with
particularly creative and promising curricula and instructional practices,’ often with
considerable success. But as we observed earlier, most innovations End little support
within the system and become marginalized or die out altogether. The same is true for
large-scale curriculum reform movemencs such as the ‘new math’ or the science and social
studies curricula spawned by Sputnik. In part, this is because programs developed in one
sector (e.g., curriculum) are rarely linked ;to the extensive necessary changes in other
sectors (e.g., the content of wide-scale assessment instruments, in-service and pre-service
teacher development).6 And we know that if teachers do not understand or do not support
particular curricular changes, those changes are unlikely to take hold in the schools.

Professional development

Despite program ajter program to improve the quality of teacher education, the
preparation of educational personnel in the USA remains wholly inadequate. Typically,
neither pre-service nor in-service professional development programs are of high quality or
are well coordinated with the demands and needs of the K-12 system.

elementary school teachers have ever, a-rudimentary education in science and mathematics, and manym junior
-nd senior high school teachers of science and mathematics do not meet reasonable standards of preparation in those
Eelds. Unfortunately, such deficiencies have long been tolerated by the institutions that prepare teachers, the public
bodies that license them, the schools that hire them and give them their assignments, and even the teaching
profession itself (AAAS 1990: 13-14).

The average elementary school student in the USA receives only 20 minutes per day in
science instruction (Raizen and Jones 1985). And, in mathematics, where school
regulations require specific minimum amounts of instructional time, the content and form
of instruction used by most elementary school teachers minimizes the demands on their

understanding of mathematics. For example, whereas many students in other

industrialized nations receive introductory instruction in algebra > geomet: . grades
K-8, few o: cur s:7:.de:::s -mreso ¢:”.';::mem fC: . "Lue al 198 Knight et at. 1987).
This should not be surprising - teachers, like everyone else, tern.. :nun tasks that they

feel unable to perform well. Essentially, many elementary and secondary school teachers
do not have the confidence in their understanding of science and mathematics to enable
them to do a creative job. This pattern is repeated for literature, history, and writing
throughout the K-12 grades.7

These are not new cricicisms. Yet, they persevere. Why? For pre-service professional
development there are a variety of proposed reasons. One is that the quality of prospective
teachers is weak and declining. Teaching is a low prestige and low faying profession, and

32



YSTEMIC SCHOOL REFORM 241

romen, who once saw teaching as among their few professional alternatives, now have
ccupational opportunities that did not exist in the past. According to this theory, the
Diutions are to increase the standards for certification while simultaneously paying new
:achers higher salaries, thereby encouraging more talented people to enter the profession,
i second reason given is that the content and pedagogy of the curriculum in many schools
feducation are particularly weak. Critics are especially disdainful of courses that focus on
edagogical strategies. One proposed remedy here includes eliminating schools of
ducation and turning away from pre-service pedagogical training altogether, preferring
istead alternative routes to certification. A second proposed remedy focuses on reforming
:acher education by limiting teacher training in schools of education to only graduate
rograms (Holmes Group 1986, Darling-Hammond with Green 1990).

Both these criticisms have some truth and the proposed solutions may have some
m. i merit. Typically, however, the solutions address the quality of teachers and
:aching without consideration of the overall context. For example, raising beginning
:achers’ salaries to be more competitive with other professions does appear to attract
igher scoring candidates and to increase their length of stay in teaching (Murnane and
)sen 1989, 1990). However, while such increases may enlarge the pool of prospective
:achers somewhat, they do not guarantee that incoming faculty will have the kinds of
aowledge and skills required in today’s schools. Moreover, if the demand is for teachers
rith particular knowledge or expertise - such as science and mathematics - across-the-
oard salary increases turn out to be a very costly solution that may not sufficiently alter
1e supply in the desired direction (Levin 1985).

W ith regard to the second set of proposals, eliminating schools of education and pre-
rvice pedagogical training in favor of alternative certification strategies has unknown
lent - we do know that pre-service pedagogical training is even more extensive in other
ations than ours, nations such asJapan where students achieve at higher levels than in the
fSA (McKnight ef al. 1987). Concentrating teacher training at the graduate level might
. a strategy to raise the prestige of teachers, butjudging from existing data, it offers little

'se of a major change in their effectiveness (Smith and O ’Day 1988). Finally, none of
iese strategies addresses the lack of content knowledge of many prospective-teachers.

An alternative approach to the problems in professional development emphasizes the
ck of fit between what prospective teachers are taught and are expected to know, on the
ne hand, and the knowledge and skills they need to perform their jobs, on the other,
his disjuncture between teacher knowledge and teaching practice begins with the
Itrenched condition of teaching in the nation’s post-secondary system. Most of the
ation’s teachers learn the content of the disciulines in the arts and sciences schools apart
om :he schools of education within colleges and universities. The courses offered in these
:ttings are not designed for people who will need to teach the disciplines to elementary
id secondary students in the future, and they are typically taught in a lecture style, fact-
riented fashion that works only because the students know they need to pass the course
) move their life ahead. In many of the larger post-secondary institutions, courses in
lathematics, science, and history typically have examinations with short answer questions
lat can be graded by machine, while literature courses require papers of only a page or
wo. Thus, neither the content nor the pedagogy of the higher education institutions
rves to prepare future teachers well. This is a particularly difficult problem to address
:cause there are no incentives for professors in many colleges and universities either to

ter tneir teaching approach or to teach courses designed to meet the needs of future K-12
machers.

The colle2es and universities are nnr snlplv rn for 1k sinisnon  Ac m-me"m-rinVt



242 m .S. SMITH AND J. O ’DAY

have pointed out, the licensing and certification systems used by the states typically
represent a weak attempt to ensure that prospective teachers have the knowledge of
content and skill in pedagogy to do an effective job in the classroom. Indeed, there is often
little planned relationship between the content and skills required of prospective teachers
and the curriculum of the schools. Part of this, of course, is due to the fact that there is no
common curriculum beyond the emphasis on basic skills. The most widely used
examination, the National Teachers Examination, has no predictive validity. Its face
validity is predictive on the argument that its content is derived from current practice and
is broad enough in scope to be representative of practice in all of the states in the Union.
However, basing the content on current practice is inherently conservative, for it
reinforces and legitimizes contemporary mediocrity. Moreover, creating a test with a
content so broad (and consequently, shallow) that it is not inaDproDriate for any state or
district surely makes it practically valueless for all of the states and districts (Smith and
O ’Day 1988, Haertel 1987).

The in-service professional development situation is little better than the pre-service
training. One reason for continuing education is the requirement that individual teachers
have to obtain a certain number of graduate credits over a period of time to maintain their
job and to receive salary increments. After tenure is reached, obtaining a few credits every
few years is often the only educational hurdle teachers must clear to keep their positions.
Because of scheduling problems and a lack of coordination between higher education
institutions and K-12 school systems, the courses teachers take for individual development
and advancement are typically badly coordinated with the demands of the teachers’jobs.
Their content often depends more on the intersection of the teachers’ schedule and the
interests of professors in the local higher education institutions than on the needs of their
K-12 students.

Other professional development experiences are organized by the school or district
and are generally more closely attuned to the specific needs of the schools. These sessions,
however, are severely limited in scope and duration, frequently lasting a day or less only
once or twice a year. Only rarely are they of sufficient depth and scope to give teachers the
experience necessary to make major changes in their approach to instruction. Too often,
these experiences are focused on a new. innovation or technique which bears very little
relationship to the curricula of the schools. Even when the development activity is directly
related to the introduction of a new curriculum, the training generally suffers from a lack
of depth and time. Perhaps as a consequence of these badly organized experiences,
conventional professional development programs show few positive and lasting effects.
And, even more damaging to prospects for productive change, the federal, state, and local
budgets for in-service professional development are tiny and extremely vulnerable to
budgetary constraints (Guskey 1986, Little et al. 1987, McLaughlin 1990).

We do not want to leave the impression that there are no productive in-service
experiences. The reports from tens of thousands of teachers who have been to NSF
summer institutes in mathematics and science, from the many teachers who have
participated in groups such as the Bay Area Writing Project, and from many of the
teachers who have used teacher centers all over the nation attest to the power that in-
service experiences can have on individual teachers. One key to making these experiences
successful has been that they are focused on content that is relevant to the teachers’
classrooms and on ways of presenting that content; another is that they are often of
sufficient length to be a powerful intervention. Unfortunately, in many instances of
powerful individually-oriented in-service experiences, the teachers return to an

environment thac is not particularly supportive of new curricula or methods of teaching.
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This has led some schools to develop an alternative strategy in which the entire faculty of
the school or of a particular department in the school will participate collectively in an in-
service training experience of their own choosing, based on their particular curricular
needs. There is some evidence that such a strategy, which combines the attributes of
collective decision-making by the teachers with a focus on relevant content, has a positive
effect on student achievement (Purkey and Smith 1983).

Accountability assessment systems

Accountability assessment systems in the USA suffer from a variety of problems. One is
that many of our policymakers and educators are hoplessly confused about the purposes of
testing in the schools. Different parts and levels of the system use the same assessment
; 'rument for different and often conflicting purposes. In this chapter we are most
interested in the use of assessment as an instrument of accountability to gauge the quality
of schools and school systems, not in the more directly pedagogical uses of tests to
diagnose, assess, and guide the progress of individual students, or in the use of tests to
evaluate particular programs or projects. Each of these uses is important, but it.is critical
to keep the distinctions among them clearly in mind for, more often than not, the same
instrument or instruments should not be used for multiple purposes.

Another problem is that the lack of a common curriculum within most states and
many districts makes it impossible to construct a broadly-used, valid accountability
assessment instrument. If the content of the curriculum purposefully varies'across
jurisdictions, so logically should the assessment instrument that is intended to assess how
well the school or district meets their curricular purposes. Though there is no commonly
adopted curriculum, most states and school systems are heavy users of one or more of a
small set of norm-referenced, multiple choice, standardized tests - tests that each purport
to be appropriate for most variations of curriculum.8

A final issue is that many school people take seriously their school’s and district’s
“"*rformance on the standardized tests and use it as a gauge of the quality of their
Sstruction. Schools often use individual test performance for student placement, while
districts and states wuse aggregate student performance for school and system
accountability. Thus, the tests have high stakes, not only for students but also for
teachers, schools, and system administrators. As a consequence, teachers - generally with
encouragement and even pressure to do so - will frequently adjust their teaching to
improve test scores, not by teaching the subject matter in more creative and productive
ways but by tailoring their instruction to the form and nature of the standardized tests
(Fredericksen 1984).

Such an influence might be productive if tests were constructed to measure complex
thinking and problem-solving and thus served to move curriculum and instruction in the
direction of developing these skills. O f course, this would require that teachers know and
be able to teach the content and skills assessed by the tests. Indeed, challenging tests or
examinations used for accountability purposes might be a particularly powerful
intervention if teachers had the content and pedagogical knowledge, the curriculum
materials, and the support services that would enable them to ,teach to the challenging
tests’. In the absence of such knowledge and materials, however, the gap between the
content of the tests and the capacity of the teachers to teach the content could be
extraordinarily frustrating and possibly counterproductive.

At present there seems to be little overall conflict between the capacity and pedagogy
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of the teachers and the content of the tests. In general the most commonly used assessment
instruments, like textbooks and other curricular materials, are designed to reflect the least
common denominator in a fragmented and ill-structured system. Standardized, norm-
referenced tests are developed to be so broad and general that they can assess learning
across a wide range of curricular purposes. Their form emphasizes broad coverage of
unconnected facts, and the ability to work very quickly on multiple choice, limited time-
.span, unrelated problems that have only one right answer. It imtherefore not surprising
that apparently substantial and progressive changes in curriculum produce little effect on
such tests or that scores may be more accurate indicators of social class background than of
what is actually learned in the classroom (Hawley 1984, Fredericksen 1984, Resnick and
Resnick 1985, Archbald and Newmann 1988).

Over the past 20 years many states have tried to address these inadequacies by
adopting a second form of assessment instrument: criterion-referenced, minimum
competency examinations. While these tests are developed with a clear curricular
conception, they typically contain many of the same problems in form as the standardized
norm-referenced tests, and they have the additional problem of focusing only on very low
level skills and standards. Thus, they cannot appropriately be used to assess the overall
curricular aim of a school, if the school has one. Instead, for very low-achieving students,
schools often focus their instruction on the content of the minimum competency tests,
thereby reinforcing their already low aspirations for these students.

The main point here is that both types of tests exist, in part, because of a lack of
coherence in the curricular policy of state and district school systems. Standardized norm-
reference tests, with their general all-encompassing nature, are used for accountability
purposes because there is no common set of curricular goals among schools and systems;
criterion-referencedgminimum comDetency tests are based on such restricted and elemental
sets of curricular goals that it is easy to imagine that all districts and schools could meet
their demands, as has been the case in Florida and Virginia. Moreover, both tests, when
used for accountability, serve to reinforce an instructional emphasis on facts and skills

rather than problem-solving and performance in meaningful situations. The multiple

choice and timed format reinforces quickness and recognition rather than thought and.-;e,.,
recall. These tests thus fortify the tendency of the system to be conservative and mediocre.
Indeed, with a few exceptions, such as the Advanced Placement exams, the International
Baccalaureates, and the New York Regents, there are no widely-used examinations in this
country which either clearly assess curricula in a rich form or stand as a serious intellectual

challenge for the student.

Support services

A critical element of the second wave of reform is the issue of how to enhance the
professionalism of teachers. Sykes (1990) argues that professionalism will be enhanced as
te3chers are given more and greater control over resources within their schools.9
Certainly, it will be impossible for major changes in the quality of schooling to take place
11 the quality of teacher workplaces continues to be as shabby as now.

This issue has a variety of dimensions. First, there are few resources and services in
the system to develop, support, or maintain processional creativicy and commitment. Few
schools have libraries for teachers, few offer time off for reflection and development of new
ideas tor teaching, few provide serious support for new teachers, few provide the means by
wnica teachers can experiment with new ideas. On a more mundane level, many schools -
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:articularly those in areas with high concentrations of poor people - are terrible
workplaces. Teachers have no space to meet and talk with other professionals, no or very
ittle access to telephones, few if any photocopiers to reproduce class materials. When
3apers, books, and pencils are missing, teachers must go without or supply these materials
xom their own resources, often receiving little respect or reinforcemenc from their
;upervisors for their efforts. Generally teachers do not have a private place outside of the
:lassroom to meet with parents, and there is no place for parents to meet and talk or to
wait during the school day.

The extraordinary thing about these conditions is that it would take very little money
:0 overcome them in most of the schools in the nation. The only really costly item would
js time off for reflection and development of new ideas. The remainder primarily require
" eative and energetic leadership on the part of princinals and central office staff.
Unfortunately, instead of basing their actions on what will maximize the quality or
ici. jIs and on principles of good administrative behavior, principals and district
administrators often fall back on rules and regulations to rationalize the status quo.

Frustrated high expectations for creative work in such a difficult environment lead
many educators to focus on survival. Ironically, the fragmentation of the system actually
assists in this effort by operating as a kind of filter, protecting teachers from some of the
otherwise deafening policy noise. O f course, policy demands do get through, often in a
form that is both incoherent and divorced from the needs and context of the teacher. It is
not surprising, under these conditions, that many teachers simply close their classroom
doors and do their own thing. Nor is it-surprising that even widely acclaimed reform
efforts have little long-term effect on classroom practice. Educational institutions have
truly become ‘loosely coupled’ systems in which instructional practice is only weakly tied
to organizational policies, and the system as a whole remains conservatively bound to the
processes and content of the past.

If the new reform movement is to have a lasting effect on what happens in the
classroom, it will thus have to overcome the current fragmentation of the system and
provide a coherent direction for change and the resources to accomplish those changes.

,next section discusses one possible strategy for such systemic reform.

A strategy for systemic reform

We suspect that there are many possible paths to a coherent, productive, and progressive
educational system. The one we present here seeks to combine the vitality and creativity of
bottom-up change at the school site with an enabling and supportive structure at more
centralized levels of the system. W hile recognizing that change must occur at all levels of
the system and that the ultimate goal is to transform what happens at the school and in the
classroom, we have chosen for the purposes of this paper to focus most of our attention on
the role of the state apparatus in this process. We do so for several reasons.

First, most of the current restructuring literature focuses exclusively on the school
and district levels of the system. When states are mentioned at all, it is usually in the
context of providing waivers from various regulations currently in force. Yet, if we wish
to influence more than a few schools or districts at a time, the state is a critical actor.
Second, during the past 20 years, most states have gradually amassed greater authority and
responsibility over their educational systems as their share of the educational budget has
risen, as the economy and productivity of the state have been seen to be more and more
dependent on its educational system, and as issues of equity and fairness in the distribution
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of resources and services among districts became an important part of the nation’s agenda.

Finally, the states are in a unique position to provide a coherent leadership, resources,
and support to the reform efforts in the schools. States not only have the constitutional
responsibility for education of our youth, but they are the only level of the system that can
influence all parts of the K-12 system: the curriculum and curriculum materials, teacher
training and licensure, assessment and accountability. In addition, the states, at least in
theory, could productively affect the way in which the state system of higher education
might operate to help the K-12 educational system. Finally, because of the size of the
markets they represent, the states are also in the best position to effectively leverage other
aspects of education that are outside the system itself, such as textbook and materials
development.

We do not mean to suggest that such leadership will come easily to all or even to
most states. The nation’s tradition of local control had often led to passive, conservative
behavior by state departments of education. Party politics and conflicting agendas in state
legislatures and governors’ offices often impede collective action. And states differ
considerably in their technical capacity to implement many of the suggestions we make
below. Yet there is a basis for optimism. More and more, policymakers are beginning to
understand the interconnectedness of the system, and cooperative endeavors such as the
Council of Chief State School Officers and the Educational Commission of the States

provide mechanisms for sharing technical resources among states of varying capacity.

A unifying vision and goals

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

It is important to emphasize that underlying any coherent conception will be
important sets of values. We see two such sets of values as particularly significant. One set
is the collective democratic values critical to our society: respect for all people, tolerance,
equality of opportunity, respect for the individual, participation in the democratic
functions of the society, and service to the society. A second set has to do with the tasks
and attitudes of the teacher and learner - to prize exploration and production of
knowledge, rigor in thinking, and sustained intellectual effort. We believe that these
values already exist in a latent form in the minds of most Americans, and especially
teachers, when they think about the educational system. But they need to be awakened
and to permeate and guide the system and the schools. Held in common, these values can
help nourish and sustain over time environments in the schools that can intellectually
stimulate and engage ALL children in the way that we should exnect. The crisis rhetoric
that has prompted many of the recent reforms often has not been productive in this
regard. It has instead fostered project-oriented, ‘magic bullet’ solutions that satisfy
immediate political ends, without substantively changing the core of the educational

process. The new reforms must cut deeper; to do so they need to be derived from a deeper
system of shared beliefs.

v/
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Broad conceptions and values, however, will not be enough. We need goals that can
be communicated and measured if we are to mobilize the political support necessary to
sustain the reforms over time. A carefully selected set of goals and a related system of
indicators would give those within the system and the general public a sense of purpose
and direction and a basis on which to evaluate progress. Some of the goals could address
desired changes in the nature or quality of educational inputs, such as the quality of the
teaching force or of the curriculum used in the schools.

Other (and we argue more powerful) goals would be those related to students.
Statewide student outcome goals may be an extension and particularization of the national
goals developed recently by the governors. They could cover more than academic
achievement, including such things as ensuring school readiness, developing students’ self-
worth and promoting collective responsibility. We believe that the goals should focus
[ Tiariiy on the core functions of the system; that is, on teaching and learning. To meet
tne demands of the future, however, they must go well beyond the ‘basic skills’ goals of
the 1960s, ’70s and early ’80s. They must provide a standard that challenges the public and
the educational system to prepare our youth to grapple thoughtfully with those problems
that defy algorithmic solutions and to be skilled and confident learners in school and later
on. Moreover, the goals and indicators must address not only the average level of
opportunity and student achievement in the state but also the variation. Justice requires
that the goals of the state promote equality as well as quality.

Given an agreed upon direction for reform, we suggest a two-pronged approach for
attaining the established goals. The first prong of the strategy is to create a coherent
system of instructional guidance, the purpose of which is to ensure that all students have
the opportunity to acquire a core body of challenging and engaging knowledge, skills, and
problem-solving capacities.10 Implementing this will require overcoming the
fragmentation of the system through coordinating three key functions affecting
instruction: curriculum, pre- and in-service teacher training, and assessment. The actual
coordination of these functions, we argue, can best be handled on the state level, but it
must be linked to the second prong of the strategy: an examination of the responsibilities
- .1 policies of each level of the governance structure so that all levels operate in support of
each other and of the implementation of the reforms.

A coherent system o f instructional guidance

The first step in developing a coherent system of instructional guidance is to work toward
agreement on what students need to know and be able to do when they leave the system.
The second is then to maximize the probability that all or most students will acquire the
desired capacities by ensuring at the very least that they have the opportunity to do so -
that is, by ensuring that students are exposed to the requisite knowledge and skills
through the highest quality, most appropriate human and material resources possible. For
the statewide instructional guidance system to work would thus require coordination
among state curriculum frameworks, the more specific curricula of the schools, pre-service
and in-service professional development and teacher certification, and system level
assessment and monitoring mechanisms. Each of these asnects of the system is discussed
briefly below.

C'Arr.c'Mum frameworks: The basic drivers of the instructional guidance system %vould be
curriculum frameworks which set out the best thinking in the field about the knowledge,



248 M.S. SMITH ANDJ.O'DAY

processes, and skills students from K-12 need to know. The frameworks would be
developed for at least the core curriculum areas: reading and language arts, English,
mathematics, science, social studies and history, foreign languages and the arts. The
frameworks must provide a viable and compelling alternative to the ‘basic skills’ fact-based
orientation that is the norm in US schooling today. They should emphasize depth of
understanding, knowledge construction through analysis and synthesis of real life
problems, hands-on experiences, and the integration of content and pedagogy. Highly-
qualified teams of teachers and disciplinary experts should develop the frameworks which
should then be continually updated and reviewed by similarly qualified expert panels.
Possible prototypes for such frameworks are already being developed in mathematics by
the National Council of Teachers of Mathematics (NCTM ), the Mathematics Board of the
National Research Council (NRC) and the National Assessment of Education Progress
(NAEP), in the sciences by the American Association for the Advancement of Science
(AAAS), in reading by NAEP, and in these and other areas by the departments of
education in several states.

It is important to distinguish the notion of core curriculum frameworks from the more
specific curricula actually taught in the schools and classrooms. The purpose of the
frameworks 1is neither to legislate a particular pedagogy nor’'to specify short-term
curricular scope or sequence. Rather, the frameworks should set out desired intellectual
curricular themes, topics, and objectives in sufficiently long-range chunks (e.g., four-year
blocks) to allow for a maximum of flexibility and creativity at the local level while still
establishing the clear instructional direction and goals for the system as a whole. One
aspect of this flexibility may be to open the door for more depth in areas of local choosing.
For example, if the elementary science framework is organized around 30 great ideas in
science, each student by the end of the eighth grade may be expected to have a general
acquaintance with 15-20 of these with some greater depth in the remaining 10-15. Schools
may choose the areas for deeper coverage based on local conditions, resources, and
interests.

California is illustrative of a state that has already developed quite progressive
curricular frameworks in a number of areas. These frameworks set out the expectations
that teachers, business people’ and professionals in the field (historians, scientists,
mathematicians) have for the content that K-12 students should all learn. Unlike the
minimum competency requirements of the 1970s, these expectations reflect the problem-
solving and higher-oraer thinking requirements proposed by the many recent refor r
reports. The frameworks do not detail a day-to-day, a week-to-week, or even a month-to-
month curriculum for teachers to follow. Instead, for the most part, they describe the
knowledge, skills, and attitudes expected of students at the end of certain periods of time,
such as fourth, eighth, and eleventh grades.

The frameworks should provide a structure within which to organize the other
important educational components. Teacher professional development programs, in-
service and pre-service, and teacher licensing standards should be designed to insure that
the teachers are well prepared to teach the content set out in frameworks. Textbook and
curricular material used in the schools should be congruent with the curriculum
frameworks. Test instruments used to assess pupil progress and to hold schools and
teachers accountable should reflect the content of the frameworks. In short, the
rrameworks should provide a way of organizing a coherent instructional guidance system.

Two cricical conditions are necessary to ensure that the system works to help provide
high quality instrucrion. The first condition is that the frameworks are of the highest
quality possible and that they are continually and carefully improved. The frameworks
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lould embody an integrated, challenging, and engaging conception of the subject matter
: the schools. If they are of sufficiently high quality, we believe that they would
immand the respect and enthusiasm of capable teachers. The second condition is that
cal school personnel are given the freedom within the framework to interpret and
nplement instructional strategies that most effectively meet the needs of their students,
s with the International Baccalaureate, the state frameworks would set out the general
intent and skills that students need to know, but it would remain the job of local school

:rsonnel to decide how best to organize and teach the material.

thool curricula: The states must provide sufficient support to ensure that schools and
istricts have both the flexibility and support they need to construct strong and locally
:sponsive curricula within the structure provided by the state content frameworks,
:hools must have the ultimate authority to select and/or revise and develop curricular
laterials best suited to their students and teachers. However, the state has both the
:sp isibility and the potential leverage to ensure that there is an adequate supply of high
jality textbooks and other materials that are in line with both the letter and the spirit of
le state curriculum frameworks, so that teachers in every school or district do not have to
:invent the wheel for every subject and every grade.

There are a number of mechanisms available to the state to stimulate the.,supply of
igh quality instructional materials. One is to establish a statewide adoption system that
nphasizes both quality and coordination with the frameworks. States would then -
ther singly or in conjunction with other states with similar frameworks - stimulate
id/or require textbook publishers to meet those guidelines. A number of states already
se this approach, but in our view they need to be much tougher and more rigorous than
ley are now; textbook manufacturers can and should be held to higher standards of
uality and coherence. The state could also try to stimulate a cottage industry to provide
naginative innovations for teaching the core concepts, popularize particularly successful
3cal endeavors, and encourage the development and use of technological software -
nmputer, video, and multi-media - in support of the frameworks. The local districts
3uld choose from among these resources although schools and districts could also be free
1 ect or develop alternative curricular materials as long as the outcome objectives are
eing met.

'rofessional development: States must ensure that both new and practicing teachers have the
ontent knowledge and instructional skills required to teach the content of the
rameworks. This means, for example, that elementary school teachers will need to know
/ell and know how to teach the mathematics, literature, science, reading, and history that
re set out in the curriculum frameworks for K-6 or K-8 students. At the high school
:vel teachers must know well and know how to teach the content set out in the
rameworks in the subject matter areas they are expected to teach. The key here is that the
urriculum frameworks operate to structure what we minimally expect teachers to know
nd be able to teach as well as what we expect students to learn. In most states this would
squire drastically reforming the pre-service and in-service professional development
/stems. These systems must provide an adequate foundation both in the content set out
1 the subject-matter frameworks and in a variety of pedagogical strategies for facilitating
raaent acquisition of that content.

Pre-service professional development: The low quality of pre-service teacher education has

roven to be one of the most intractable problems in the entire educational system. Critics
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End lacking both the subject matter training, generally the responsibility of schools of arts
and sciences, and the pedagogical and professional training, the responsibility of schools of
education. Prospective elementary teachers are seen as underprepared in the disciplines and
badly served by non-rigorous pedagogical and professional training. Prospective secondary
teachers are viewed as too narrowly trained in their content fields and as having only
limited opportunities to obtain training in instructional strategies. For both elementary
and secondary prospective teachers, the supervision of practice mteaching is seen as weak.
Finally, in general, the teaching of undergraduates is seen as unimaginative and pedantic,
thereby providing a poor model for the future teachers.

Over the past decade a substantial number of schools of education have initiated
changes in their curriculum and requirements, but few have succeeded in establishing their
programs as exemplary courses of instruction. Beyond the individual campuses the formal
attempts to improve the quality of teacher training typically depend on the regulation of
inputs. Neither state regulation of required courses nor the efforts of independent program
certification agencies like NCATE has had much effect on the content or form of pre-
service education.

The most optimistic signs of improvement of teacher preparation come from efforts
of the teacher preparation profession, such as the Holmes group.' These ventures have had
success in raising the quality of discussion and in encouraging member institutions to
conduct self-examinations and often to alter their programs to provide more rigorous
training in the content and pedagogical areas and in practice teaching.

To date, however, teacher preparation reforms proposed by the professional groups
and most others have conformed to the traditions of many higher education institutions.
They have thus been fiercely independent of educational reforms at the K-12 levels. We
know of no major national reform effort that has deliberately addressed the substantive
needs of teachers beyond listing general course and degree requirements. Even in a state
such as California, where there are well specified curriculum frameworks for grades K-12,
there is little formal linkage between the content of the frameworks and the state’s
requirements for teachers.

Given this independence of higher education from K-12 education, we suspect that
the main leverage for improving pre-service education is likely to come not from attempts
to regulate pre-service higher education requirements but from the state’s authority to
screen and credential new teachers. In the context of the systemic reforms proposed here,
the goal is to ensure that teachers come out of teacher preparation institutions with at least
the knowledge and capacity to teach well the content set out by the state frameworks.

The cleanest way to do this from a policy perspective is to establish what teachers
need to know and be able to do and then to assess for licensing purposes their ability to use
this knowledge and competence. We are not suggesting a higher passing level on the
current or future NTE. We are suggesting a strong, progressive, carefully developed
performance assessment, one based primarily on the state’s K-12 curriculum frameworks
and designed to evaluate the prospective teacher’s knowledge both of content and of
multiple pedagogical strategies for teaching the content to students of varying abilities and
backgrounds. We are also suggesting the establishment of standards that are sufficiently
challenging to ensure that those who pass have at least the content and pedagogical
knowledge required to be a successful teacher. We come to these suggestions reluctantly,
for we would rather rely on the good will and commitment of the higher education
institutions and the professional community to reform teacher education than on the blunt
instrument of outcome accountability.

Nonetheless, such a strategy continues to place a great deal of authority and
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professional discretion in the hands of higher education institutions, both the faculties of
arts and sciences and of education. Our strong sense is that, if enacted, the strategy would
result in increased standards and requirements for prospective teachers. We would expect
prospective teachers to have the experience of delving deeply into content through a
disciplinary major, while also having a broad enough academic experience to be able to
teach competently in the other areas of their future responsibility. We would also expect
many institutions to alter their courses and perhaps even their own pedagogical approaches

to help insure that their graduates succeed on the new state licensing examinations.

In-service professional development: In-service professional development must be a key
component of the overall instructional guidance system for two reasons. First, there is no
question that the majority of the current teaching force has been inadequately trained in at
least some of the areas of the frameworks for which they would be responsible. Since most

’ these teachers will remain on the job during and after the implementation of the new
frameworks, they will need to acquire the knowledge and expertise necessary to teach
adequately the new content. Second, a well-designed professional development system,
based on building networks of teacher cadre and trainer-practitioners, can serve another
less obvious function in the system. It can foster both the knowledge base and the
leadership experience necessary to help empower the teaching force, thus further liberating
the initiative and creativity of ‘bottom-up’ reform.

While the state cannot simply establish such a system, it can encourage its
development by influencing both the supply of and demand for in-service programs and
materials that are of high quality and meet specifications derived from the curriculum
frameworks. Furthermore, the state could work from a systematic, long-range plan to
reach and retrain all of the teachers within the state, and to develop and maintain a viable
in-service professional development system. We would imagine that a strong system
would have a coherent set of opportunities, both for the development and refinement of
individual teachers and for working on improvement strategies with groups of teachers
such as high school departments or the entire staff of elementary schools.

To influence the supply of quality professional development programs and materials,
states can allocate resources either directly into program development or into incentives for
independent organizations and sub-units to generate such programs. For example,
incentives may be given to universities, museums,, libraries, and other non-pro&t
educational groups to develop programs tied to the frameworks or to districts and schools
to establish professional development schools, teams of trainers, and so forth. The state
could provide incentives and resources to develop a cadre of practicing teachers in the
schools who could serve as le3d teachers, mentors, and in-service trainers to assist other
teachers in mastering the content required by the frameworks. Special funds for
professional development should be available for individual teachers and sets of teachers for
particularly innovative ideas related to the core curriculum and for areas outside of the core
curriculum including human development. Finally, the state could require any professional
development programs supported by federal funds to be fully coordinated with the
frameworks.

States can also influence teacher demand for and use of professional development
opportunities in a variety of ways. For example, if teachers and schools are held
accountable for improving student outcomes on assessment instruments that are based on
:he frameworks, it behooves the teachers to be knowledgeable in the relevant areas of the
frameworks and in effective pedagogy. Another available tactic might be to use the state
licensing system ro encourage professional development. For example, after a set period oc
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time following the institution of the frameworks (e.g., Eve years), the state might require
that all teachers (both practicing and new) pass a state licensing exam based on those
frameworks.

This short discussion does not do justice either to the importance of this area or to the
substantial institutional changes in schools and universities required to create effective
continuing professional development systems within states. A great deal of inertia and
skepticism will have to be overcome. Our belief is that productive and substantial
improvement is extremely unlikely in the present fragmented and ill-structured policy
environment. By contrast, the kind of coherent and systemic reform strategy we have
suggested here could provide the structure and purpose necessary for states, universities,
and local education agencies to work together to develop a progressive and high quality

continuing professional development system.

Accountability assessment: States must construct and administer high quality assessment
instruments on a regular basis to monitor progress toward achievement goals for
accountability purposes and to stimulate and support superior instruction. The new state
assessments, like the teacher training systems, and the curriculum, would be based on the
state curriculum frameworks. The purpose of the assessments would be to provide
information about the progress of the state, districts and schools in achieving the goals
established by the state.. These data would also be used to hold the various parts of the
system accountable and to help stimulate curricula and instruction in the schools to achieve
the state’s instructional goals.

In most states the approach to assessing student outcomes will have to be completely
overhauled if the instructional guidance system is to operate effectively. The rhetoric in
the US is that we demand educational accountability of our schools and that student
achievement tests are the central measures by which we should hold teachers, principals,
and superintendents accountable. In fact, we do a terrible job of holding anyone
accountable. In the typical situation, facing falling test scores, our local and state policy
makers threaten, cajole, re-emphasize ‘basic skills’, and adopt a new program as a panacea.
Occasionally, a principal or superintendent is removed as a scapegoat, but rarely is the
system altered in any significant fashion. In the worst cases, the pressure to demonstrate
improvement leads some educational personnel intentionally or unintentionally to
manipulate the eaccountability system. For example, school, district, and state
administrators may delude themselves and the public with bogus test scores increases
generated by using precisely the same tests year after year.

Much of the reason, we suspect, for this unproductive behavior is that most school
people and much of the public realize that it is impossible for assessment instruments to
truly serve a monitoring and accountability function unless they measure what the schools
are actually supposed to teach. Yet, as we argued earlier, this is not the case in the US. The
main accountability instruments used in most places are standardized norm referenced
tests, which are purposefully divorced from the curricula of the schools. To a substantial
degree this problem would be eliminated in states that adopted the kind of content-driven
systemic reform strategy proposed here. The assessment instruments would be constructed
to measure student achievement in the content set out in the state curriculum frameworks.
In this regard the form of the new assessments, which would replace the old
accountability instruments, would be much like that of the International Baccalaureate or
Advanced Placement examinations.

Another criticism often raised of current accountability assessments is that schools,

vy
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from happening while also providing for adequate monitoring of the system would be to -
give the examinations at three levels - say at the fourth, eighth and eleventh grades. The
information from these assessments would feed back to the system, and local districts and
even schools could be held accountable for the results. Systems and schools could, for
example, be responsible for demonstrating either an across-the-board high level of
achievement for their students or a steady growth over time in that achievement.
Assessment for accountability could also be combined with incentive measures for meeting
or surpassing objectives.1l

It is important to note that the purpose of the examinations will affect the way in
which they are administered. If the principal purpose is to hold institutions (schools and
systems) accountable, the burden of testing could be reduced by assessing samples of
students, rather than the entire population of the three grade levels. If there are student
related purposes in addition, however, such as to motivate students to study by making

inclination results important to their futures, then the entire population of a grade
would have to be assessed. The issue of whether to make such examinations have ‘high
stakes’ for students, as they do in many other economically developed nations, is too
complicated to address in this paper. High stakes imply that student opportunities would
be influenced by their performance on the examinations. This poses major tradeoffs, it
seems to us. On the one hand are the gains that might be accrued by having examinations
that motivate students to study. On the other hand, the flexibility and second chances that
characterize the US educational system might be jeopardized by a system of high stakes
student examinations. .

Whichever decision is reached by states about the role of the examinations in
individual student lives, a major reform in the assessment systems along the lines we have
described is critical to education.l2 Assessment instruments are not just passive
components of the educational system; substantial experience indicates that, under the
right conditions, they can influence as well as assess teaching (Fredericksen 1984). W hile
current standardized and minimum competency tests reinforce teaching toward an
emphasis on isolated facts and basic skills, state-of-the-art examinations based on well-
'esigned curriculum frameworks, could help, encourage instruction toward higher level
goals: depth of knowledge, complex thinking, an ability to respond to problems and to
produce results. Examinations, designed to assess the content of the curriculum
frameworks, could foster this goal by giving teachers and schools a clear idea of what they
should be striving for and a way to monitor their success in getting there. Thus, if
students taking a science examination are expected to produce science - that is, to write,
to analyze text, to manipulate the necessary tools, to solve problems - teachers are more
likely to emphasize these cacacities in their classes. This, of course, assumes that the
teachers have the necessary content and pedagogical knowledge to do so, but as stated
earlier, student assessment can also motivate teachers to seek out relevant knowledge
through appropriate professional development opportunities. In addition, allowing for
choice among examination questions, as in the current AP examinations, would allow for
variation in school program, teacher expertise, and student interest.

A restructured, governance system

Much of the current literature on school restructuring and teacher professionalism is based
on the notion that centralized policies regarding curriculum and instruction generally
serve to undermine the school personnel’s sense of authority over their own program. In
posing the need for a coherent state system of instructional guidance, we recognize the
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tension that exists between centralized-policy decisions on the one hand and professional
discretion on the other. We argue, however, that if states can overcome the fragmentation
in the system by providing coordination of long-range instructional goals, materials
development, professional training, and assessment, they can set the conditions under
which teacher empowerment and professionalization, school site management, and even
parental choice can be both effective and broad-based. Indeed, what we propose is an
interactive and dynamic relationship between increasing coherence in the system through
centralized coordination and increasing professional discretion at the school site.

Thus, while schools have the ultimate responsibility to educate thoughtful,
competent, and responsible citizens, the state - representing the public - has the
responsibility to define what ‘thoughtful, competent, and responsible citizens’ will mean
in the coming decade and century. One way to picture this relationship is through the
analogy of a voyage. The state, through the curriculum frameworks and in consultation
with teachers and district personnel, provides a description of the ultimate destination of
the journey. Teachers and other school people then have the primary responsibility to
chart the course, assemble the necessary provisions and crew, and pilot the ship. Should
the state attempt to take over from a distance the steerage of the vessel, it is likely to run
aground, never reaching its goal. The state may assist, however, by helping to ensure the
availability of high quality provisions, accurate navigational equipment, and a well-trained
and capable crew. Such is the intent of the instructional guidance system proposed in the
previous section.

The governance structure, then, should define the responsibilities of the various levels
in the system in order to ensure that the changes sought in the content and outcomes of
instruction are actually manifested in classroom practice. Since the success of this enterprise
depends ultimately on what happens in the school, we take the school as the starting point
in the governance structure and work backward from there, elaborating the

responsibilities at the other levels to support instruction in the school.

Governance at the school building level: Schools obviously have many responsibilities and
must meet those responsibilities under,a wide range of conditions. Our primaryfocus here
is on instructional guidance to enhance achievement in the areas laid out by the state’s
goals. In this regard the primary responsibility at the building level would be to develop a
stimulating, supportive, and creative environment to maximize student achievement in
the areas of the goals. A positive climate and atmosphere, a high level of respect between
students and staff, and a set of strategies that help ensure that all students identify with the
school in a positive fashion are all important factors in helping to motivate the students
and staff. These conditions come from hard work and a shared commitment by the staff to
make the school a productive and rewarding workplace where teachers axe given the
responsibility and support that they need to be effective. The restructuring literature and
the older literature on effective schools indicate three practical ingredients that are
important in this regard (Purkey and Smith 1983 and 1985, Cohen 1983, Elmore and
Associates 1990).

The first ingredient is a staff of well-trained professionals. Under the system proposed
here, the school would have the primary responsibility to bring together a staff of
professionals who could use their knowledge and experience to follow the best practices
appropriate to their students to meet the state goals. This implies that the selection of
start, inservice strategies, carriculum (within guidelines), and pedagogies should be done
at the school site in response to local conditions and student needs. School staff should also
be responsible for developing a system of goals that are based on the local school
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conditions within the general framework of the state and local district goals.

A second ingredient for a productive workplace is an internal governance structure
that enhances the capaaty of teachers to carry out their professional tasks and achieve the
goals of the school. These structures will vary from school to school, depending on the
content, but research suggests that several aspects of the governance structure may be
particularly important. One of these is that teachers should have an important decision-
making role. Since they are the closest to the students and have primary responsibility for
their learning, the teachers should be in the best position to decide how to design the
educational experiences of those students. In addition, it is important 'to structure
teachers’ time and responsibilities to allow for collaboration, planning, reflection, and
professional development. It is also desirable to allow for flexibility in organizing student
learning time, as most effective pedagogical practices (as demonstrated by research) require
this sort of flexibility (e.g., smaller units, flexible time allocation for different learning
tasks, cross-age tutoring and cooperative learning, interdisciplinary and thematic
jproaches, and ungraded or multi-grade classrooms). Finally, schools should develop
mechanisms for parental involvement in school and in the education of their children
(David 1990, Sykes 1990).13

T hird, schools require hardware and resources for the building to be a productive,
professional workplace for teachers and other educational personnel. A place to work and
confer with each other and with other professionals, a place to do work quietly, access to
phones, computers and library facilities are essential if we wish to attract and retain
competent teachers.

W hile these three conditions are integral to much of the literature on restructuring
and ‘bottom-up’ change and thus are thought to be inimical to centralized authority
structures, it is our contention that they in fact underscore the need for systemic reform of
the sort discussed here. The three conditions can not be met by schools without support
from district and state agencies. Most teachers, at present, do not have the knowledge,
skills, and time necessary to do a competent job carrying out their roles in a shared
governance system or in jointly developing curricula that are integrated across grades
within a school. In-service professional development, higher quality curriculum materials,
and enhanced support from the district and state will be necessary. Schools, particularly
schools within large districts, operate within a’formal and informal network of rules and
regulations that can either enhance or diminish the opportunities of the schools to serve
their students well. Governance systems at the district and state levels as well as at the
school level need to be structured to enhance, rather than detract from, the instructional
efforts of the schools. The increased clarity in goals and direction, commonly understood
curriculum frameworks, coordinated, high quality curriculum materials, and professional
development programs that are part of the state systemic reforms can provide the necessary
structure.

Governance at the school district level: In the type of system we advocate here, local school
districts would need to establish a clear set of ideas about where they fit into the overall
educational structure. This means establishing a balance between school purposes and state
purposes without usurping either. The district might establish a set of long-range
achievement and other goals that embellish the state goals - progressive districts might
add such things as student participation and local service goals. It would be critical for
districts to be parsimonious on this score, however, for too many goals can be distracting
to schools.

The main responsibility of the local district should be to provide resources and a
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supportive environment for the schools to carry- out their task of educating all of the
district’s children to meet the state and district goals. One thing that this means is that
districts should work to reduce central bureaucracy in areas where centralization is
primarily in service of administrative standardization of educational matters. Districts
should review and alter as necessary those policies that have educational consequences and
that might inhibit innovative and effective school-based instructional approaches. As the
schools move to take greater responsibility for establishing their own curricular and
instructional strategies, district policies such as uniform class sizes, rigid time requirements
for teaching certain subjects and courses, and conformity in the use of textbooks should be
eliminated.

A second, important role for districts is to ensure that the most needy under their
jurisdiction are fairly treated. The distribution and utilization of common and base budget
resources must be equitable across the district and the use of special resources from federal,
state and local' funds must be integrated and administered in a way that maximizes
opportunities for the needy.4

For districts to effectively fulfill their roles in this restructured system will require
changes in the way the various groups within them relate to one another. Three primary
local groups interact to establish much of district policy: the central district
administration, the school board, and the union. These groups must work in concert in
order to provide adequate support to the schools to work within the structure established
by the state goals and instructional guidance system and, simultaneously, to give the
professionals within the schools the authority and resources to do their job effectively.
This does not mean that the traditional roles of the groups should be forsaken, but it does
mean that each of these groups must understand the overall system and strategy and that
they must discipline themselves to give their top priority to ensuring the long-range
quality of the teaching and learning processes within schools.

One point of necessary discipline concerns the establishment of long term goals and
strategies that, together with the state goals, would shape the important decisions of the
district. For these goals to operate effectively, the superintendent and the school board
must have the will to reject the get-rich-quick ‘project mentality’ described earlier. That
is, they must be able to eschew most of those apparently attractive policies and projects
that crop up each year promising short-term results. Similarly, school boards and the
superintendent need to work toward strategies that ensure policy continuity rather than
disruption and that give schools the steady nourishment that they need to improve; one
example of this might be a two- or three-year budget. In general, the efforts of the
superintendent and the school board should be directed toward making the educational
core of the system work better not just in the immediate period, but over the long haul.

A second point is that the various actors in the district must work to support the
efforts of the schools and their staffs in teaching the content of the frameworks and in
applying their professional expertise to the specific goals, conditions, and children in their
schools. In the case of the unions, this means focusing their attention on a broad definition
of workplace conditions. If the union emphasis in contract negotiations is only on
increases in salaries and benefits and on requiring standardized practice in schools across a
district, it will be very difficult for the district to give the necessary responsibility and
autonomy to the school site to allow the school staff the freedom to develop a creative and
productive instructional environment. In the case of district level personnel, supporting
teacher professionalism and discretion may mean a change in how they carry out their
supervisory roles. For example, as the schools and their staffs gdn responsibility and
authority, district curriculum and instructional supervisors will have to give uc> mucn ot
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their apparent’ authority over curriculum and instructional matters (Purkey and Smith
1985). °

This discussion, together with our consideration of school governance, reflects much
of the current writing and thinking about ‘restructuring schools’ (Elmore and Associates
1990). The difference between the typical discussions of ‘restructuring’ and our
formulation is in the role of the state. Where the state is ignored in much of the
restructuring literature, we have argued that it is a critical partner in any long-term
reform.

Finally, it would be Pollyannaish of us not to acknowledge that many districts will
have difficulty in altering their procedures and modes of behavior in the manner we
suggest. In some cases the talent is not presently available. In other instances the central
administration is simply resistant to significant change. This latter condition is particularly
prevalent in many of our large districts. These are important considerations which

;aten any major educational reform. Our belief, however, is that part of the reason for
the intractability of central bureaucracies in large districts is that the districts lack the
coherent vision and direction that might result from the systemic reforms we suggest in
this paper. To an extent, then, the state reforms would increase the chances for important

changes to occur at the district level.

Governance at the state level: Just as the schools operate within the immediate context of
their districts and draw much of their support from them, so too the districts operate
within the structure provided by states. The present strength and scope of this structure
varies greatly across the nation - from states that have almost total control over funding
and that exercise considerable control over the curriculum to states where local control
remains prominent. We have presented an argument intended to rationalize and legitimate
state authority to create a coherent statewide instructional guidance system. We have
argued that the states are in a key position for policy intervention because of their unique
position to influence all aspects of the educational system. Since most of this paper has
focused on developing a coherent strategy at the state level, little needs to be added here
-bout the content of that strategy.

It is important, however, to make some observations about policymaking at the state
level, for the greatest deterrent to an improved school system in the USA may well be the
conflicting and politically motivated squabbles at the state level among the variety of
agencies which have authority over aspects of the state educational system. In many states
there are three independent and aggressive institutions: the state department of education,
the governor’s office, and the legislature. Each has its separate policy ofiices and separate,
generally loosely structured, agendas. W ithin the state legislature, alone, there are often
rwo, three, or even more such agendas. The multiple agendas, most of which axe political
and some of which are substantive, are each typically supported by vigorous lobby groups.
The agendas come into conflict over resources and rise and fall in prominence, with the
result being that no agenda is well served either in the short-run or in the long-run.
Perhaps the most important single change in the educational governance system in many
states would be to move the policy debate to a point where it is considering the
substantive - and to a lesser extent the political - aspects of alternative, well-formed, and
long-term policies and strategies. We obviously believe that the coherent strategy we have
argued for deserves consideration.
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Systemic change and the reform environment

We have tried to indicate how systemic state-initiated reform and school-based reform
(restructuring) could be combined to create something with considerably more chance of
succeeding than either type of reform carried out independently. In concluding, we believe
it important also to show how this proposed dual reform strategy relates to three other
aspects of the present political reform environment.

Educational equity

The educational reforms of the 1980s have been primarily concerned with increasing the
quality of education. This concern has detracted attention from the efforts in the 1960s and
1970s to provide greater equality within the educational system, particularly for minorities
and the poor. Only recently has there been a partial return to concerns for the less
advantaged in our society as the,nation has become aware of the growing number of
children in poverty and the tragic condition of schools in the nation’s inner cities. Our
question here is ‘what would be the effect of a systemic reform of the sort proposed here
on the most needy in our states?’

In another article (Smith and O ’Day 1990), we argue that the gains that have been
made by African-American and low-income children in reducing the achievement gap have
been due in part to a variety of changes in social and economic conditions, including
decreasing levels of poverty in the 1960s and ’70s, increases in parental education, and
desegregation in the nation’s schools, particularly in the South. We also argue that the
national emphasis on basic skills in the 1960s and ’70s contributed to reducing the gap by
helping to equalize the quality of education offered to students of different backgrounds.
This emphasis was spurred by the Great Society, fueled by the test score decline, and
reinforced by minimum competency tests adopted by many states. The basic skills
movement focused attention on a factual, skills-oriented conception of knowledge and a
view of the learner as a passive receptacle. It fit within the fragmented educational
governance structure effortlessly because it was easily understood by politicians and placed
iittie demand on teachers or the system for new learning or special resources. It
represented a mediocre and conservative (and therefore politically safe) conception of
curriculum and instruction.

The basic skills emphasis is now being challenged in many local districts and states
which have instituted reforms emphasizing higher order thinking and a more challenging
curriculum. W hile these proposed reforms are exciting and promise higher levels of
learning and more complex skill development for those students involved in them, it is
important to recognize that they could also place minorities and the poor at a new
disadvantage because the less powerful in the society are typically the last to benefit from
state and district generated reforms - if'they benefit at all. Districts and schools with large
numbers of poor and minority students often have less discretionary money to stimulate
reform, less well-trained teachers, and more day-to-day problems that drain administrative
energy.

We concluded in the earlier paper that, in this context, a state- or nationally-based
instructional guidance system would provide greater opportunity for ensuring that a
change toward this new conception of the curriculum and instruction is available to all

groups, more or less equally. Unless the canicular reforms are buttressed by a coherent
State system that links tescher rrininne r*nurK.r L~ —
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3gether into a structure within which we can legitimately hold schools and districts
verywhere accountable, we will surely enlarge the differences that continue to exist
erween the quality of instruction available to rich and poor, minority and majority. And
nless we have common curricula and a common set of expectations for all children, with
oth the resources and the local flexibility to meet those expectations, the achievement gap
/ill again swell.

Choice

)ver the past few years there have been a substantial number of school choice plans
legested and implemented in the nation (Elmore 1986). Most recently, the idea of a full-
lown voucher system has be revived (Chubb and Moe 1990). We do not hold out great
or ‘hat there will be dramatic improvement in the quality of the system from choice
lans. The reason for our pessimism is that the ‘reform’ will change only the governance
id financing of the schools - the quality of the potential teachers, the curriculum, and the
;sessment instruments will not be addressed.

Others have argued and will continue to argue that a market system in education
:nerated by choice among schools will operate to change these factors. At best, this is a
roblematic and long-term hope. At worst, it belies the ever-ready survey data that show
lat most parents are pleased with their schools, and that many parents value the
3nvenience of a nearby school more than they are disturbed by a report of poor teaching
1it. Moreover, it seems clear that even in a ‘fair’ system of choice, the more advantaged
1the society will have the extra opportunity - to travel further to a chosen school, to
ather more information about the possible choices, and to have more time to evaluate the
Jdality of each option. Finally, a full-choice system runs the risk of schools being
mtablished by entrepreneurs, interested in making money rather than in improving the
jality of children’s education.

Though we do not believe all of the problems of a full-choice system would be
neliorated by a systemic reform of the sort proposed here, we do suggest that this
r .gy could provide a structured environment to help control many of the negative
peers, and even enhance the positive aspects of a full choice model.15 The state
irriculiim frameworks would establish a protective structure that would help ensure that
1 schools were attempting to provide a challenging and progressive curriculum. The
:acher training reforms and the stimulation of curriculum materials by the state would
:ip make high quality resources available to the schools. Perhaps of most importance, the
ate examinations based on the curriculum frameworks would provide valid data about
uaent outcomes to help parents and students make their choice among schools.

This would leave school personnel free within the structure provided by the
imculum frameworks to create the most effective school possible. Their responsibilities
uld include designing and implementing the curriculum and instructional strategies of
le school, establishing the role of extra-curricular activities, and creating the climate of
:e scnool including that manner in which the students are treated and motivated. Our
nse is that it would be these characteristics as well as average examination scores that
ould be most important to parents in selecting schools for their children. The systemic
:zorm would provide an environment within which there could be substantial variation
nong schools on these conditions, but which at the same time would engender across

nooLs a structure of common and challenging curricular goals and expectations.



260 M. S. SMITH AND J. O’DAY

Teacher professionalism

A common criticism of state reforms, particularly curricular reforms, is that they diminish
the sense of professionalism, and, therefore, the effectiveness of teachers by restricting
their autonomy and authority to control the content of instruction in their classroom
(McNeil 1986, Sykes 1990). In certain circumstances - when centralized, required
curriculum is detailed, oppressive, and mediocre, as it is in those states that have mandated
a mundane conception of basic skills - we suspect the effect on teachers is very stifling.

But what we are arguing for here is something very different from this common
conception of a centralized curriculum. As we imagine them, the curriculum frameworks
would not spell out the day-to-day, week-to-week, month-to-month, or even necessarily
the year-to-year curricula for the schools. They would set out bodies of knowledge and
skills with which students should become familiar and competent over fairly large blocks
of time, such as four years. This would require teachers and groups of teachers within the
schools to design and organize their own curricula and instruction in such a way as to
maximize the achievement of their youngsters. The system that we are suggesting would
give far greater responsibility and autonomy to the teachers, individually and collectively,
than do, for example, the Advanced Placement curriculum frameworks.

Moreover, part of the power of a coherent system, such as the one we have proposed,
is that the knowledge and skills contained in the framework become the basis for that
‘expert knowledge’ component of professionalism that has proved so elusive for teachers
(Sykes 1990). The ‘restructuring’ literature has addressed the need, as have we, of giving
teachers authority and responsibility and the resources in their workplace to exercise that
responsibility. The specification of content and skills in the frameworks provides a
structure within which teachers can acquire the knowledge and skills to become experts in
their profession. Too often, we suspect, in areas such as.science, history, and mathematics,
the held of knowledge is so daunting that teachers - especially elementary school teachers
- will leam and teach only the very minimum requirements. As their lack of expertise is
exposed, this reduces both the teachers’ respect for themselves and the respect they receive
from others. In the context of the frameworks, however, the field of knowledge is defined
and, we believe, thereby more manageable. Moreover, the requirement that the teachers
know and be able to teach the content of the frameworks before they can be licensed
would give them the incentive to master the material.

Understanding the content of the frameworks and knowing how to teach it would
lead to two important conditions conducive to enhancing the professionalism of teachers.
The first is simple - such knowledge would set tomorrow’s teachers apart from almost
every one else in society. Few in our society know anything about plate techtonics, or the
importance of ‘error’ in science, or Bayes Theorem, or could write a coherent three-page
essay about the economic determinants of the American revolution - indeed, this lack or
generalized knowledge in such areas is the very problem the recent reforms are trying to
address. Even fewer know how to effectively teach these concepts and skills, either to
children or to adults.

Knowing how to teach the content and skills of the framework would lead to the
second condition.- Professional dialogue about common problems in the profession is part
of the mysticism and the excitement of being a professional. If all teachers in a state are
expected to teach the challenging material set out by the frameworks to all, they sudacmy
have a common field within which to share professional information and strategies. Just as
the surgeon shares a secret knot she has developed, so will the elementary school teacher
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share his strategy for teaching children about the pull of gravity on the tides.

Our conclusion, thus, is that the professionalism of teachers will be enhanced by the
systemic state reform strategy that we have proposed. Of Sykes’s (1990) four components
- authority, regard, resources, and knowledge - we have addressed three, authority,
resources and knowledge. Our belief is that regard from others will follow the attainment
of the other components but that it requires, first, regard from within. We believe further
that such self-regard will best be nurtured in a system that both defines and fosters
teachers” knowledge and thus their ability to perform competently the task of their
profession.

Conclusions

We have argued that a chaotic, multi-layered, and fragmented educational governance
system in the USA has spawned mediocre and conservative curricula and instruction in our
schools. The state reforms of the early and middle 1980s have not had a significant effect
on the quality of education, and the present restructuring movement, though promising,
does not seem destined to have an impact on very many of the over 100,000 schools in the
nation. We have proposed a dual strategy to promote an increase in the quality of
education for all schools. The strategy draws on the authority and responsibility of the
state to provide a systemwide structure of educational goals and content within which ail
schools and districts might ‘restructure’ to maximize the quality of their curriculum and
instruction. *

The state would design and orchestrate the implementation of a coherent
instructional guidance system. The cornerstone of the system would be a set of challeng-
ing and progressive curriculum frameworks. The frameworks would be developed
through a collaborative process involving master teachers, subject matter specialists, and
other key members of the state community and would be updated on a regular basis to
reflect our changing understanding of the teaching and learning process. The frameworks
would provide a substantive structure for a dynamic curriculum that requires active and
sustained learning by students. The state would be responsible for establishing a set of
challenging student achievement goals, based on the frameworks. Teachers and other local
school professionals would be responsible for designing and implementing the curriculum
and pedagogical strategies for their schools within the overall context of the state
frameworks, to best meet the needs of their particular students. The frameworks would
also provide a substantive structure for teacher professional development and for student
assessment. In order for teachers to be able to teach the content embodied in the
framework, they would need to be systematically exposed to it during pre-service and
continuing professional development experiences and should show command of the
material and the ability to teach it before they receive a state license to teach.

These actions would require the state to exercise some long-needed leadership to alter
and improve the state higher education professional development systems. In addition, the
state would hold the local schools and school districts accountable for making progress
toward attaining state student achievement goals by employing very high quality
examinations developed, using the state curriculum frameworks as templates. Finally, the
states would provide technical assistance to communities needing assistance in
implementing and meeting the state goals. We have provided some detail on approaches

and tactics that states might use to accomplish these aims, but we are mindful that a great
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deal more than we have suggested would be required to implement the kind of coherent
and high-quality strategy that we have proposed.

A state-initiated instructional guidance system would establish a framework within
which schools might implement high quality educational programs. Such a system alone,
however, is not enough. To alter the curriculum and instruction in schools will also
require that the educational governance system be coordinated in its efforts to give local
schools the resources, freedom, and authority to provide high quality instruction for their
students. The state has constitutional responsibility for ensuring educational quality and
opportunity throughout all of the districts within its boundaries, and it has authority to
influence parts of the system (such as pre-service teacher training) that are totally out of
the purview of local education agencies and schools. Local school people have the
responsibility and opportunity to make professionaljudgments and to implement effective
ways to educate their students. The trick is to establish a governance structure where the
strengths of the two are maximized to provide the best possible education for all children.
We have proposed a number of changes in the orientation of the present governance
system to meet this end. In essence, we have suggested putting coherence and direction

into the state reforms and content into the restructuring movement.
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Notes

1. Darling-Hammond and Berry (1988) estimate that states considered over 1000 pieces of legislation on

4.

teacher policy during the first five years of the reforms; see also Firestone ef al. (1989).

A few states are exceptions to these generalizations. South Carolina (South Carolina Board of
Education 1989) and California (Honig 1990), for example, both report important recent gains in
student achievement, attributed to the reforms. In both of these cases, the state has made a concerted
effort to influence the instructional process within the schools. roc
Researchers and journalists who have observed many US schools are struck by the deadening
mediocrity of most. See, for example, Powell e al. (1985) and Sizer (1984). The first report of the
Project 2061 effort Science for All Americans describes instruction in science in US classrooms in the
following way: ‘The present science textbooks and methods of instruction, far from helping, often
actually impede progress toward scientific literacy. They emphasize the learning of answers more than
the exploration of questions, memory at the expense of critical thought, bits and pieces of information
instead of understandings in context, recitarion over argument, reading in lieu of doing. They fail to
encourage students to work together, to share ideas and information freely with each other, or to use
modem instruments to extend their intellectual capabilities’ (AAAS 1989: 14).

Take mathematics and science education as jusc one example. At the federal level, one independent
government policymaking body establishes the specifications for a national test of mathematics
achievement which is then developed by an independent private non-profit organization for administration
within most of the USA; another independent agency administers over S250 million in project funds to
improve mathematics and science education at the state and local levels; still another agency administers
a S200 million federal program to states to improve mathematics and science education. The laws
governing these various efforts (which are only a sample of federal government activity) are written by
different subcommittees and committees in Congress, governed by regulations that contain little
reference to the other federal or even to state programs, and administered by civil servants who rarely
talk to each other. (There is now a federal coordinating body chaired by the Secretary of still another
government agency, the Energy Department, which has almost no expertise or direct involvement in
the educational system.) At the state level, in each of the 50 states, there is at least one, and often
multiple, agencies producing independent efforts to improve mathematics and science education, efforts
driven by literally tens of different and independently developed state laws. And almost every state has a
state assessment or set of assessments designed to measure progress in mathematics and science
achievement - assessments that are not only independent of the national assessment effort but of
national, state and local curriculum efforts as well. Finally, the mechanisms and requirements for
teacher certification in many states operate with almost total independence from other state educational
laws, and the authority for overseeing the quality of teacher training typically rests with the state
higher education system, which often has little interest in changing itself :0 meet :he needs of the K-12
system. Add to this the supplementary and often conflicting guidance that local school teachers receive
from their own district and school coordinators, and from local universities and businesses, and the fact
that the basic textbooks and materials in most classrooms are developed entirely independently from ail
of the federal, state, and local guidance, and we begin to see why many teachers are skeptical of
attempts to reform the schools.

. There is an Lmportanc irony here. In another paper we argue that the nation’s ‘common basic skills

curriculum’ has led to a dramatic reduction in the achievement gap between African-American and white
students over the past 20 years. W hile the achievement distribution for white students has remained
uncnanged, African-American student achievement in reading, and to a lesser extent in mathematics and
science, has shown steady gTOwth. W e posit that the basic skills curriculum has contributed both to the lack
ofchange in white achievement and to the important gams ofblack students (Smith and O "Day 1990). Our
hypothesis, however, is that the next major reductions in the size ofthe ‘gap’will require achange for black
students away from an overall emohasis on basic skills toward amore complex and challenging curriculum.
The equality problem here, of course, is that this change may occur more easily in more ‘advantaged’
communities which may lead to future increases in the ‘gao’.

A wonderful, large-scale examole of this phenomenon is the history of the ‘new’ science curricula
generated in tfie aftermath of Sputnik. These curricula were generally well-financed, carefully-
ceveloped and contained exciting state-of-the-art (at that time) content, instructional strategies, and
materials. Because of their innovative, challenging and hands-on character, they demanded more of
teacners than did :he conventional curricula. The curricula were initially supported by extensive, but

voluntary, in-service teacher training programs. As a consequence they were initially adopted and
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adapted by large numbers of innovative teachers around the nation. Moreover, the evaluations carried
out on them showed clearly that they produced superior results to the conventional curricula
(Shymansky et al. 1983). Yet by the middle 1970s these curricula had all but died out in the US schools.
There were few pre-service teacher-training institutions preparing their students adequately to use the
materials, and the in-service teacher training efforts had subsided to a trickle, so there were few new
teachers beginning to use the materials. Meanwhile, increasing numbers of the teachers experienced in
the new curricula left teaching, moved to different schools, or succumbed to the auiet pressures of the
system to teach the more conventional material.

This discussion should not be viewed as ‘teacher bashing’, but as a critique of the level of knowledge
and skills of almost everyone in our society. Few of us have sufficient understanding to teach the
content of the seventh grade mathematics (algebra) in Japan or the geometry and probability for US
grades K-8 suggested by the National Council on Teachers of Mathematics, or the science content and
skiils recommended for elementary school students by the American Association for the Advancement
of Science.

One reason that this fundamental issue is rarely raised among school people is that there may be a lack
of clarity about the curricular goals and purposes within schools and districts. If there are no well-
articulated curricular frameworks foe a school or district, then it is difficult to perceive the inadequacy
of a test which is similarly constructed.

Sykes (1990) also argues that teachers need more regard from others in society, greater authority within
schools, and a specialized knowledge base. '

See Cohen 1990 for a discussion of ‘instructional guidance systems’.

Albert Shanker has recently been advocating a ‘schools incentive program’ along these lines for
successful teachers and schools; see Shanker (1990) for a discussion of this proposal.

A number of staces (Connecticut, California, Michigan, New York) are already on their way in the
development of a new generation of challenging and innovative assessment instruments.

One mechanism for parental involvement in the education of their children has gathered a variety of
advocates at all levels of the governance system. The idea is that parents and schools would enter into a
‘contract’ with each other. The contract would be moral, not legal, and would specify the schools’
instructional (content, pedagogy, and assessment) intentions on the one side, and, on the other side, the
parents pledge that they would commit themselves to insuring that their children attend school on time
and regularly, that their children do their homework, and that the parents meet with the teachers a
number of times during the year. The focus of this effort would be on the intellectual growth of the
children. Such an effort could be particularly important in those schools where there are a large number
of lower income parents who feel alienated from the schools.

There are important roles for districts which are beyond the scope of this paper to discuss in detail.
Among these responsibilities are: administration of federal and state programs in progressive ways;
administrative tasks such as student transportation, legal matters, facilities management and building
etc. that are most efficiently carried out at the central level; maintaining a system of fiscal,
administrative and educational accountability, the latter presumably relying primarily on the state
examinations; and the coordination of social services for school age children with other service agencies
within the district.

However, we would not support any full choice (voucher) system unless it contained four key
components. First, the ‘state’ voucher must constitute full payment for the school - schools would not
be allowed to charge extra tuition beyond the value of the voucher. Second, over-subscription to a
school would be resolved by lottery. Third, transportation would be provided for the needy. Fourth,
there would have to be an aggressive and publicly-sponsored system of providing information about the
available choices among the schools. In the context of the reforms that we suggest one more
component would be necessary. The schools in the voucher system would all be assessed with the state
examinations based on the state curriculum frameworks and the data, would be made publicly available

to assist parents and students in their selection of schools.
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A Message from the Chairman

The Council for Initiatives in Jewish Education was established as an outgrowtih of the
Commission on Jewish Education in North America in November 199Q.

CIJE brings togetier distinguished educators, professionals, lay leaders amd phillam-
thropists of the continental Jewish community to energize Jewish educatiom im Neutih
America. Visions off what should and can be achieved in the 21st century nesd to be
repeatedly placed before our communities' leadership, and the wherewithal to do so
obtaimed. The CIJE can provide a unique blend ofindividual and institutiomal advocacy
in North America.

The Lead Communities Project is intended to demonstrate that local commumifiies cam
significantly improve the effectiveness of Jewish education through careful orgamizimg
for the task, with acoalition of community institutions, supplemented with continental
institutions and resources.

We invite you to apply to become a participant in a systematic, creative amnd visible
experiment to create communities of educated Jews to help insure the contimuity of the
Jewish people.

W Tnad

Merton L. Mandel
Chaif

|



Purpose of Guidelines

These guidelines are designed to help communities answer the questions:
® Should we seek to become a lead community?

® How do we apply?

What and Why a Lead Communities Project?

The Lead Communities Project is a joint continental-local collaboration for excellence im
Jewish education. The purpose is to demonstrate that it i possible to significantly improve
Jewish education, both formal and informal, in communities in North America with the ight
combination of leadership, programs, resources, and planning.

Three communities in North America, each with a populatiom of betweem 15,000 and
300,000, will be invited to join with the Council for Initiatives im Jewish Education im
carrying out the Lead Communities Project.

The central thesis of the Lead Communities Project is that the best way to generate positive
change at the continental level is to mobilize the commitment and energy of local
communities. The successes achieved by local communities are the most compelling
testimony to what is possible.

For the purposes of this project, a “ community” is an urban or metropolitan geographic area
with a communal erganization structure and decision-making system in place.

See the Appendix beginning on page 7 ffor elaboratiom on the Ratiomale [for the Lead
Communities Project.

Who is Eligible ?

Any eeniral eommunal entity within a city or metropolitan area (as recogmized by the
Couneil of Jewish Federations) with a Jewish population between 15,000 and 300,000 is
eligible.




Expectations
of a Lead Community

A lead community will:

enlist top local leadership representing all
aspects of the community;

build a community-wide coalition involv-
ing federation, congregations, educational
and other institutions;

mobilize stakeholders from all sectors of
the Jewish community in improving pro-
grams;

create programs of educational excellence;

devise innovative programs, for example,
that cross traditional boundaries of age,
setting or subject area;

commit additional financial resources to
Jewish education;

base its programs on a serious planning
effort with ongoing meonitoring and evalu-
ation;

show tangible results after several years of
intense activity; and

help other communities benefit from its
successes.

In short; a lead community is committed to
improving Jewish education and to translating its
commitment into aetion.

CUE's Role in the
Lead Communities Project

CLUE will initiate and coordinate continental
supports for the benefit of each lead
community. CUE will:

identify funders and help obtain financial
support;

offer examples of good programs and
experiences through the "Best Practices
Project,” and help transfate them to lead
communities;

provide professional assistance for
planning and educatiom;;

develop links to continemtal resource agen-~
cies (e.g., national traiming institutions,
JESNA, JCCA, denominational move-
ments, universities);

develop a monitoring, evaluation and
feedback system;

provide leadership recruitment assistance;
and
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How to Apply

To be considered a potential lead community, a central communal entity should submit a
five to eight (5 - 8) page preliminary proposal to the CIJE. This should include:

A cover letter signed by an authorized representative of the central entity. It should
identify a committee to guide the project; indicate the criteria for naming a major
communal leader to chair such a committee (or provide a name if a chair has already
been identified); and briefly describe the probable size and composition of the
projected or actual committee. The letter should also address the issue of probable
or actual professional leadership for the project (e.g. do you contemplate a Lead
Community Director?).

A 1or2 page statistical profile including Jewish population; number of individuals
receiving various types of Jewish education, both formal and informal; a listing of
Jewish educational agencies and programs, both formal and informal;, currenmt
spending on Jewish education; and the number and categories of personnel involved
in Jewish education.

A 1 or 2 page description of current or recent studies of community needs and
resources or plans for Jewish education.

A1 or2 page essay making the case for why you think that your communmity wouwld
be an outstanding lead community, The essay can also describe the overall approach
to educational improvement that your community might use if selected.

A 1 or 2 page listing of recent community initiatives in Jewish education. Please
cite examples of unusually successful programs and innovative efforts in Jewish
education already undertaken in your community.

Preliminary proposals must be received by March 31, 1992. Proposals received after that
date cannot be considered.

Proposals, preliminary and full, should be typed or printed on letter size paper, double-
spaced using a full-size type face and normal margins. Please dio not submit appendices
or supplemental materials to the preliminary proposal. If reviewers need additiomal
information, they will ask for it. Faxed propesals will net be aceepted.

Send two (2) copies of the preposal to:

Couneil for Initiatives in Jewish Edueation
e/e Ukeles Assoeiates Ine.
611 Broadway, Suite 505
New York, NY 10012




Review Criteria: Preliminary Proposals

Preliminary proposals will be assessed to confirm eligibility and evaluated using two
primary criteria:

¥ Commmmiity Preparedmess. s the community positioned to move forward by
virtue ofits involvement of key institutions and canstituencies, leadership, previous

planning and improvement efforts in Jewish education?

B Commitment. How clearly and convincingly has the community expressed its
commitment to the improvement of Jewish education?

The community’s record of achievement and its approach to educational improvement also
will be taken into account.

ClJE seeks the best proposals, reflecting a range of regions and types of communities.

Full Proposals

If selected as a finalist, a community will be asked to submita full proposal. Fimal proposals
should include the following elements:

B A 2to 3 page summary description (or copies of previously prepared documents)
that addresses the current view of the educational needs of the community.

B A 2to 3 page analysis (or copies of previous prepared documents) of the
community”’s capabilities for meeting the commitments outlined in the preliminary
proposal.

B A 2 to3 page summary of the community’s record of achievement in Jewish
education that describes successful programs, systemic reforms, and innovations
that have been introduced.

B A2to3pagedescription of the community’s vision for improving Jewish education.
This vision statement should address both formal and informal Jewish education,
and approaches for different population groups and educational settings.

B A 2 to 3 page description of the anticipated planning resources that will be
committed if the community is selected to be a lead community.

A preliminary projection of the scale or size of the project (e.g. in dollars) and
possible local sources of funding.

Review Criteria: Full Proposals

Full proposals will be evaluated using the same criteria as preliminary proposals, but with
greater depth. One additional eriterion will be employed: the capacity of the eemmunity te
carry out its commitment and vision.



T QUESTIONS AND ANSWERS ?

Teleconference by Satellite

A teleconference by satellite, broadcast throughout the United States and Canada, to
answer questions about the Lead Communities Project will be held on February 24, 1992,
at 3:00 pm Eastern Standard Time. Any community that intends to submit a propesal or
is considering submitting one is urged to participate. The teleconference will start with
a brief presentation on the Lead Community Project expectations. Participants will them
have the opportunity to address questions directly to CIJE staff and consultants.

Please send the “plan 1o attend "form by mail or flacsimile transmission by February I8,
1992, ifyou plan toparticipate in the releconference. Instructionsfor arranging to attend
a teleconferencing center in your area areprovided on a sheet included with theseprogiram:
guidelines.

Questions after February 24, 1992

After the teleconference on February 24, questions may be directed to:

Dr. James Meier
Council for Initiatives in Jewish Education
c/o Ukeles Associates Inc.
611 Broadway, Suite 505
New York, NY 10012

(212) 260-8758 (office)
(212) 260-8760  (fax)




Timetable

Selection Process Timetable

Month Benchmark

January 31, 1992 Program Guidelines released
February 24 Satellite teleconference

March 31 Preliminary proposals due

April Review panelists evaluate proposais
May 5 Select finalists

June 30 Finalists submit full proposals

July Review panelists visit sites
mid-August Lead communities selected

Lead Communities Timetable

September 1992 Hold initial seminar for lead communities

October ClJE/commmunity agree on joint program:;
project beging

Oectober 1992- Lead communities develop plan and

July 1993 pilet action program

September 1993 Lead communities begin full-scale

implementation of first year program



Appendix

Rationale for
Lead Communities
Project
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The Lead Communities Project i5 a joint continental-local collaboration for excellence im
Jewish education. The purpese is to demonstrate that if is possible to significamtly immprove
Jewish education, both formal and informal, in communities in North America with the right

Rationale for Lead Communities Project

Why a Lead Communities Project

combination of leadeiship, programs, resources, and planning.
Improving Effectiveness

The heart of this effort is a commitment to help improve the effectiveness of Jewish
education in North America.

Jewish education immvolves not only acquisition of knowledge but also the dewelopment of
skillls, shaping of values and influence of behavior. It can take place in a day school, @
supplementary school, summer camp, congregation or Jewish commumaty center; on a trail
in the Galilee, in a living room in Iowa or in a setting where young and old lezam together.
It happens through study oftext, alecture, film, computer or discussion groups or field trips.

However it happens, Jewish education must be compelling —emotionally, intellectuzlly amd
spuritually. It must inspire greater numbers of Jews, young and old, to remzin engaged,
to leam, fieel and act in a way that reflects an understanding of and commitment to Jewish
values.

To achieve this objective, Jewish education must be nurtured, expanded amd vastlly
improved. Both the CIJE and the lead communities will set goals for * improvement,” These
will take a concrete form, such as:

B More and better Jewish education programs and services;

B Greater participation in Jewish edueation; and

W Better outcomes (related to Jewish knewledge, skills, behaviois and values).
The central thesis of the Lead Communities Projeet is that the best way to generate positive

change at the continental seale is to mobilize the eommitment and enengy of leeall
communities to ereate sueeesses that stand as testimeny to what is pessible.
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""Miodels” as a Strategy for Positive Change

Local efforts that are working well need to be reinforced. Local communities have to be
connected to the pockets of excellence across the nation that too often have worked im
isolation. Positive change will require a vehicle to encourage inspired approaches and to
support innovation and experimentation. This project makes it possible to evaluate,
improve and try outa variety ofapproaches for Jewish education throughout the community,,
and prepare the groundwork for adoption and expansion of good ideas elsewhere.

Fundamental to the success of this project will be the commitment of the community and!
its key stakeholders. The community must be willing to set high educational standards,, raise
additional funding for education, involve all or most of its educational institutioms in the
program and, thereby, become a model for the rest of the country..

Definition of Community

For the purposes of this project, a “ community” is an urban or metropolitan geographic area
with a communal organization structure and decision-making system in place. The initial
fiocus is on communities with a Jewish population of 15,000 to 300,000.*

A comerstone of the Lead Communities Project is the emphasis on the entire local
community, rather than the individual school, program or Jewish camp. The evidence is
growing in general education as well as Jewish education that lasting educational reform
invelves the interaction of school, family and community because there is a continuing
interplay among them. One needs to affect the entire system, not just a single setting,
program or age group,

‘What Makes a Lead Community

A lead eommunity will be charaeterized by four areas of commmunity commmitment:
leadership, programs, resourees, and planning.

Leadership

A lead community is expeeted to ehari a eourse that ethers ean follow. The mest respecied
Fabbis; edueators, professionals, scholars and lay leaders will serve on eommunity-widie
stesHng committees fo guide the projeet in a speeifie eommunity. All seetors of the
cOmMURity -- congregations, seheols, eommunity eenters and federations —will need to
be invelved. Reerditing top community Jeaders te the eause of Jewish edveation and
invelving all seetors of the community will help raise Jewish edueation to the tep of the
sommunal agenda.

Lead community leadership; both professional and lay, alse will participate in the engeing
eftort {9 define and refine the prajeet as it is exiended to other eommunities.

* The 97 eommunities within this range aceountfor about 3,300,000 out efabeut 3.3 willie/nJrevs.
Theseligures gre based an datalnom the Esuneil of Jewish Federdings.



Programs

Each of the lead communities will engage in the process of redesigning and improvimg
Jewish education through a wide array of intensive programs. The programs of the lead
community need to reflect continental as well as local experience and ideas.

Lead communities will benefit from successful experiences across the contiment. CUE is
undertaking a systematic effort to identify the best examples of specific programs, projects
or institutions in North America, called the * Best Practices Project.” In preparing action
plans, lead communities will have access to the inventory of the most promising programs..

The report of the Commission on Jewish Education in North America recommmends that lead
communities concentrate on personnel and broadening community support as critical
“enabling optioms.” They are necessary for the significant improvememt of Jewisgh
gducation. A promising programmatic option is study and travel in Israel, whicih has provem
to be a very effective motivator for young and old alike. Thus, personmel, community
support and educational travel by youth to Israel will be important ingredients im the
community”s plan of action.

Local initiatives may include improvement or expansion of existing programs or the creatiom
of mew ones., It is anticipated that communities will devise new programs that cross
traditional boundaries of age, setting or content. Examples of other programs that could
be underiaken, separately or combined in an imaginative way, as part of a lead communities
program include:

B Replieating good schools and/or establishing model schools;;

Developing outstanding programs at Jewish community centers;;

Intensifying and improving early childhood programs;
Designing pregrams in adult and family edueation;
Creating sooperative programs between the eommunity and loeal college eampuses;;

Develeping rew medels of post bar-mitzvah of bat-mitzvah education;

Developing strategies for outreaeh;

Raising the level of Jewish knowledge of eommunal leadess;
m Integrating formal and informal edueation (e.8. eamping/study progiaims); and

B Using new technoelegy (vides and eamputers).

Lead community prejeets are expeeted 9 address both seape and quality: they sheuld be
comprehensive ensugh i8 make an impast on 2 large segment of the eommunity; and foeused
ensHgh te ensure standards of exeellenee.



Financial Resources

A program of breadth, depth and excellence will require new monies, primarily because the
endeavor has long been underfunded. The economic recession and substantial resettlement
needs make communal fund-raising more challenging. Nevertheless, a lead community will
point a direction in this area as well —substantially upgrading the local investment in Jewish
education. Increased funding will come from federations, private foundations, congrega-
tions, tuition and other sources.

An important part of CIJE’s role is to mobilize private foundations, philanthropists and other
continental resources to match the financial efforts of local communities.

Planning

The plan for each lead community willinclude: an assessment of the state of Jewish education
in the community at the present time; an analysis of needs and resources; the development
of a strategy and priorities; the design of programs; and the preparation of a multi-year
integrated implementation plan for improving educational effectiveness. CHE can help
focus the resources of national agencies -- institutions of higher Jewish leamning, religious
movements, JCCA, JESNA, and universities -——on the needs of local commumities..

How will we know the lead communities have succeeded in creating better outcomes for
Jewish education? On whatbasis will the CIJE encourage other cities to emulate the programs
developed in lead communities? Like any innovation, the Lead Communities Project
requires evaluation to document its efforts and gauge its success. In addition, each lead
community needs to know how well it is doing as a basis for making change along the way.
CIJE will design and implement a consistent monitoring, evaluation and feedback system
for use in each lead community to help answer these questions.

Lead Communities: A Continental Enterprise

Improving Jewish education throughout the continent is the ultimate goal of the Lead
Communities Project: to re-energize Jewish education, and to demonstrate and validate
suceessful approaches to Jewish education that can be found in and replicated by commaunities
throughout North America.
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LEAD COMMUNITIES AT WORK

A INTRODUCTION

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

.. Build the profession of Jewish education and thereby address the shortage of qualified
personnel;

2. Mobilize community support to the cause of Jewish educatiom;

3. Develop aresearch capability which will provide the knowledge needed to infor. dedisions
and guide development. In Lead Communities this will be undertakem through the
monitoring, evalwation and feedback project;

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

5. The fiffth recommendation is, of course, the lead community itself, to functiom as a local
laboratory for Jewish education.

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

B. THE SCOPE OF THE PROJECT

1. A Lead Community will be an entire community engaged in & major develepment and
improvement program of its Jewish education. Three model communities willl be chosen
to demonstrate what ean happen where there is an infusien of outstanding peisonmel iRl
the educational system, where the impertanee of Jewish edueation is recognized by the

community and its leadership and where the necessary resouices are seeured to meet
additional needs.
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The vision and programs developed in Lead Communities will demonstrate to the Jewish
Community of North America what Jewish education at its best can achieve.

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

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

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

o Adult learning

e Family education

e Summer camping

o Campus programs

e Lic.

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

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

C. VISION

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

& adolescents have a command of spoken Hebrew;
intermarriage decreases;
many adults study elassie Jewish texts;
educators are qualified and engaged in ongoing traiving;
supplementary sehool attendance has inereased dramaitioallly;
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® a loeally produced Jewish history curriculum is changing the way the subject is addressed
in formal education;

o the local Jewish press is educating through the high level of its coverage of key issues.

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

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

2. At the level of individual institutions or groups of institutions of similar views (e.g., all

Reform schools), educators, rabbis, lay leaders and paremts will articulate the educational
goals.

It is anticipated that these activities will create much debate and ferment in the commumiity,

hat they will focus the work of the Lead Communities on core issues facing the Jewish
identity of North American Jewry, and that they will demand of communities to face complex
dilemmas and choices (e.g., the nature and level of commitment that educational institutioms
will demand and aspire to). At the same time they will re-focus the educational debate on the
content of educatiom.

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

D. BUILDING THE PROFESSION OF JEWISH EDUCATION

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

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

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

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

'JJ
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4. Invite training institutions and other national Fesources tojoin in the effort, and invite them
o undertake specific assignments in lead communities, (E.g Hebrew Uniom College might
asvame responsibility for in-service education of all Reform supplementany school staff.
Yeshiva University would do so for Orthodox day-schools.)

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

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

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

E. DEVELOPING COMMUNITY SUPPORT

This could be undertaken as follows:

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

2. Developing a special relationship to rabbis and synagogues.

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

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

6. Invelve the professionals in a partnership to develop this vision and a plan for its implememn-
tation.

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

8. Encourage an ongeing publie diseussion of and advoeaey for Jewish edueatiom.
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F. THE ROLE OF THE CIJE IN ESTABLISHING LEAD COM-
MUNITIES

The CHE, through its staff, consultants and projects will facilitate implementation of

programs and will ensure continental input into the Lead Communities. The CIJE will make
the following available:

L. BESTPRACTICES

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

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

*  Supplementary schools

* Early childhood programs

*  Jewish community centers

*  Day schools
e

Israel Experience programs
It works in the following way:

a, First a group of experts in each specific area is recruited to work in an area (eg.,
JCCs). These experts are brought together to define what characterizes best practices

in their area, (e.g., a good supplementary school has effective methods for the teachimg
of Hebrew).

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

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

2. MONITORING EVALUATION FEEDBACK
The CIJE has established an evaluation prajeet. Its purpese is three-fold:

a. To carry out engoing monitoring of progress in Lead Commamities, in order to assist
community leaders, planners and edueators in their work. A researcher will be eonmiis
sioned for each Lead Community and will eollect and anpalyze data and offer it to
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practitioners for their consideration. The purpose of this precess is to inoprove amd
cQIIect implementation in each Lead Communmity.

B. To evaluate progress in Lead Communities — assessing, as time goes o, the impact
and effeetiveness of each program, and its suitability for replication elsewhere.
Evaluation will be conducted by a variety of methods. Data will be collected by the
liocal researcher, Analysis will be the responsibility of the head of the evaluatiom team
wiith two purposes in mind: 1) To evaluate the effectiveness of individual pregrams and
offthe Lead Communities themseives as models for chamge, and 2) To begim to create
imdicators (e.g., level of participation in Israel programs; achievememt im Hebrew
reading) and a database that could serve as the basis for an ongoimg assessment of tine
stiate off Jewish education in North America. This work will contribute in the long tenm
to the publication of a periodic “state of Jewish education” report as suggested by the
Commission.

. The feedback-loop: findings of monitoring and evaluation activities will be com-
tinuously channeled to local and CIJE planning activities in order to affect them amdi
act as an ongoing corrective. In this manner there will be a rapid exchamge of
knowledge and mutual influence between practice and plamming. Fimdiings from the
fiield will require ongoing adaptation of plans. These changed plams will im turm, affect
implementation and so on.

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

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

() What is the extient of eommunity mobilization for Jewish education? Who is imvolved,
and whe is not? How broad is the coalition supporting the CIJE’s efforts? How deep
iis participation within the various agencies? For example, beyond a small core of
lleaders, is there grass-roots involvement in the commwmity? To what extent is the
community mobilized financially as well as in human resources?

(€) What is the nature of the prefessional life of educators in this commumity? Under
what conditions do teachers and prineipals work? For example, what are their salaties
and benefits? Are school faeulties eohesive, or fragmented? Do primeipals have of-
fices? Wihat are the physieal eonditions of elassrooms? Is there administiefive suppoit
for innevation ameng teaehers?

The first guestion is essential for establishing that specifie goals exist for impioving Jewish
education, and for diselosing what these geals are. The seeond and third questions coneern
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the “enabling options® decided upon in A Time to Act, the areas of improvement which
are essential to the suceess of Lead communities: mobilizing communmitty support, and
building a profession of Jewish education.

3. PROFESSIONAL SERVICES
The CUE will offer professional services to Lead Communmities, includiing:
a. Educational consultants to help introduce best practices.
b. Field researchers for monitoring, evaluation and feed-tadk.
¢. Planning assistance as required.
d. Assistance in mobilizing the community.
+ FUNDING FACILITATION

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

5. LINKS WiITH PURVEYORS OR SUPPORTERS OF PROGRAMS

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

G. LEAD COMMUNITES AT WORK

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

What would this loeal mechanism (the local planning group) do?
a. It would convene all the actors;
b. It would launeh an ongoing planning process; and

€. It would deal with eontent in the following mannes.



LEAD COMMUNITIES AT WORK

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

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

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

* by individual institutions

* by the denominations

* by the community as a whole.

In addition, dealing with the content might involve having a “dream department” or “blues-

kying unit,” aimed at dealing with innovations and change in the programs in the community.

H. LAUNCHING THE LEAD COMMUNITY - YEAR ONE

During its first year (1992/93) the project will include the following:
I. Negotiate an agreement with the CIJE including:

a. Detail of mutual obligations;

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

c. Funding issues;

d. Other.

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

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

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

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

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

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

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

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

Some of the definition of the study and some of the data collection will be undertaken with
the help of that project’s field researcher.
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February, 1993

A MESSAGE FROM THE CHAIRMAN

The Council for Initiatives in Jewish Education was established as an outgrowth of the
Commission on Jewish Education in North America in November 1990.

CUE brings together distinguished educators, professionals, lay leaders and philanthropists of the
continental Jewish community to energize Jewish education in North America. Visions of what
should and can be achieved in the 21st century need to be repeatedly placed before our
comumunities” leadership, and the wherewithal to do so obtained. The CIJE can provide a unigue
blend of individual and institutional advocacy in North America.

The Lead Communities Project is intended to demonstrate that local communities can
significantly improve the effectiveness of Jewish education through careful organizing for the
task, with a coalition of community institutions, supplemented with continental institutions and
resources.

This planning guide has been prepared to assist the lead communities in their work.

Jurtc X Ypaldel

Morton L. Mandel
Chair
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LEAD COMMUNITIES PLANNING GUIDE

"Qur goal should be 1o make it possible for every Jewish pearsom, child or aduilt,
20 be exposed to the mystery and romance of Jewish history, to the emthralling
insights and special sensitivities of Jewish thougli, to the sanctity and symbolism
offJewish existence, and to the power and profundity of Jewish ffaih. MAs a motto
and declaration of hope, we might adapt the dictum that says, They searched
Jfrom Dan to Beer Sheva and did not fimd] an am ha’aretz!” A ha aretz,” usuallly
understood as an ignoramus, an illiterate, may flor our purpases be redefined as
one indifferemt to Jewish visions and values, untouched by the drama and majesty
off Jewish history, unappreciative of the resourcefulness and resilience of the
Jewish community, and unconcerned with Jewish destimy. Education, im ity
broadest sense, will enable young peaple to confront the secret of Jewiish temacity
and existence, the quality of Torah teaching which fioscinates and attracts
urresistibly. They will then be able, even eager, to fiimd their place in a creative
and constructive Jewish commumity.”

Praofessor Isadore Twersky
A Time to Act, p. 19
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"It is clear that there is a core of deeply committed Jews whose very way of life
ensures meaningful Jewish continuity from generation to generatiom. Howewer,
there is a much larger segment of the Jewish population which is fmding it
increasingly difficult to define its future in terms of Jewish values and behavigr.
The responsibility for developing Jewish identity and instilling a commitment to
Judaism for this population now rests primarily with education.”

"Recent developments throughout the continent indicate that a climate exists today
for bringing about major improvements. However, a massive program will have
to be undertaken in order to revitalize Jewish education so that it is capable of
performing a pivotal role in the meaningful continuity of the Jewish peaple.

A Time to Act, pp- 15 & 16

Atlanta, Baltimore, and Milwaukee have taken on an exciting challenge and an awesome
responsibility: to dramatically improve Jewish education throughout their communities, and in
the process, to serve as beacons in this endeavor for others in North America. These "lead
communities" will provide a leadership function for others in communities throughout the
comimentt Their purpose is fo serve as laboratories in which to discover the educational practices

and policies that work best. They will function as the testing places for "best practices” —
exemplary or excellent programs —in all fields of Jewish education.

INTRODUCTION

This set of guidelines has the luxury and the challenge of preaching to the converted.
Jewish communities understand and have been engaged in planning for a long time. The lead
commupities more than many others have made pioneering efforts in planning for Jewish
edwcation and continuity. Despite that advantage, all of us are seutely aware of the limitations
in the available information and the magnitude of the task of setting out 2 plan that addresses the
challenges of the Lead Communities Projeet.

The purpeses of these guidelines are to:

m offer approaches, methods, data eellection instruments and ether tools to use in the
planning proeess, and

® give some measure of unifermity te the planning proeess that eaeh of the lead
communities will engage in.

Eaeh eommunity will, of course, need to tailer these guidelines te its ewn eireumsianees.

KT PlanoWa T e >



As a general principle the object is to build upon the work and the research that haes
alneady been dome in each community and use those as a point of departure for the Lead
Communities Project. On the other hand, it is sometimes necessary to retrace steps in order to
emllist new constituents in a broad coalition.

CUE will serve as a resource and clearinghouse for lead communities as they proceed
through the planning process: offering expertise, recommmendations on methods or informatiion
collection instruments, linkages to national organizations, and a means by which the commumiities
can share their approaches with each other.
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Lay leaders

Major donors
Educators

Rabbis

Other professionals

2. Eswblish the Lead Community Commission, composed with representation that includes top
leadership from each of these groups and that reflects the broad spectrum of the communmity;,
E.g., leadership from:

m Federation
& Formal educational settings
o schools
O synagogues
m Informal educational settings
o JCCs
O camps
m Communal agencies and organizations dealing with education

Box 1: Concentric Circles of Leadership

One way to organize to reconcile the dual objectives of strong and thoughtful leadership |
coupled with wide involvement is to develop expanding circles of leadership. For
example:

v Steering committee, composed of 10-15 members, delegated by the Commission to
handle active operational responsibilities and decisions. The Steering Committee would
meet approximately monthly, the full Commission every 3 months.

» Commission, composed of 35-50 members, serves as a forum for priority setting, |
policy development, long-range planning, coordination, and review of
task forces recommendations.

» Task Forces, to address substantive issues and make recommendations to the full
Commission, and/or to monitor and eveluate projects once they begin operations (see i
below.) |

+ Ad Hoe Werking Groups, (o he set up on an ad hoe basis by individual task forees to '
investigate speeial issues, werk out program implementation details, eonfer with end users
| fe ensure feceptivity to program ideas er refine details, ete.

& Compile packets of background information and distribute to each of the commitiee
mempbers. Box 2 contains a selection of materials that may be useful for this purpese.




Bex 2: Examples of Background Materials

|« A Time To Act |

~ Previous planning documents, particularly on Jewish education or contimuity,
| prepared by your community. .

;. * Other stndies and documents relating to the community’s educational systems.

| = Summary of most recent Jewish population study for your community.

| = CUE project descriptions

| © "Best Practices"
© Monitoring, Evaluation and Feedback

[ © Goals Project

3. Cumwenee CQuninissidom

wm Establish a detailed timetable for the project by working baekward from the year one
end date, as well as forward based on the ameunt of time work compenents will require.

Working with the ehairperson ef the eommittee, establish a sehedule of committee
meetings all the way threugh the first year of planning. Sean major Jewish and national
bolidays for eonfliets. (See Box 3 for an illustrative sehedule of steps.)

= Prepare a tentative agenda for the first committee meeting to review with the ehai.
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Box 3: Illustrative Planning Framework

Phase

1. Start-up

2. Start Self-study
(ongoing)

3. Critical Issues

4. Mission or
Vision Statement

5. Strategies and
Priorities for
Action

6. Programs

7. Resource
Development

8. Subsequent
year action plan

CIJE Planning Guide

Deliverable

= Form Commission
- Discuss the idea
- Detailed workplan
- Agree on mandate
* Form committees

* Design scheme

* Profile of Jewish education: strengths and

weaknesses
* Survey of educators in the community
* Report on findings

e Formulate issues

* Draft community mission statement

 List of recommendations for each major
area (personnel, community mobilization,
Israel experience) with priority rankings
and priority sequencing

e Confer with CIJE, Best Practices

* Draft guidelines

* Define program priority areas and new
initiatives

* Issue call for program implementation
proposals

* Fundraising plan (e.g., potential donors,
strategies, targets, CIJE assistance,
timetable)

 Draft budget with resource objectives
» Compile summaries of program options
* Prepare first year implementation plan

Commission Meeting Subiect

la. Review of project key ideas, aims
and structures
Ib. Review of workplan: Key
methods and projects

- Best Practices

- dealing with goals

- Monitoring evaluation feedback

project

lc. Develop charge to committees:
main thrusts:

- personnel

- community mobilization

2a. Design of needs survey
2b. Presentation Of profile
2c¢. Discussion of findings

3. Resolve strategic issues; make
choices

4. Approve mission/vision statement

5. Recommendations on priorities

6. Define program priorities

7. Approve and agree on assignments
for carrying out plan.

8a. Select programs for next year
8b. Approve overall implementation
plan

8c. Set resources objectives ($)




4. Devise task foree structure

It is helpful to organize task forces to address substantive isswes and make
recommendations o the full commission. Once pilot operations begim, the fole of fhese
comimiiees ¢an be modified to monitor and evaluate projects they have initiated.

There are several ways of organizing task forces. Here are some sammplkss:

m Main thrusts of the recommendations of the Commission on Jewish Education im
North America

O personnel

© community mobilization

¢ research/self-study

O Israel experience

m Delivery settings, e.g.:
© day schools
O supplementary schools
© programs in informal settings

m Functional, the classic "Board of Directors” model, e.g.:
© pilot projects
O best practices
© goals/visions of Jewish education
© monitoring and evaluation
© fundraising
© coalition building and marketing/networking
O educator’s survey
O five year planning

Issues to consider in deciding on the most effective approach for organizing include:

m  Energizing: Whether topic areas are likely to generate excitement among potientiall
committee participants and stakeholders.

m Priorities: Do the topies represent artieulated, or likely, priority ateas of the Leadi
Cominunities Project.

m  Content expertise: How do siaff knowledge and other resource experts relate io the
potential topies? Do any of the organizing appreaches make betier use of available
human resourees?

® Bridge building: Likelihoed of fostering eollaberation, of enlisting membership in
©a¢h commitiee that is representative of multiple eonstituencies.

CUE Plasning Guide &



The time and commitment of top lay leaders to serve as chaifs, and the depth of capabl.
preffessionals to service the task forces are factors to consider in deciding on the mumber 6f
oommittees.

CUUE Planning Guide



H. SELF-STUDY

"[An important step in mobilizing is.”] fo review the current state of Jewisih
education in its various aspects. This will provide the basis ffor analyzing the
problems, considering the achievements and shortcomings, and determining where
the most promising opportunities for improvement might lie."

A Time to Act, p. 31

Rationale

Obtaining reliable information about something as complex as a community’s edwcatioinaill
system is an ongoing endeavor. Its payoffs are immediate, long-term, and continuwous: as the
comimunity learns more about itself, its decision making will improve. Over time, the process
will yield better and better quantitative and qualitative data about what exists in the community’s
Jewish education system, how good it is, what people in the community want, what more is
needed and what works better,

Lead communities can offer leadership in this area too, developing meams, methods and
experience for an ongoing process of serious self-study. Hopefully, the tools developed in lead
comimunities will be disseminated for other communities to adopt and adapt. CUE is a resource
for designing and eatrying out the self-study, as well as for disseminating findings and new
produets.

The initial purpese of the self-study is to provide eommission members with am
increasingly solid foundation of information, to enlighten even the mest knowledgeable insider,
and to identify the eritieal issues and eheiees the eommission may ehoeoese to address. It willl also
belp move the community towards establishing standards of aechievement that the commumity
aspires te.

The self-study precess is an ongeing ene; it will net be eompleted within the first year
of the projeet. 1t js prepesed that during the first year of the prejeet the selfstudy include the
following 3 elements:

1. A profile of the Jswish edueation enterprise in the eemmunity, ineluding the following:

®  Participation (absolute mumbess, rates and #ends)

w  Inveriony of peisomiel, progiams, IMSHIUHRSs, igaizatinis
& Program reseurees

@ Fingneial resqurees

2. A needs analysis t foeus during the first year on personnel-related issues, 3 eentral part of
which will be an educaior's survey.

CIVE Planning Guide 19



3. A follow-on agenda for contimning amalysis during years 2-5.

1. Profile

a. Develop demographic profile of Jewish education needs in the community.
m Jewish population characteristics: cohort sizes (e.g., early childhood, school age lay
leaders, adult education learners, college-age youth, other special groups, like mixed

married couples)

b. Develop inventory of program capacities and participation rates (formal and informal
programs) including:

® A profile of the institutional resources, programs and services presently available in
the community.

m Present enrollments and participation rates (i.e., percent of group attending), and
recent enrollment/participation trends.

m Estimate of the capacity of each program if it is not being fully utilized.

(See Box 4 for categories of information to describe each program area.)
c. Develop profile of present Jewish education personnel by drawing on available data. (Note:
knowledge of educator strengths and needs will be enriched as returns on the educator’s survey,
discussed below, are compiled.)

m  Size of key groups of personnel (e.g., day school principals, day school teachers,

supplementary, early childhood, camps counselors, JCC program staff, other informal

education personnel) by institution/program

m  Employment status (full-time, part-time) and years of service (e.g. in current positiom,
in Jewish education in community)

# Qualifications, skills, expertise and background

B Salary and benefit levels

P]IF p‘l’-l\"ln;nﬁ {-;vn 1.



Bex 4: Elements of an Institution or Program Profile

~ Onganizational:
® type of institution, program (e.g., day school, camp, retreat center, &fc.)
© <remominational affiliation

~ Students:
© carolment and graduation trends
© age range

= Educators:
© mumbers of full- and part-time
© amess of expertise
© qmalifications

© turmowver/retemtion rates

. = Program components:

,J o subjects

] o degree(s) offered

© im-service staff development

© activity duration

o methods

© support resources {e.g. library, training) and services

+ Finances
o cost per unit of service
©® revemue and expenditure trends
©® major sources of revenue

d. Summerize community expenditure levels for major categories of services. E.g.:

Certeaitzal eagency

Day sehoals
Supplementary schools
JCC education services
Camps

2. Needs Analysis

A needs analysis identifies unserved and underserved needs for Jewish edueatiom. It will
imchude;

8 EdueMors survey

ClJE Planning Guide 12



B Market analysis: selected client/consumer groups
m Assessment of quality

Educators” Survey

Given the critical importance of personnel in Jewish education and its centrality in the
Lead Communities Project, an educators” survey should be an early and major component of the
needs analysis. While the first round presentation of the community profile of Jewish education
(see above) will compile presently available information on personmel, there are likely to be large
gaps. Quality information about this fundamental human resource is invaluable, first for
identifying priorities for improving the profession, and later for assessing the impaet of
community initiatives. Box 5 contains ideas for areas to cover in a survey of Jewish education
personnel. Adapting or building upon educator surveys undertaken in recent years by other
communities is also recommended. Communities may contact CIE for assistance in identifying
useful prototypes.

Make sure to involve experienced social scientists, and educators from formal and
informal settings in the design and implementation of the survey. Involving people from the field
will improve the quality of the data elements selected, help avoid time and resource consuming
efforts to obtain unavailable information, help pave the way when it comes time to collect data,
and help mobilize educators to support the overall objectives of the commission.

Summarizing, the initial thinking about the educator’s survey should take several factors
into account:

m  Pumpose of the surwey: Eg.
o to provide detailed profile of personnel characteristies
o to understand personnel strengths, weaknesses and needs (e.g. qualifications,
turnover, shortage areas)
0 to establish a database for future comparisons

m  Potentizl uses, outeomes. Eg::
o to identify in-services fraining needs
0 fo understand the structure of employment (is most of the work force very much
part-time, vocational, or avocational, reasonably well paid, or not)
o to identify priorities for recruitment

m  Categories of nformation: Whait information is desired (seeBax 4) 4)

m Database: Allow for growtly, in mmber of informmation fielids asweH! lassinnnpnnee:
of records

= Invelve educatens from formall and informall settings

m  Select survey director, or researcher with requisite expertise. In selecting staff, or

CIJE Pianning Guide 13



contracting with a researcher, thoroughly review assignments, expectations and workplans

In view of the importance, complexity, and ongoing nature of this aspsst of the lead
community effort, it may be advisable to convene a special task force (if such a task force was
not built into the organizing framework) to oversee this phase of worlc

Box 5: Educators” Survey: Possible Categories for Inventory (Ulustrative only)

~ Demographic profile (e.g., sex, age, marital status, address)
~ Affiliation

= Jewish edncation background (e.g., degrees, licensure, courses and programrs)

» In-service staff development (subjects, scope and level)

Work history

= Jewish education work experience (e.g., years of experience, present and recent
positions, full-time and part-time weekly hours; camp, other summer and other pant-tiime
jobs)

» Secular education pesitions
= Salary history, in Jewish education
» Inventory of formal and informal expertise (e.g., Judaie/Hebrew; age levell
specializations; teacher training, resource room management, spectal education; orgamizing,
supervisory or administrative sldlls). Classifiable as:

o Areas of knowledge

o Skills
o Speeial talents

+ Attitudinal questions (e.g., Jewish education eareer intentions; job satisfaction and '
PHOHLY €ONEns)

Market Analysis

A market apalysis attempls te quantify the unmet demand among different elient @E@E
for various Jewish edueation serviees/programs, and the petential pool of eonsumens wii might
participaie if programs were made attractive eneugh to them.
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Unmet demand, conceptually at least, is relatively straightforward: the difference bettweor:
those who seek to participate in a program or service, and the available openings. Quantifying
the potential pool is somewhat more complex. At the largest extreme it quantifies everyone im
the comsumer group, or cohort. The portion of the group likely to participate, however, will be
affected by many factors, such as improvements in personnel and community mobilization — the
enabling options which are central to the success of this endeavor. Therefore, the market analysis
should also seek insights on tactics to mobilize new segments of the commumity, and methedk
to recruit new people to participate in the enterprise of Jewish educatiom.

Client Sulb-groups: Jewish education takes place in formal and informal settings frem
infancy to grandparenting. There are no easy answers to the question of which (e
whether any) sub-group or stage in life is the best one to start focusing attentiom and
resources on. Therefore, with respect to potential client groups, two important kssues
should be articulated and addressed up-front:

1. Targeting: which client sub-group should be studied first?

2. Measures of Need: what is the appropriate definition of need?

Targeting: The first step is to select the key consumer groups, in addition to Jewish
education professionals, to be the focus of research during the first rownd. One constituet
of categories from which to select client sub-groups is:

Early ehildhood

Ages 5-13

Pest Bat/Bat Mitzvah
College age

Parents of young ehildren
Singles

Empty pesters

Older adults

Ew AR W B &

Given limited resourees, it may make sense to fine tune the targeting still further by
leeking at speeifie age groups in partieular program areas, for example, Israel programs
for teens.



Box 6: Targeting

Several criteria can be applied in making deeisions about what information or whieh .
groups to target in the needs analysis.

* Present knowledge: How mueh is already known about the topic or the needs of the
group? Has the issue or group previously been studied? Are there significant open
questions about what the needs are or how they should be addressed?

» Priority: How high a priotity is the topie or sub-group with respect to Jewish
education? Are the needs of this group for Jewish education a major issue or concern in
the community? |

| » Seope: Is the scope of its impaet (for example because of size or centrality) likely to ;
| be large?

* Feasibility: What resources of time, effort, money are needed to answer the open ,

questions? For example, does available personnel have the expertise to design and carry |

out the study? Are data colleetion instruments available in the community or elsewhere
that can be adapted?

Measures of Need: There are three conceptual ways of considering need:

a. "Market:" Aectual demand by a defined set of people.

b. "Standard: A measure of how much people require, or, from the community
perspective, what is needed to realize a set of aspirations.

c. "Receptivity:" What people might petentially respond to, i.e. "buy", but cannot
articulate because it is not within their past experience.

In designing the needs analysis, you must decide which measure or measures will be most
useful for each subgroup. The CIJE’s "Goals Project” and its "Best Practices” project may help
reveal valuable insights which will help communities define appropriate measures. The criteria
for targeting will be helpful in narrowing the measures as well (see also Box 6).
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Box 7: Selecting the Measure of Need

Here are some other considerations to bear in mind in deciding how to measure need::

» Market measures are most appropriate when the institutions of the commumnity are
relafively powerless to design incentives or exercise leverage to influence individnzl [
choices, other than by improving the programs that are offered. |

» Conversely, standards will be appropriate when community institutions are in a
position to offer incentives or exercise leverage, and have a clear and definable stake in
the ontcomes of the service area. The caliber and training of professionals is one case in
poinit Another example is the quality of the curriculum.

» In a needs analysis it is virtually impossible to "measure” receptivity, for example to a i
charismatic teacher or leader, to an effective new recruitment strategy, or to a climate that
has been transformed by the involvement and participation of new actors.and stakeholdens.
It is possible to examine programs that have been successful elsewhere to expand the
vision of decision makers, particularly when it comes time to elicit or develop program
strategies. In the context of the needs analysis, it is useful to ponder more ambitious
alternatives when the expressed needs aspire to a low level.

Measures of Resources: Potential “needs" should be eompared to available resources to
identify areas of unmet need or "gaps". At the mest basie level, a profile of educatiomal
resources should inelude:

m Data on the numbers ef programs, by type, their eapacities (in terms of openings,
plaees) and setual enrellments

» Data on numbers of personnel (reprise from profile or survey) qualified for different
program types ~ as 8 messure of shortages or eapaeity te serve more partieipamts

» Utilizatien ef spaee

® Levels of funding

®  Anticipated ehanges (including resourees in the pipeline, sueh as new programs being
planned oF anticipated sutbacks)

Measurss of Quality

Ideally; 2 profile of resourses should alse incrparate assessmenis of their gualiy, For
cxample, while a2 community may appear {o have enough supplementary sehool programs, the
more cryeial issue is how goed are they?




The guality of programs is generally measured by assessment of levels of achievemen,
or measures of performance. The task in Jewish education is substantially more difficult because
of the paucity of satisfactory tests of knowledge or achievement, and the complexity of defining
a set of generally acceptable standards. For these reasons, in the short run at ieast it makes semse
to rely on "surrogate” measures of performance. For example, attendance and longevity/dropout
statistics can be enlightening as indicators of changes in student performamce. At the same time,
lead communities may spearhead efforts to develop more direct measures of student performamee..
In undertaking developmental work of this sort, communities may wamt to draw upon the
expertise off national organizations {e.g., CAJE, CJF, CLAL, JESNA, JCCA) and national training
instiitutions with whom CIJE has developed partnerships.

If enrollment or attendance is low, or dropoff at age 13 is high, is it because the
prospective students are not out there, no effort is made to recruit, the programs are poorly
designed or because effort is needed to increase parental support? Informatiom on the quality and
efffiectiveness of programs is important for identifying strengths and weaknesses of the existing
system, for developing strategies for improvement, and ultimately for establishing a baselime
against which the impact of future efforts can be measured.

Regardless, the difficult in measuring quality dictates that in this area especially severall
iterations of study are necessary. Findings and gaps uncovered in one round define the task foir
the next round, as the community”s efforts to better evaluate, collect information and conduct
surveys are implemented, and bear fruit.

Generally speaking, three types of measures can be used: (1) input, (2) outputt or
performance, and (3) outcomes. See Box 8 for examples of measures to consider. If you find
an absence of information on effectiveness —that, in itself, may suggest that critical issues for
the community will be: How should programs be evaluated and against what criteria? What
are the characteristics of an excellent educational program? Should there be a process for setting
community standards and "accrediting" programs? Should there be an effort to develep
community-wide performance indicators and what should they be?
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Box 8: Illustrative Measures of Quality and Effectiveness

e Measures of inputs are generally the easiest to obtain. Examples include: per capita
expenditures for various age cohorts and programs, teacher/student ratios, average teacher
salaries, per cent of teachers with advanced degrees, lay involvement, number of teachers
participating in in-service training, curriculum units developed and introduced,
increases/decreases in educator/participant contact hours, and etc. Comparisons can be
made to provide perspective on where the community stands in relation to other
communities and the nation on key indicators.

* Examples of output or performance measures include per cent of eligible population
participating in formal and informal Jewish education by age group, levels of student and
parent satisfaction, drop out rates pre and post bar(bat) mitzvah, performance on tests of
Jewish knowledge, etc. Methods of collecting this information include sample surveys,
questionnaires to program directors, focus groups (for satisfaction), self-studies by schools,
alumni surveys, data collected by a central body such as the Board of Jewish Education or
Federation, and information collected in recent Jewish population studies.

" QOutcomes are the most difficult to measure. It is useful to articulate what these might
be, even if the data is not available, because it will be helpful in developing the mission
statement later on as well as for suggesting lines of future research. Examples of outcome
measures would be self-definition and commitment to Jewish identity, values and
practices; evidence of transmission of Jewishness to the next generation; affiliation with
synagogues, communal organizations, support of Israel and Jewish institutions, etc.

Community Mobilization: Through the very process of moving forward as a lead
community and of engaging in the market analysis, findings will surface about the
strengths and shortcomings on the awareness, involvement and commitment of various
sectors of the community about Jewish education programs and commission initiatives.
Examples of areas of potential attention include:

m  Communication and collaboration between program professionals and rabbis

m Involvement of teachers, educators in informal settings in articulating problems and
solutions

m The size (and growth) of the cadre of committed and supportive lay leaders, parents
and/or donors

m The presence (or absence) of regular publicity/information announcements about
Jewish education programs, performances, or initiatives (e.g. columns in the local Jewish
newspapers, community program catalogues, regular flyers, etc.)



These findings should be documented as part of the market analysis so that
recommendations can be put forward to further mobilization of the community.

Summary of Benchmarks/Tasks

1. Design Needs Analysis
a. Focus: Select the primary element, issue or program to be studied
b. Measures: Decide on the method(s) for measuring the needs (see Box 8)

c. Develop Concept Scheme: Layout decisions on design for discussion with
commission

2. Collect Information: on present participation levels
3. Estimate Community Need/Demand

4. Gaps [3 minus 2]: a comparisen of the market demand for the present programs will
give an estimate of the unmet needs: who are the "unserved” or "underserved" groups
in the community from the point of view of adult Jewish education?

5. Qualitative Analysis: compile findings on problems, and limitations on program
quality or effectiveness and recommendations for improvement

6. Community Mobilization Impaets: compile findings and recommendations on
recruitment and deeper involvement of students, personnel, leadership, parents and other
stakeholders
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Box 9: Methods

Defining Potential Markets: Four types of information can be used to ideéntify the needs
of wser groups. As a rule, malleable methods should be employed because no single 1
method will give a full picture of participation levels, and the quantitative and qualitative '
lienitations in the programs available for different groups.

~ Available demographic studies and data: enroliment trends, statistics on persomme]
imvolved in Jewish education and communal affairs (e.g., full-time, pari-time, tumowver,
lomgevity ...), enrollment trends in local day and supplemental schoot programs (as a
predictor of future personnel demands).

.

« Other national and local studies, commission and planning reports: such as the report of
the Commission on Jewish Education in North America, local reports of task forces on
Jewish continuity, and strategic planning reports that give insights on trends or externull
forces that will impact on needs. Experience in other cities cam be analyzed for possible
relevance. Opportunities for program modification or expansion will be identified witene
sutbstantial unmet needs are documented and where new revenue opportunities appear to
Exist.

= Discussion or Focus groups: with selected consumer groups (such as day and
supplementary school educators, synagogue lay leaders, students) to gaim insights om
access barriers as well as desires.

= Questionnaires: attitude surveys of selected sectors of the Jewish communmity: e.g.
about student career interests; motivations for participating in specific program; views of |
imstitutional or program strengths or weaknesses; perceptions of their own needs or desires
for Jewish education; and past and anticipated involvement in Jewish affais.

Identify a variety of submarkets. Attempt to estimate the size of each submarket, the !
extent of the need and the competition. |

3. Hodldowoon Apzenida

Given the magnitude, complexity and the high stakes connected to developing the Lead
Conmmmunities Projeet, self study should be on-going —not a one-shot effort Findings on ore
issue inevitably will raise mere sophistieated questions. Moreover, limits on time and reseuiees;
information availability, and research eapability dietate that the proeess be phased over a pesiod
of several years. The lead community will need to deeide which parts of the self study to begin
the figst year, and whieh to pestpene te later years.

Censegquently, the objective should be to develop a design for years 2 through 3 for
further data esllestion, in-depth studies in personnel, refinement of eommunity mebilizatinn,
efforts, and development of assessment instruments to better measuie quality of Formall and




imformal Jewish education programs (for example, achievement measures to test knowledge of
supplementary school students).

T T . ~ .



nil. CRITICAL ISSUES

"The Jews of North America live in an open society that presents an
unprecedented range of opportunities and choices.  This extraordinary
environment confronts us with what is proving to be an historic dilemma: while
we cherish our ffreedom as individuals to explore new horizems, we recognize that
this very fireedom jpases a dramatic challenge to the future of the Jewish way of
life. The Jewish community must meet the challenge at a time when young peeple
are not sure of their roots in the past or of their identity in the future. There is
an urgent need to explore all passible ways to ensure that Jews maintain and
strengthen the commitments that are central to Judaism."

A Time to Aect, p. 25-26

Rationale

In charting future directions, any community faces a number of important poeliey choijees:
i.e., critical issues. Early discussions of the planning committee are the first step in identifying
the critical issues in personnel and community mobilization. Findings emerging through the on-
going self study, including information on educators, areas of needs in mobilizing the community,
and program strengths and weaknesses, will help sort out and clarify the fundamental decisions.

Deliverables:

m  Explicit assumptions
m Formulation of critical issues
m Document summarizing consensus of committee on each critical issue

Benchmarks and Methods

1. Asssummitons: 1n ddedigiiingtthethest posstbtessgstem ftor coootd mating aantd ssyppotiing Jdewith
education, there will be several fundamental "givens" (e.g., overcoming shortages in qualified
Jewish education persommel will require a systemic action in many areas, not just a single
program). These assumptions should be made explicit to ensure agreement by the commission.
Assumptions on which there is not consensus may well become "issues™ which the eommittee
must address (see Box 10 for sample assumptions).




Box 10: Sample Assumptions

1. Shortages in qualified Jewish education personnel will not be satisfactorily overcome
until a series of systemic problems in the profession are addressed (e.g., salaries, training,
i career opportunities, empowerment in decision making) -—not just one element.

2. Talented young adults can be enticed to enter careers in Jewish education if major
communal leaders (lay, rabbis, educators, professionals) take an active role in the
recruitment process.

3. Significant levels of increased funding for Jewish education will not materialize if
community leaders are not included early in the planning and decision on actions.

4. Jewish education has a more powerful impact on students when formal and informal
experiences are linked.

5. The delivery system needs to offer an opportunity for balance (creative tension)
between community-wide perspectives and the perspectives of the religious movements
i_(Reforrn, Conservative, Reconstructionist and Orthodox).

2. Critical Issues: The most important choices on enabling options faced by the community
must be defined and resolved in order to set priorities in Jewish education. The planning
committee will attempt o reach agreement on what the important questions regarding personnell,
community mobilization, and future investment in Jewish education throughout the community:.

The selection of the critical choices is as important as the commission’s decisions on their
resolution. Omission of, or "papering over," a burning issue is likely to exacerbate future discord
and confusion in the community. On the other hand, the omission may choose to table for the
present a particular issue on which it is unable to achieve resolution. By this means it
acknowledges recognition of an important problem and its intention to return to it.

Because the formulation of the critical issues is pivotal to the development of the mission

and’the rest of the planning process, you are urged to confer with CIJE and tap its resources.

As with other parts of the process, CIJE will facilitate sharing experience with the other lead
communities.

In defining and organizing choices, it may be useful to classify issues in cascading
categories that proceed from more philosophic (i.e., mission) toward more operational (i.e.,
programmatic or organizational). (See Box 11 for types of issues.)
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| Box 11: Classification of Issues

|1

t

Miisssiom-lonad] ikstess —iie. cimizms mekriing tw tie wisiten, piilsogityy ant the mdée off
the community in initiating or supporting the emerging needs.

Paliiy isswess -~ iie. cisitmss relketiimg to the broead podltdess edkarant tto czaTpyings ot
the community’s mission. Some of these choices relate to professiomal
development (e.g. the balance between in-service and pre-service training for pre-
school teachers); recruitment (e.g. the balance between new entrants into the field,
continuing education; re-training people from other fields); and commumity
mobilization (e.g., the trade-offs between early action to create a sense of
community support, versus the slower process of involvement of stakeholders in
planning to build ownership). ?

Steandtartts amd Bogram sues — diiizess ned i too thee conttartt et levwed] off
programming in Jewish education (e.g. what form of in-service tramimg;:
mentoring program, workshops and course offerings, personalized growth plan for
each educator, some of each, or what kind of staff development incentive plam:
completion bonus, waived fees, contractual requirememnt).

Ressmuce: andl engganizatiion [siess —iiee. diiimes red i too thee presemit arr, moses
importantly, future capacity of the community to support mission and policies (e.g.
the financial resources, agency roles, possible coordinative and integrative
mechanisms). Stated differently, which actors, agents, or agencies will be/must be
responsive to change on its Jewish education agenda.




IV. MISSION OR VISION STATEMENT

"Jewish education must find a way to transmit the essence of what Jewish life is
all about, so that future generations of Jews will be impelled to search for
meaning through their own rich traditions and institutions. Judaism must be
presented as a living entity which gives the Jews of today the resources to find
answers to the fumdamental questions of life as readily as it did flor our ancestors
through the centuries."

A Time to Aect, P. 27

Ratjonale

The heart of a strategic plan is a mission (o, vision) statement, which should project a
clear view of the aspirations of the community. The mission statement for*the lead community
should project a self-image of the community in relation to the enabling options for Jewish
education. A good mission statement not only suggests what the community wants to accomplish
but what it does not seek to accomplish; at the broadest level, it identifies whom it seeks fo serve
and how,

The mission statement is the result of a process that includes deliberation by and
consultation with a bread cross section of the community — lay leaders, scholars, rabbis,
educators and communal professionals, parents and other stakeholders.

Deliverable

A concise mission statement.

Benchmarks and Methods

Because of its importanee, and the difficulty of crafting a good one, the mission statement
needs to be the product of substantial analysis and discussion; it should be prepared in the middle
of the planning process, not at the beginning. The CIJE goals project may be of help to
communities as they formulate missions.

It should represent the resolution of mission-level critical issues and frame a broad
response to the needs assessment. Some parts of the mission statement are not likely to be very
controversial; others might be. It is helpful to identify the major options in relation to each
critical issue as a framework for the key discussion at which the mission statement gets
formulated (see illustration in Box 12 below):
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Box 12: Hlustrative Mission/Options Chart

CRITICAL ISSUES

1.0 Depth or
breadth in near term
(i.e. next 1-1/2
years) new
programs for
personnel

2.0 Priority for
leadership training
recruitment

3.0 Community
posture on an Israel
experience for
young people

OPTION A

Resources should be
targeted on one key
group of Jewish
educators, such as
senior educators in
schools and
informal settings

Senior leaders
should be recruited

Community
responsibility to
insure that every
young person has an
Israel experience
opportunity

OPTION B

Programs should be
designed to impact
on all categories
more or less equally
of Jewish educators

Promising young
talent, future leaders,
should be recruited

Joint community-
congregation-family
responsibility to
insure that every
young person has an
Israel experience
opportunity

OPTION C

Every Jewish
educator should
some benefit from a
new program,
however, at least
xx% of the total
new resources
should be targeted
to a single group

Placement in
programs based on
motivation and self
selection, on a first
come first served
basis

Community
responsibility to
insure that xx% of
young people have
an Israel experience
opportunity

j



V. SETTING STRATEGIES AND PRIORITIES

.. the needs of education have seemed to be less urgent, less insistent, more
diffused [than other issues]; a problem that could be dealt with at some point in
the fuiure when more pressing problems have been solved. This is an illusiom.
w~ we ¢an no longer postpone addressing the needs of Jewish educatiom, lest we
face an irreversible decline in the vitality of the Jewish peapiie."

A Time to Act, p. 28

Rationale

The purpose of this part of the plammimg.process is to insure that Jewish commumal
resources available for Jewish education are directed to the lead community’s needs and missiom.
This i1s accomplished by selecting effective strategies or policies, and. setting appropriate
priorities.

The policies in the plan represent resolutions of the critical issues identified above.
Resolution of an issue need not strictly adhere to the alternatives that were considered when the
issue was defined. It may combine elements of several choices or be an alternative not
previously thought of,

Establishing priorities for any community is extremely difficult: first, because of the large
number of programmatic opfions it would be desirable to undertake to increase community
support or to build the Jewish education profession (e.g., increase salaries, upgrade senior
educators, recruit new talent, expand training programs, open a resource centet, develop a
mentoring program, etc.); and second, because of the multiplicity of constituencies, and their
differing values. A particular educational service may be very important to one group and
umimportant to another. The challenge is to develop an approach in which all important views
are heard, and then strategies and priorities are developed to insure that the community does not
scafter its limited resources.

Priorities" are seen as judgments about relative importanee that inform decisions about
use of non-fiscal resources (such as leadership and staff of community agencies), resowree
development (such as foundation and endowment development), as well as dollar allocatiom
decisions in the budgeting proeess.

Deliverables
w  List of policy recommendations for the improvement of community mobilization

» Recommended prietily rank and desitable sequencee fior each tecoymmehdih
®  List of eriteria used to select and nank poliy recommeniiiions

MTIE Dtaa_ ~



Boachmarks and Methods

Good methods of priority analysis inform and support human judizmment, but do mot try to
supplamt ity formulas or mechanical weighing or scoring methods are typically not usefil.

Options are the items to be ranked in setting priorities for improving persommell amd
m@blﬁlmng the community. In other words, an “option™ is a directiom, service, or new initiative
tihat i a potential recipient or user of a commission resource. Am options Structure is am
ongamized, systematic listing of all the possible options. The decision as to what to list as am
option is an absolutely crucial one; for once that decision is made, it defines what gets ramiked!
im priority-setting.

A good structure for priority-setting should help decision makers conmnect broad concems
wiith specific services or programs --—-both those that exist as well as those program or services
thatt dlo mot, but that reflect community concerns.

There are three sources of criteria relevant to setting priorities among optioms:

m  Criteria that are suggested by analyses of community needs in other areas. Other
things being equal, one would tend to give priority to settings where the totall needs are
very large (e.g. personnel for supplementary schools) or where the gap between existing
and meeded services is the largest (e.g. in-service education).

m  (Tinteizatiaatddeivec fivem tHeecoommuumiify 5 missstom sstatamend.

mCri@rirerihathderdeei frofrocondonaiieln el perrencents praphangider fhewlislvicHuedtioation.
CIJE may be able to provide assistance in this area.

Sample criteria for the selection of effective strategies (policies) and prierities are
illtusirated in Box 13.



f
.l Box 13: Sample Criteria for Selecting Strategies and Prierities

B )
-+ Supports professionalization of principals, teachers, and educators in informal settings -~
" including incentives for higher levels of education.

* Broadens lay leader involvement and support of Jewish education.

|+ Maximizes effective utilization of resources {(minimize duplication).

» Maximizes the opportunity to integrate formal and informal educational techniques
| (e.g., family shabbatonim; camping + study programs; Israel study programs).
|

* Incorporates principles and methods that work, as documented by CIJE’s "Best
Practices” projectt

i
L




Vi. DESIGNING PROGRAMS/PILOT PROJECTS

"Jewish education must be compelling -- emotionally, intellectually, and spirituaily
— 50 tthat Jews, young and oid, will say to themselves: ’I have decided to remaim
engaged, fo continue to investigate and grapple with these ideas, and to choose am
appropriate way of life.” *

A Time to Act, p. 26

Expanded, modified, and new programs of course are the most tamgible part of the efffontt
to immprove Jewish education throughout the community. In the context of a lead commmumiity,,
fihey are important not just for the promise they hold to improve the enterpmse, but also becamsz
tihey can serve as visible demonstrations that help attract larger circles of adheremts.

The recent history of Jewish education, as with many other enterprises, contains instances
off programs hastily pot together to address frustrating problems. Here we hope to shfit the
empihasis toward the tried, proven and planned. "Best Practices,” a CUE project that is
dlocumemnting successful programs throughout the continent and organizing them in a vaniefy of
catiegories, should be immensely helpful here. "Best Practice™ programs are being classiffied! im
Six areas:

W Supplementary schools

#l Early childhood Jewish education
m JCCs

® JIsracl experience

# Day schools

B Jewish camping

The "Best Practices" project is now developing a method by which lead commmumily
plammers and educators ean leam from the best praetices it has decument and begin to intteduee
adaptations of those ideas into their own communities. This can eecur throwgh a wide renge of
activities including: site visits by lead community planners to observe bes! practices in aetionm;
visits by best praetice praetitioners to lead eommunities; workshops wilh edueatons in lead
commnyities, efe.

We envision programs being launched in two stages: first a few pilot piojeets © 20
started; and a2 subsequent series of programs reflesting the vision andi priorties of the
Commission.

Pilot Projeets
A community may wish te launeh a small aumber of pilot programs early in the

o begin getting results; to fest ideas abeut whieh it has a reazonably high level of confideice of
sticeess; 10 gain ¥isibility for its lead eommunity prejeet, and to mobilize the eommuNy and



Gierilie a semse off excitement. Programs selected as pilot should be ones which are likely to be
conyisient with long term directions, or likely to show results in a short peried of time. Box 15
¢oRiring sample criteria for use in selecting pilot projects.

Selecting pilot projects that address high priority enabling options —namety personnel and
community mobilization —is another way of helping to ensure the viability of the effort Sample
pillot programs are listed in Box 16.

Bex 15: Sample Criteria for Pilot Project Selection

= Improves the profession (teachers, principals, and informal educators)

» High visibility —likely fo reinforce community mobilization efforts (e.g. catalyze
| staketholder support)

» Maximizes the opporfunity to replicate good results from other communities (e.g., via l
"Best Practices”)

= Promotes multi-agency programming and cooperation

| ¢ Draws upon the resources and experiise of national training organizations (i.e., via CIJE |
| partnerships)

Iy

| « Can feasibly be implemented quiekly




Box 16: Sample Ideas for Pilot Projects
Personnel

» Im-service training for educational leadership -~school principals and JCC program
diirectors.

» Im-service mraining for 2 teachers and 2 informal educators from each institwtion.

~ Surnmer seminar in Israel for selected educators

Commmunity Mobilization

~ leadership training program for congregational and agency board members * |

= A series of public forums on the Lead Community idea, "Best Practiices” and/or goalls
amdl visions for Jewish education

Commission Programs

A coherent set of programs should evolve from the commissiom process, reflectimg the:
vision, strategies, priorities, and recommendations of the Commission. A refined set of cmitenn.
fior program selection should also naturally evolve from those deliberatiioms.

Program Selection: There are several methods for developing programs and worlking ot
program implementation details:

m Delegate responsibility for specific recommendations to agencies
m  Empower task forees as part of commission deliberations.

Box 17 offers suggestions for developing program recommendations which, with seme
modifications, apply te each of the above selection approaches.




Box 17: Steps in Developing Program Recommendations

s Adapt commission criteria for evaluating ideas

* Develop list of promising program ideas: review "Best Practices" materials for
promising programs, confer with CIJE, best practices sites, and/or national institutions

* Review most promising ideas for content, scope of impact, and quality

Test assumptions: define questions and obtain answers

* Review with CIJE, national experts, and local users

Detail program needs, operations and implementation

Estimate costs
= Set priorities and phasing among program ideas

= Present priorities and justification to Commission

CIJE Planning Guide
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VH. FINANCIAL RESOURCE DEVELOPMENT

"... the environment in the Jewish community is not sufficiently supportive of the
massive investment required to bring about systemic change. This affects the
ity given to Jewish education, the status of the field of Jewish education and
the level of flumding that is granted."”

A Time to Act, p. 41

Lead communities will need to develop a short-term and a long-term strategy for
obtaining funding to support Commission initiatives. Obvious potential categories include:

I . .

m Annual campaign allocations/ for local services (either increased amounts or

reallocations)

m  Creation or expansion of a fund for Jewish education

®  Major donors

m Foundations (Jewish oriented, and possibly secular ones also)

Naturally, early on primary attention will focus on obtaining resources for start-up efforts.
CUE will assist lead communities by establishing and nurturing contacts between foundations
interested in specific programmatic areas, and lead communities that are developing, modifying,
or expanding their efforts in those areas.

We recommend that fundraising for this effort proceed in a planful way, much like the
annual campaiga:

1. Identify potential funders in different categories, e.g.:
O Major donots
© Medium/large donors
O Family foundations
o Community foundations
© National foundations
2. Review strategies with CIJE
3. Match programs to funder interests

4. Identify person/team to make first contact. Consider enlisting Commission members
for this role.

5. Follow-up, as appropriate.
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THE CHALLENGE OF SYSTEMIC REFORM:
LESSONS FROM THE NEW FUTURES INITIATIVE FOR THE CUE

In 1988, e Annie E. Casey Foundation committed about $40 milliom over a five-year
period lo fund community-wide reforms in four mid-sized cities: Daytom, Ohia;, Little Raci,
Arkansas; Pittshurgh, Pennsylvania; and Savannah, Georgia.l e reforms were aimed at
radically improving the lifie-chances of at-risk youth, and at the core of the agenda were changes
in educational systems and in relations between schools and other social service agemcies, Despite
majjor investments, not only financial but in time, energy, and good will, from participants as well
as the Foundation, the New Futures Initiative has made little headway in improving education.
According to @ three-year evaluatiom

The programs, policies, and structures implemented as part of New Fututes have moft

begun to stimulate a fundamental restructuring of schools. For the most past,

interventions were supplemental, leaving most of the basic activities and practices of
schools unsaltered. At best, thesc interventions have yet to produce more than supenficial

change (Wehlage, Smith, and Lipman, 1991, p. 51).

This is net a madter of failing te allew time for programs 10 lke effect, nor is it the problem that
weak euteeme indicators prevented reeognition of the bemefits of innevative pregrams. Rathes,

the programs themselves have been weakly coneeived and poerly implemented.

There are striling similarities hetween the aetion plans of New Futures and the CIHEY
lead communities prejecl. Ceonsideration of the struggles of New Futuies therefore provides
imgontant lessons for the CIUE which may allew us te aveid the pitfalis that New Futures has
eacouniered. 1a this paper; I will describe the design and implementation of New Futuies, and
shaw s similarities {8 the CIFES agenda. Next; I will summarize New Futures’ suecesses and

frusdrations2 Finally; T will explore the implisations of the New Futuies expetience for the CUE.
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The Desi Fes

Just as the CIE was bora out of dire concern for the fate of American Jewny, the New
Futures Initiative emerged in response to a sense of crisis in urban America. Like the CUE, New
Fulures is concentrating major assistance in a few locations, and empikasizing community-wide (or
swiremic) reform, rather than isolated improvements. At the heart of New Futures' organizatiomal
plan are community collaboratives: local boards created in each of the New Futures cities which
are supposed to build consensus around goals and policies, coordinate the efforts of diverse
agencics, and facilitate implementation of innovative pragrams. These collaboratives begam with
detailed self-studies which served both as part of their applications to beceme New Futures cities,
and as the proundwork for the agendas they developed subsequemtly. Each city developed a
mamagement information system (MIS) that would gauge the welfare of youth and inform policy
decisions. Like the CIJE, the Casey Foundation listed certain areas of reform that each city was
required to address, and encouraged additional refoems that fit particular contexts.3

Another similarity between New Futures and the CIJE is the decision te play an active
part in the development and implementation of reforms. Unlike the sideline rele played by most
grant-givers, New Futures provided policy guidelines, advice, and techniical assistanee. Neww
Fulures has a liaison for each city who visits frequentlly. According to the evaluatons, "the
Foundation atfempted fo walk a precarious line between prescribing and shaping New Futwres
efforts according to its own vision and encouraging local initiative and inventivereas” (Wehlege,
Smith, and Lipman, 1991, p. B).

The New Futures Initiative differed from the CIJE in that it begam with clear ideas abeut
what eutcomes had to be ehanged, These ineluded inereased student attendamee and
achievement, better youth employment prospeets, and reduetions {n suspenrsions, course failuies,

grade retentioms, and teenage pregnancies. New Futures recogmized, however, that these were



ted

longrterm goals, and they did Aot expeet 19 se¢ much changs in thess sutcomes during the first
flew years. The thies-year evaluation focused instead on Intermediate goals, asking five main
questions (Wehlage, Smith, and Lipman, 1991, p. 17):

1. Have the interventions stimulated school-wide changes that fundamemtdlly affect ail
swdents” experiences, or have the interventions functioned more as "add-ons"..?

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

3. Have the imterventions led to changes in curriculum, instructiom, and assessment...that
pemerate higher lievels of student engagement in academics, especially in problem saolving
and higher order thinking activities?

4. Have the interventioms...give(n teachers and principals) more autmnenmy amd
responsibility...while also making them more accountable...?

5. Have the interventions brought to the schools additional matexial or hueman
respurces...”

Alithough Wehlage and his colleagues observed some successes, motrbily the: establishment
off memagement information systems, and exciting but isolated innovatioms in a few schoalls, by and
lrrge tthe imfermediate goals were not met: interventions were supplemental rather tham
fiumdamental; social relations remained adversarial; there was virtuallly no change im curricullum
and imstruction; and autonemy, respomsibility, and community resources evidenced! but stight
OLeAses.

New Futures’' Limited Suceess

New Futures” greatest achievement thus far may be the "improved eapacity o gather data
on youths” (Eduention Week; 9/2981, p. 12). Prior to New Futures, the cities had little previe
imfiormation 811 how (he scbool systems were funetioning. Basie data, sueh as dropeowut apd
achiovenient Fates, Were not caleulated reliably. Establishing elear proceduses for gathering
intommation means that the elties will he able te identify key areas of need and kee tack of

progress. Feor example; the data pointed to sharp discrepapeies between black and white



suypenyion rates, and this has mede suspension policies an importunt issue. The eutcome
imdicators showed little change over the Jrst three years, but they were not expected te. New
Fuitures participants anticipated that data-gathering will pay off in the future.

The intesmediate outcomes, which were expected to show improvement from 1988 to
11991, have been the source of frustration. None of the five areas examined by Wehlage's team
sowed major improvement. For example, the most extensive structursl change ws the
rearrangement of some Little Rock and Dayton middle schaels into clusters of teachers aund
students. This plan was adopted to personalize the schooling experience for studlemts, and to offer
opportunities for collathoration among tcachers. Yet no new curricula or instructional apyproedies
resulited firom this restructuring, and it has not led to more supportive teacher-student relkiims,
Observers reported:

(A)t clinster meetings teachers address either administrative detaidls or individual studientss,

Wihen students are discussed, teachers tend to focus on persomal profplems and attesmpt to

find idiosymeratic solutions to individual needs. They commanly perceive students’

problems to be the result of personal character defects or the products of dysfunetionail

homes. "Problems” are usually seen as "inside” the student and his/her famiily;

prescriplions or plans are designed to "fix" the student. Clusters have not beem used as

opportunities fiur collaboration and reflection in developing bread cdweatiional stratigies

that could potentially address institutional sources of student failure (Weltlhge, Smith, amd

Lipman, 1991, p, 22).

The ffailure to take advantage of possibilities olered by clustering is symptomatiic of wihait
the Wehlage team saw as the fundamental reason for lack of proguess: the absemce of change i
the oultwre of educational institutions in the New Futures eities, Educators continue to see e
sources of failure as within the students; thelr ideas about {mprovement still refer to students’
buekling dewn and deing the werlk. The netion that schoels might ehange their practices o meet
he needs of a ehanged student pepulation has yet te permeate the seheoel eultuie,

Another example of unchunged eulture was manifested in strategies for dealing with the

suspension preblem. As New Futures began, it was net uneormen far a thitd of the student
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body in a junior high school to reseive suspensions during & given school yean..In some cases,
suspended students could not make up work they missed; this led them to fall further behind and
imereased their likelilhood of failure. In response, several schools began programes of in-schodl
suspensions. However, out-of-school suspensions remained common, and in-schaal suspensions
were served in a harsh and punitive atmosphere that contradicted the goal of improving the
sehools” learning environments,

The newspaper account of New Futures® progress focused on a different sowrce of
frusiration: the complexity of coordinating efforts among diverse social agencies, schools, and the
Foundation. This task turned out to be much more difficult than anticipated. The article quotes
James Van Vieck, chair of the collaborative in Dayton: "As we've sobered up and faced the issues,
we have fiound that petting collaboration between thase players is a8 much more complicated amd
difficult game than we expected” (p. 12). Part of the difficulty lay in not spendimg emough time
and energy building coalitions and consensus at the outset. Otis Johnsom, who leads the Savanmah
collaborative, is quoted as saying: "If we had used at least the first six months to plam and to do a
Yot of bridge-building and coordination thai we had to struggle with throwgh the first year, I think
it would have been much smoother™ (p. 13).

The push 1o get staried Jed o an appearance of a top-down praject, though that was not
the imtention. Teachers, principals, and social worksrs~tihose who have contact with the youth-
were not heavily involved in generating programs. Both the news account and the evaluation
repors describe hittle progress in encouraging teachers and prineipals to develop mew prograns,
and school staff appeared suspicious shout whether their suppesed empowerment was as real as it
was made oul fo be (see Wehlage, Smith, and Lipman, 1991, p. 31).

Inmherent tensions in an outside infervention eontributed to these diffienlties. The use of

policy evaluation has made some partielpants feel “wihip-sawed around" (Edueation Week, 92520,
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p- 15). A Dayton principal explained, "We were always responding to..either the collaborative or

the foundatiom. It was very frustrating for teachers who were not understanding why the chamges
were occurring” (Education Week, 9/25/91, p. 15). Another tension emerged in the use of
technical assistance: While some participants objected to tap-down refonms, others complained
that staff development efforts have been brief and limited, rather than sustained.

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

Implications: How Can the CTJE Avoid Similar Frustration?

'fhe New Futures experience oflers four critical lessons for the CIJE: (1) the need for a
vision about the content of educational and community reforms; (2) the need to modify the

culture of schools and other institutions along with their structures; (3) the importance of

balancing enthusiasm and momentum with coalition-building and carcful thinking abaut prograims;
and (4) the need for awareness of inherent tepsions in an intervention stimulated in part by

external sources.

The importance of content. Although New Futures provided general guidefines, no

particular programs were specified. This plan may well have been appropriate in light of concerms
about top-down reform. Yet the community collktnozsites also failed to enact visions of
educational restructurimg, and most new programs were minor ;add-oms" to existing structures.
Wehlage and his colleagues concluded that reforms would remain isolated and ineffective without
a clear vision of overall educational reform. Such a vision must be informed by current
knowledge about education, yet at the same time emerge from participation of "strest-lexe]"

educators—those who deal directly with youth.



This finding places the CIJE’S "best practices™ project at the center of its operation.
Through a deliberate and wide-ramging planning pracess, each lead community must develop a
broad vision of ils desired educatiomal programs and outcomes. Specific programs can then be
developed in collaboration with the CIJE, drawing on knowledge gencrated by the best practices
project. In addition to informalion about "wihat works," the best practices project cam provide
access to techmical support outside the community and the CIJE  This support must be sustained
rather than limited to brief interventions, and it must be desired by local educators rather than
foisted from above. In short, each lead community must be able to answer the question, "how

should students” and educators' daily lives be different”"; and the best practices projeet must

provide access ta knowledge that will help gencrate the answers,

Changing culture as well as structure. Jewish educators arc no less likely tham staff in
secular schaols to find sources of failure outside their institutions. Indeed, the diminished
(though not eradicated) threat of anti-semitism, the risc in mixed-marriage families, disillusion
with Israel, and the general reduction of spirituality in American public and private life,4 all may
lower the interests of youth in their Jewishress and raise the chances of failure for Jewish
education. Thus, Jewish educators would be quite correct to claim that if North American youth
fail ta remain Jewish, it is largely duc 10 circumstances beyond the educators' contrell. But this is
besides the point. At issue is not external impediments, hut how educational and social agencics
can respond to changing external circumstances. In New Futures eities, edueators have mainly
attempted to get students to tit existing institutions, If CUE eommunities do the same, their
likelihood of failure is equally great. Instead, lead communities must consider chamges in their

organizational structures and underlying assumptions te meet the needs of a ehanging Jewish

world.
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How do CUE plans address this concern? The Intention to mobilize support for

education, raising awaieness of its ventrality in ull sectors of the commumity, is aw important first
siiep, particularly sinee it is expucted to result in new lay leadership for education and commnmiity
wollntboration. New Futures® experience shows that this tactic iy necessary but not sufficient. Im
INiew Futures cities, community collrbieszhives gulvanized support and prowided the maral audhoriisy
wndier which change could take place. Yet little fundamental change cecurred. Edvnators heve:
not experimented much with new curricula, Instructional methads, responsibilities or rolies,
because their basic beliefs about teaching and learning have not changed.

It is possible that the CIJE’s strategy of building a profession of Jowish eduration addimesss
thhis problem. Perhaps umlikes the secular educational world, where methods are well-entremcthad],
proffessionalization in Jewish education will carry with it an openness to altermatiives, encowragiing
tethers to create and use new knowledge about effective programs. Professiomadizatiom may
brimg out the capacity to experiment with "best practices” and a willingness to adopt. themn whem

they appear o work.

Balance enthusiasm with careful planning, Those involved in New Futures believe thesy

sthould have spent more time building coalitions and establishing strategies before imtroducing mew
programs. Douglas W, Nelson, executive director of the Casey Foundation, regres: that meie
fimne was mot taken fior planning, He observed: "We made it more diffieult, in the interest of
usiimg the urgency of the moment and the excilement of eommitment, to lnelude und get
owmership 2 more levels" (Edueation Week, 9/25/01, p. 13). Agaim, it is Bot just the streeluie
that mequires change—~this ean be mandated from above:-but the urspoken assumpsiions ard belikdls
that guide everyday behavier whieh require redefinition. Institutional culture eanmel be ehanged

by fat, but only fhreugh 8 slew proeess of mutual eonsultation ardl incieasing commitment,
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~ Lead communities also need a long planning period to develop new educational programs

It are rich in content and far-reaching in impact. This process requires a thorough self-studiy,
frank appraisal of current problems, discussions of goals with diverse members of the commumity,
and careful consideration of existing knowledge. If "lead communities” is a twenty-year project,
surely it is worth taking a yeur or more for preparation. Deliberatiom at the plamming stage
creates a risk that momentumn will be last, and it may be important to take steps to keep
enthusiasm high, but the lesson of New Fulures show that enthusiasm must nat avertake carcful
planning. The current s¢hedule for the lead communities project (as of Janwary, 1992) appears to
have taken account of these concerns.

Awareness of unavoidable tensions. New Futures’ experience highlights temsions that arc

inherent to the proccss of an outside intervention, and the CITE must be sensitive so the effects
of such tensions can be mitigated. The CIJE must recognize the need for stability after dramatic
initial changes take place. The CIJE’ evaluation plan must be develaped and agreed upon by all
parties before the end of the lead communities” planning period. Techmical support from the
CLE must be sustained, rather than haphazard. While the CUE cannot held back constructive
criticism, it must balance criticism with support for honest efforts. Mamy of these tactics have
been used by New Futures, and they may well account for the fact that New Futurres is still
ongoing and has hopes of eventual success, despite the frustrations of the carly years.
Conclusion

The New Futures Imitiative, the Casey Foundation’s effort to impreve the lot of at-risk
youth in four American cities, has been limjted by supplemental rather than fundamental change,
the inability up modify undexrlying beliefs even where structural changes occur, and by the
complexities of coordinating the work of diverse agencies. Although it will be diffieult fer the

CUE to overcome these challenges, awareness of their likely emergenee may help forestall thewmn
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or mitigae their consequences. In particular, the CUE should help lead communities develop
their visions off new educational programs; think about cultural as well as structurall change;
ensure & thorough self-study, wide-ranging participation, and careful planming; and remaim
sensitive to tensions that are unavoidable when an outside agent is the stimulus of change.

Lo alecha ha-macha ligmor, vo ata ben horin l'hibatel mi-menah. Ha-yom kutzar vha-
m'lacha m'rubah, ¥ha-poalim atzcylim, v’ha-sahar harbeh. U-va'al ha-bayil dohok — Pirke:
Avol,

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

NOTES AND REFERIENCES

1. Lawmence, Massechusectts, was originally included as well, with an additiopal SID millien, but it was
dropped during the second year afier the community failed to reach consensus om how to proceed.

2. This aceount relies largely on two sources. One is an Education Week news repot( by Deborah L.
Coben, which appeared on Sept. 25, 1991, The second is an seademie paper by the Casey Foundatien's
evrluation team: Gary G, Wehlage, Gregory Smith, and Pauline Lipman, “Restructuring Urban Sehoofis:
ng )N@w Futures ExRlionee” (Madison, WI: Center on Organization and Restrueturing of Schools, May
1991):

3. The reforms required (or "strongly encouraged”) by the Casey Feundation were site-based management,
flexihility dor teachers; Indivigdualized treatment of students, staft develepment, and eommunity-wide
solikaboration. This list is longer than the €IFE's, whese required elements axe building the educational
profession snd mobilizing community suppart.

4. On the decling of spisituality in Ameriea, see Rabert N. Bellah et. al, Habils of the Heart (Berkelry,
€A: University of Ealifornia Press, 1985).
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coped with others. Teachers and students will bargain to ease the
effects of the requirements. A second consequence, typically ignored
by school reformers, is that educational requirements piled onto
high schools cannot substitute for real economic and social incen-
tives for study. If many demanding and rewarding jobs awaited
well-educated high school graduates, lots of students who now take
it easy would work harder. Ifcollege and university entrance require-
inents were substantial, many students who now idle through the
college track would step on the gas. But when real incentives that
make hard work in high school rational for most students are absent,
requirements alone have an Alice-in-Wonderland effect, crazily com-
pounding the problems that schools already have. For the require-
meats fly in the face of what everyone knows, inviting disbelief
and evasion, creating a widespread sense that the enterprise is dis-
honest — and this sense is fatal to good teaching and learning.

Still, there is a certain logic to the requirements. It is easier to
criticize high schools than it is to criticize great corporations. It
is easier to impose educational requirements ot1 high schools than
it is to press higher education to devise and enforce stronger entrance
requirements — especially when many colleges and universities are
hungry for bodies. And it is easier to press requirements o1l public
institutions than it is to repair labor market problems that arise
in that diffuse entity called the private sector.

One encouraging feature of the eighties debate about high schools
is that it presented an opportunity to raise these questions. But
one discouraging fact is that they were raised so infrequently. It
seems plain enough that apathy, a sense of irrelevance, and compul-
sion are not the ingredients of good education. It seems plain that
compounding this stew of sentiments with more requirements cannot
improve education much; it may only further corrupt it. But if
all of this is well known to educators, few voices were raised to
question their corrupting effects. Nor did many commentators point
out that even if problems in labor markets and higher education
will not be addressed, there are other ways to cope with youth
who see nothing for themselves in secondary studies. One is a na-
tional youth service, open to students of high school age. Another
is lifetime educational entitlements for those who cannot make good
use of secondary school on the established schedule. Still another

304

06

#Aerfun Origins

is a lowered school-leaving age. These ideas have all been advanced
before, and in one way or another America has had experience
with each. Yet they found little place in the eighties debate. Whether
or not schools are the appropriate target for reform, they are availa-
ble, visible, and easy to hit. They are an easy mark for officials
who feel they must respond to popular dismay about education,
but who have not the time or inclination to probe a little into the
sources of dismay.

It seems odd that educators have failed to make these arguments
and have instead insisted again that high schools can meet all stu-
dents’ needs. They repeated the old litanies about programs that
are practical, interesting, and relevant. They urged that dropoutO
be pressed back into school. And they pleaded only that more money
was required. In part this is a reflex of tradition: educators have
long been committed to the evangelical notion that schools have
something for everyone. In part it is self-serving: most school systems
get state aid based on the number of students attending. And in
part it is political strategy: educators have rarely pointed out the
misdirection of reform efforts because they want to capitalize on
public interest — even critical interest. Promising to do more has
long been a way to avoid disappointing constituents while squeezing
out more money, hiring more teachers, gaining more esteem, or
improving working conditions. The strategy makes sense from one
angle — appropriations to education have increased over the dec-
ades. But it has also been foolish, because the added resources
have remained modest in comparison to the promises that educators
have made and the demands that they have embraced. What the
high schools delivered for most students therefore has always been
much thinner and less effective than what was advertised. By promis-
ing to do everything well for everyone, educators have contributed
to the growing sense that they can do nothing well for anyone.

There is one last, unhappy reason that educators have not pointed
to certain misdirections in the current crop of reforms: one cannot
point to an incorrect direction without some sense of the correct
one. But American schoolpeople have been singularly unable to
think of an educational purpose that they should not embrace. As
a result, they never have made much effort to figure out what high
schools could do well, what high schools should do, and how they
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tual capacities. They can be taught by studying academic disciplines,
but only if the teachers possess the capacities in good measure, if
they are trying to teach those capacities rather than to cover the
material, and if the materials for study are arranged so as to cultivate
those capacities — as opposed, say, to the capacity to remember
a few facts, or write down disjointed bits of information.

We do not imply that these capacities are content-free, as so
many approaches to “basic skills” seem to suggest today. But neither
are these capacities the same thing as subjects or disciplines. 111
fact, the capacities we mention probably could better be cultivated
if teachers were able to range across disciplines. Critical reading
ability is as crucial to learning English as to learning history, and
clear reasoning is 110 more the special province of mathematics
than it is of physics or philosophy. Cutting the curriculum up into
subjects makes it easy for students and teachers to forget the capaci-
ties that ought to be cultivated, and easier to pursue the illusion
that education is a matter of covering the material. All of the stan-
dard academic subjects are good material for cultivating these capac-
ities, but that is rather a different way of looking at them than as
content to be learned.

This brief formulation leaves out a good deal, but it does reveal
how much work remains to be done if high schools are to improve
substantially. If educators could agree on such purposes, they would
be better armed for debating about education and for deciding that
some things cannot be done because others are more important.
In addition, they would be in a position to think seriously about
pedagogy — that is, about how to achieve educational purposes.
Amazingly, high school educators have yet to take up this work
as a profession. They have inherited a few catch phrases from the
progressives: making studies practical; meeting students’ needs;
building the curriculum around activities — but even these have
not been much developed. Perhaps there is little to develop. At
the moment we don’t know, because a pedagogy for high schools
remains to be created.

There have been some beginnings, but most have remained very
limited, or have fallen into disuse, or both. From time to time,
various reformers have tried to reformulate educational purposes
and to sketch out suitable pedagogy, usually from the perspective
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could best do it. Secondary educators have tried to solve the prefikem
of competing purposes by accepting all of them, and by building
an imsvitution that would accommodate the result.

Unfortunately, the flip side of the belief that all directions are
correct is the belief that no direction is incorrect — which is a
sort ofintellectual bankruptey. These whe work in secondary educa-
tion have little sense of an agenda for studiies. There is only a long
list of subjects that may be studied, a longer list of courses thatt
may be taken, and a list of requirements for graduation. But there
iS no answer to the query, Why these and not others? Appramcting
things this way has made it easy to avoid arguments and decisions
about purpose, both of which can be troublesome — especiallly in
our divided and contentious society. But this approach has mudte
it easy for schools to accept many assignments that they cowld
not do well, and it has made nearly any sort of work from studientss
and teachers acceptable, as long as it caused no trouttite.

Another way to put the point is to say that most of the foundation
work of decent secondary education still remains to be done, sevem
or eight decades after the system began to take shape. High scludls
seem unlikely to make marked improvement, especially for the may
students and teachers now drifting aroumd the malls, umtill there
15 2 much clearer sense of what is most important to teach amd
learn, and why, and how it can best be dome. This is am enormmus
job, one that is never fimished but should [ong ago hawe been stantizd.
We walched hundreds of teachers at work, but in most cases no
sense of intellectual purpose shone through. The meost commaem
purposes were getting through the period or coverimg the matirmall,
or some combination of the two. But why does one ¢cover the mafke-
rial? If the only answer is that it has been mandated, or that it is
in the book, then how can the material be taught well, or leamed
more than flleetingly?

Amerieans will never eompletely agree on educational puipssss.
But educators could, through study and debate, have made some
decisions to guide them in publie argument and professionall werk.
They might have decided, for instanee, that their chief pumwuse
was to produee students who eould read well and ewifieallly, whe
could write plainly and persuasively, and who eould reasom elearlly.
Reading, writing, and reasoning are not subjeets — they are intdlke-
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Conclusion; Remegatiating the Treaties

DEEPLY IMBEDODED in American history and deeply reflective
of American preferences, the shopping mall high school is likely
to withstand effforts to dismantle it: too many teenagers are served
in the way they want to be served, and too many school professiomals
willingly provide the services. Many students are served very well
indeed, and most graduate. Those are historic achievements. What-
ever school participants and the publie in general may think abeut
high schools in the abstraet, they seem generally satisfied with or
tolerant of the edueational accommodations made in their own local
schools. Mueh of what is proposed as educational reform is thus
designed to make the mall more appealing to sellers and shoppers
alike, rather than to alter the educational assumptions on which
it is based.

In most communmities and for most students, the malll works well
because 1t is so exclusively governed by consumer choice. Learming
is voluntary: it is one among many things for sale. The mall’s eentral
qualities — variety of offerings, choice among them, and neutrallity
about their value — have sueeeeded in holding most teenagers on
terms they and their teachers ean live with. The will to learm is
pereeived, in a deeeptively sensible formulation, simply as the re-
sponsibility of students and their families. Students whe want to
learn generally ean do so, espeelally if they seek out or are sought
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of one discipline or another. Many of these efforts — most recently,
the 1950s curriculum reforms — have been promising. But these
never spread very far, or cut very deep. Only a small number of
teachers ever used the new materials as the basis for working out
a pedagogy for secondary studies, and all reports suggest that most
of these efforts have since been abandoned. Of course, every teacher
has an approach to her or his craft, but each approach is practiced
in isolation and does not contribute to a body of shared professional
knowledge about how to teach. These separately practiced versions
of the teacher’s trade do not contribute to developing the skills of
those entering the profession, or to deciding about when teaching
is good enough, or to improving teaching when it is not good enough.
This is an unfortunate list, one that many teachers regret. For every
teacher must solve the problem of how to teach. But because the
schools have embraced so many purposes, they have impeded the
development of a body of professional knowledge about how to
teach well. The high schools’ many successes have helped to produce
this failure.

What we outline is a tall order. We do so partly in the hope
that it may help a little in current efTorts to improve the schools.
But our brief discussion of purposes and pedagogy also reveals just
how far high schools are from such improvement. The high schools’
greatest strength has been their embracing capacity to avoid these
issues, to cope with many contrary visions of education by promising
to pursue all of them. That has produced institutions that are re-
markably flexible, ambitious, and tolerant, capable of making room
for many different sorts of students and teachers and many different
wishes for education. They are institutions nicely suited to cope
with Americans’ fickle political and educational sensibilities. All
are important strengths, but they have had crippling effects. They
have stunted the high schools’ capacity to take all students seriously.
They have blocked teachers’ capacity to cultivate those qualities
long valued in educated men and women — the ability to read
well and critically, to write plainly and persuasively, and to reason
clearly. And they have nurtured a constrained and demeaning vision
of education among Americans, a vision that persistently returns
to haunt the profession that helped to create it.
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and learn the difference between my own inhibitions and fears and the
real warnings of danger. Perceptions of today’s high schools, therefore,
are plagued by romanticized remembrances of 7the old days” and anxi-
ety about the menacing stage of adolescence. Both of these responses
tend to distort society’s view of high schools and support the general
tendency to view them as other than good.

PERMEABLE BOUNDARIES AND INSTITUTIONAL
CONTROL

The standards by which schools define their goodness are derived from
internal and external sources, from past and present realities, and from
projected future goals. One is struck by how much more control private
schools have over definitions and standards of goodness than their public
school counterparts. In St. Paul’s, for example, there is a sustained contie
nuity of values and standards that is relatively detached from the mercu-
rial changes in the wider society; it is a continuity that is internally de-
fined. Surrounded by acres of magnificent woods and lakes and secluded
in the hills of New Hampshire, it feels faraway from the harsh realities
faced by most public secondary schools. The focus is inward and back-
ward. Movement towards the future is guided by strong and deeply root-
ed historical precedents, ingrained habits, and practiced traditions. The
precedents are fiercely defended by alumni who want the school to re-
main as they remember it, old and dedicated faculty who proudly carry
the mantle of traditionalism, and the rector who sees the subtle interac-
tions of historical certainty and adventurous approaches to the future. It
is not that St. Paul’s merely resists change and blindly defends tradition-
alism, but that it views history as a solid bedrock, an anchor in a shifting
and turbulent sea.

In addition, St. Paul’'s faces changes with a clear consciousness and
great control over the choices it creates. The changes are deliberate, cal-
culated, and balanced against the enduring habits. Ten years ago, for
example, St. Paul’'s became coeducational, a major change in the popula-
tion and self-perception of the institution. Certainly, there are ample ex-
amples of lingering sexism. Women faculty are few and experience the
subtle discrimination of tokenism. But one is more impressed with the
thorough integration of boys and girls, the multiple leadership roles girls
play in the life of the school, and the easy, comfortable relationships that
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seem to develop between the sexes. Although the decision to become
coeducational represented a critical and potentially disruptive change in
school culture, the planning was carefully executed, the choice was self-
imposed, and the negotiations were internally controlled.

Highland Park offers an example of a largely reactive institution with
standards imposed from the outside. One is immediately aware of the
school’s permeable boundaries and sees the ways in which internal struc-
tures and goals reflect shifts in societal trends. The control of standards
largely originates within the immediate community, which receives and
interprets messages from the wider society. The waves of change rever-
berate within the school and administrators and faculty are often put in
the position of trying to resist the shifts, negotiate a middle ground, or
offer alternative views. The principal describes his role as largely reac-
tive. Poised between the often opposed constituencies of parents and
teachers, he acts as an interpreter and negotiator, and not as a visionary
or initiating leader. He remarks sadly that the school is no longer at the
moral center of the community; that it has become a satellite in the
lives of students. The ”real world” defines what is important and the
school lags closely behind or it risks obsolescence.

The curriculum and academic structure of Highland Park, for exam-
pie, have closely followed the trends of progressivism and liberalism that
dominated social attitudes during the late 1960s and 1970s, and reverted
back to the conservatism that resurfaced in the early 1980s. When femi-
nist rhetoric was at its height, it was not uncommon to see boys in the
home economics and interior design courses and many girls clamoring
for courses in auto repair and industrial arts. Now the traditional sex-
related patterns have been largely re-established and the increased com-
petition, rigid status hierarchies, and return to subjects that will 7pay off”
echo the resurgence of conservative attitudes abroad in society. An old-
timer on the Highland Park faculty, who has watched the shifting trends
for almost three decades, refuses to become invested in the newest wrin-
kle. She wishes the school leadership would take a firmer, more con-
scious position on the school s intellectual goals and the moral values
that guide them, and looks with sympathy at her younger colleagues
who ride the waves of change not knowing where the tide will land.

Brookline, faced with many of the same shifts in standards and mo-
rality as Highland Park, has responded differently. Certainly it experi-
ences similar societal reverberations within its walls, but it has also taken
a more deliberate, initiating stance in relation to them. In the mid-to-late
1970s, the increased diversity of the student body caused factionalism,

divisiveness, and eruptions of violence in the school. A counselor speaks
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of these harsh encounters as distinct echoes of the racial strife in the
wider Boston community. Under the new leadership of Bob McCarthy,
school violence was no longer tolerated. First, McCarthy helped hi)
teachers express their long-suppressed rage at the inappropriate student
behavior; second, there were immediate and harsh punishments handed
down to all of the aggressors; and third, the school began to look upon
nthe problem” of diversity as a rich resource. The battle against factional-
ism is not won. The shifts in consciousness are elusive and difficult to
implant in community life. Everyone continues to speak of the stark divl-
sions among racial and ethnic gro’tps; but now those students who man-
age to move across the boundaries tend to be perceived as strong and
unthreatened. There is a clear admiration for their risk taking and their
versatility. The social worker who once saw the school as an echo of the
inequalities and injustices of the community, now says it serves as an
asylum for many; a place of safety from violence; a place to learn differ-
ent patterns of behavior; a place to take risks.

Headmaster McCarthy’s attempts at restructuring patterns of author-
ity in Brookline High are also aimed at undoing behaviors and attitudes
learned in the wider world and marking the distinctions between school
and society. Adolescents are offered a piece of the power in exchange for
Responsible action. It is an uphill battle. Many students prefer a more
passive, reactive role and resist the demands of responsibility and author-
ity; others are suspicious of bargaining with any adult and do not trust
McCarthy’s rhetoric. But the school’s efforts are conscious and deliberate,
designed to counteract the cultural, ideological sweeps of contemporary
society and make clear decisions about philosophical goals and moral
codes.

In these three examples we see great variations in the ways in which
boundaries are drawn between the school and the community. St. Paul’s
high standards, goals, and values are most protected from societal imper-
atives, most preciously guarded, and most thoroughly ingrained. They
are chosen and defended. Highland Park mirrors the societal shifts,
sometimes offering resistance but rarely initiating conscious counter
plans. Brookline lies somewhere between these approaches to the outside
world. Tts walls are not impenetrable, but neither are they invisible.
Brookline has permeable boundaries that provide intercourse with and
separation from society. Attempts are made to defend the school from the
severity of societal intrusions, define educational goals and standards
through internal consensus, and build resilient intellectual and moral
structures.

Kennedy High School resembles Brookline in its conscious and de-
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Aliberate attempts to define boundaries between inside and out. Bob Mas-
N truzzi recognizes the need to be knowledgeable about the social, eco-
: nomic, and cultural patterns of the surrounding community; the need to

* have a heightened visibility in the neighborhood; and the need to be a

v keen observer of and participant in the political networks of the borough,
f city, and state. His role as "community leader” is designed to assure

Kennedy’s survival in a skeptical, sometimes hostile, community. With-

v out his devoted community work, Mastruzzi fears the school would face

f. politically debilitating negativism from neighborhood forces. But Mas-

=

—

J

=

truzzi does not merely reach out and embrace the community, he also

articulates the strong contrasts between neighborhood values and priori-

ties and those that guide the school. It is not that he capitulates to com-

munity pressure. Rather, he sees his role as interpreter and negotiator of

: the dissonant strains that emerge in the school-community interface.

Sometimes he must engage in calculated, but intense, battles where the

1 differences flare into heated conflicts. He was ready and willing to fight

when he believed the Marblehead residents in the nearby working-class

neighborhood did not adhere to the negotiated settlement both parties
had reached.

However, Mastruzzi’s concern with defining workable boundaries is

not limited to establishing relationships with the wider community. He is

at least as preoccupied with negotiating the bureaucratic terrain of the

New York City school system. There are layers of administrators and
decision makers in the central office whose priorities and regulations
affect the internal life of Kennedy. These external requirements are felt
most vividly by the principal and assistant principals, who must find
effective and legal adaptations of the prescribed law. Once again, Mas-
truzzi does not passively conform to the regulations of the »central au-
thorities.” He tries to balance the school’'s need for autonomy and the
system’s need for uniform standards. He distinguishes between the spirit
and the letter of the law, sometimes ignoring the latter when the literal
interpretation is a poor match for his school’s needs. He also serves as a
rbuffer” against the persistent intrusions of the wider system in order to
offer his faculty and staff the greatest possible freedom and initiative.7
Institutional control is a great deal easier for schools with abundant
resources, non-public funding, and historical stability. It is not only that
private schools tend to be more protected from societal trends, divergent
community demands, and broader bureaucratic imperatives; they are also
more likely to have the advantage of the material and psychological re-
sources of certainty. In many ways, these six schools seem to exist in

different worlds. The inequalities are dramatic, the societal injustices fla-
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punctuality, and poise; and the immediate rewards that keep them in-
volved in school.

The connections to church and religion, though less clearly etched,
underscore the fervor attached to education by generations of powerless,
illiterate people. The superintendent of Atlanta uses spiritual metaphors
when he urges parents and students to join the "community of believ-
ers.”8 Carver faculty and administrators reinforce the religious messages
and link them to themes of self-discipline, community building, and hard
work at school. Hogans’s rhetoric is culturally connected, clearly articu-
lated, and visibly executed in student programs, assemblies, and reward
ceremonies. The ideology is legible and energizing to school cohesion.

One sees a similar enthusiasm and ideological clarity at Milton
Academy. Humanism and holistic medicine are broad labels that refer to
a responsiveness to individual differences, to a diversity of talent, and to
the integration of mind, body, and spirit in educational pursuits. Head-
master Pieh offers a subtle and complex message about providing a pro-
ductive and nurturant ethos that will value individual needs; the registrar
develops a hand-built schedule so that students can receive their first
choices of courses, and teachers know the life stories and personal dilem-
mas of each of their students. Underneath the New England restraint of
Milton, there is a muted passion for humanism. Students talk about the
special quality of relationships it provides (?They want us to be more
humane than human beings in the real world”), teachers worry over the
boundaries between loving attention and indulgence, and the director of
admissions offers it as the primary appeal of Milton, a distinct difference
from the harsh, masculine qualities of Exeter. Although Carver and Mil-
ton preach different ideologies, what is important here is the rigorous
commitment to a visible ideological perspective. It provides cohesion
within the community and a measure of control against the oscillating
intrusions from the larger society.

Highland Park lacks this clear and resounding ideological stance.
The educational vision shifts with the times as Principal Benson and his
teachers listen for the beat of change and seek to be adaptive. Although
the superb record of college admissions provides institutional pride, it
does not replace the need for a strong ideological vision. Rather than
creating institutional cohesion, the quest for success engenders harsh
competition among students. The persistent complaints from many stu-
dents that they feel lost and alone is in part a statement about the missing
ideological roots. Without a common bond, without a clear purpose, the
school fails to encompass them and does not take psychological hold on
their energies. The director of counselling at Highland Park observes
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grant. One has feelings of moral outrage as one makes the transition from
the lush, green 1,700 acres of St. Paul’s to the dusty streets of the Carver
Homes where the median income is less than $4,000 a year. How could
we possibly expect a parity of educational standards between these point-
edly different environments? Of course, St. Paul’'s enjoys more control,
more precision, more subtlety. Of course, life at St. Paul’s is smoother
and more aesthetic.

Yet despite the extreme material contrasts, there are ways in which
each institution searches for control and coherence. Gaining control
seems to be linked to the development of a visible and explicit ideology.
Without the buffers of land and wealth, Carver must fashion a strong
ideological message. It is not a surprising message. Even with the newly
contrived rhetoric of »interfacing” and ”networking” used by Dr. Ho-
gans, the ideological appeal is hauntingly similar to the messages given
to many Carver student ancestors. Several generations ago, for example,
Booker T. Washington, one of Hogans’s heroes, spoke forcefully to young
Black men and women about opportunities for advancement in a White
man’s world. He urged them to be mannerly, civilized, patient, and en-
during; not rebellious, headstrong, or critical. They were told of the dan-
gers of disruption and warned about acting »uppity” or arrogant. Al-
though they were encouraged in their patience, these Black ancestors
recognized the profound injustices, the doors that would be closed to
them even if they behaved admirably. Industriousness was the only way
to move ahead and ascend the ladders of status, but Black folks recog-
nized that the system was ultimately rigged.

Carver’s idelogical stance, enthusiastically articulated by Hogans,
echoes these early admonitions—be good, be clean, be mannerly, and
have a great deal of faith. Recognize the rigged race but run as hard as
you can to win. School is the training ground for learning skills and
civility, for learning to lose gracefully, and for trying again in the face of
defeat. Education is the key to a strong sense of self-esteem, to personal
and collective power. Hogans’s rhetoric, old as the hills and steeped in
cultural metaphors and allusions, strikes a responsive chord in the com-
munity and serves as a rallying cry for institution building. His ideologi-
cal message is reinforced by the opportunities Hogans creates for the
immediate gratification of success and profit and to the connections he
reinforces between education and religion. When Carver students, in
their gleaming white Explorer jackets, cross the railroad tracks and enter
the places of money and power in downtown Atlanta, their eyes are open
to new life possibilities. Hogans tells them their dreams can come true.

The work programs at Carver provide the daily experiences of industry,
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students reaching out to one another through a haze of drugs in order to
reduce feelings of isolation and dislocation. Drugs are the great rleveler,”
providing a false sense of connection and lessening the nagging pain. A
minority of students are spared the loneliness and only a few can articu-
late »the problem,” but it is visible to the stranger who misses the
school spirit.”

Ideological fervor is an important ingredient of utopian communi-
ties. Distant from the realities of the world and separated from societal
institutions, these communities can sustain distinct value structures and
reward systems. In his book Asylums, Erving Goffman makes a distinc-
tion between »total institutions” that do not allow for any intercourse
with the outer world and organizations that require only a part of a
person’s time, energy, and commitment. In order to sustain themselves,
however, all institutions must have what Goffman calls 7encompassing
tendencies” that wrap their members up in a web of identification and
affiliation, that inspire loyalty.9

Schools must find way of inspiring devotion and loyalty in teachers
and students, of marking the boundaries between inside and outside, of
taking a psychological hold on their members. Some schools explicitly
mark their territories and offer clear rules of delineation. Parochial
schools, for instance, are more encompassing than public schools because
they vigorously resist the intrusions of the outer world and frame their
rituals and habits to purposefully contrast with the ordinary life of their
students. Parents who choose to send their children to parochial schools
support the values and ideological stance of the teachers and the clear
separation between school life and community norms.10 Quaker schools
often mark the transition from outside to inside school by several min-
utes of silence and reflection at the beginning of the school day. After the
noise, energy, and stress of getting to school, students must collect them-
selves and be still and silent. Those moments separate them from non-
school life and prepare them to be encompassed by the school’s culture.

Although Iam not urging schools to become utopian communities or
total institutions, I do believe that good schools balance the pulls of con-
nection to community against the contrary forces of separation from it.
Administrators at Kennedy vividly portray their roles as a ”balancing
act.” They walk the treacherous »tightrope” between closed and open
doors, between autonomy and symbiosis. Schools need to provide asy-
lum for adolescents from the rugged demands of outside life at the same
time that they must always be interactive with it. The interaction is essen-
tial. Without the connection to life beyond school, most students would

find the school’s rituals empty. It is this connection that motivates them.
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For Carver students, it is a clear exchange. 7I’'ll commit myself to school
for the promise of a job ...otherwise forget it,” says a junior who de-
scribes himself as ”super-realistic.” Milton Academy symbolizes the at-
tempts at balance between separation and connection in its public rela-
tions material. The catalogue cover pictures the quiet, suburban campus
with the city looming in the background. The director of admissions
speaks enthusiastically about the meshing of utopian idealism and big-
city realities. The day students arrive each morning and 7bring the world
with them.” The seniors speak about the clash between the school’s hu-
manitarian spirit and the grueling requirements of college admissions.
The protection and solace good schools offer may come from the precious
abundance of land, wealth, and history, but they may also be partly
approached through ideological clarity and a clear vision of institutional

values.

FEMININE AND MASCULINE QUALITIES OF
LEADERSHIP

The people most responsible for defining the school’s vision and articu-
lating the ideological stance are the principals and headmasters of these
schools. They are the voice, the mouthpiece of the institution, and it is
their job to communicate with the various constituencies. Their personal
image is inextricably linked to the public persona of the institution.

The literature on effective schools tends to agree on at least one
point—that an essential ingredient of good schools is strong, consistent,
and inspired leadership.” The tone and culture of schools is said to be
defined by the vision and purposeful action of the principal. He is said to
be the person who must inspire the commitment and energies of his
faculty; the respect, if not the admiration of his students; and the trust of
the parents. He sits on the boundaries between school and community;
must negotiate with the superintendent and school board; must protect
teachers from external intrusions and harrasment; and must be the public
imagemaker and spokesman for the school.12 In high schools the princi-
pals are disproportionately male, and the images and metaphors that
spring to mind are stereotypically masculine. One thinks of the military,
protecting the flanks, guarding the fortress, defining the territory. The

posture is often seen as defensive, the style clear, rational, and focused.
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January 28, 1993

GOALS FOR JEWISH EDUCATION IN LEAD COMMUNITIES

The Commission on Jewish Educatiom in North America avoided
dealing with the issue of goals for Jewish education in order to
achieve consensus. However, it was clear that when the recommemn-—
dations of the Commission would be acted upom, it would be impos-—
sible to avoid the issue of goals for Jewish educatiam. Now that
the work in Lead Communities is beginmimy,, working on goals can
no longer be delayed. This is sco for several reasoms: 1) It is
difficult to imtroduce change without deciding what it is that
one wants to achieve; 2) researchers such as Marshall Smith, Sara
Lightfoot and David Cohen have effectively argued that impact in
education is dependent on a clear vision of goals; 3) the evalua-—
tion project in Lead Communities cannot be successfully undertak=

en without clear articulation of goals.

In Lead Communities goals should be articulated for each sf the
imstitutions that are imvolved in education and fer the community
as a whole. At present there are very few cases where institu=-
tions or communities have undertakemn a serious and systematie
consideration of geals. It will be neecessary to determine what is
the state of affairs in the Lead Communities.. There may be insti-=
tutions ((schools, JCCg) that have undertakem 6r eefpleted a
serious systematie consideratien of their geals. It is impertant
for us to learn from their experienee and to cheek as to whether
an attempt has been made to develop their currieulum apnd teaching
methods in a manner that is coherent with their goalws.. In the

case of those institutiens where littlie has beem done in this



area, it is crucial that the imnstitutions be encouraged and
helped to wndertake a process that will lead them to the articuw—

lation of goals.

The CIJE should serve as catalyst in this area. It should serwe
@as @ broker between the institutioms that are to begim such a
process and the various resources that exist in the Jewish world.
By resources we mean scholars, thinkers and institutioms that
have concerned themselves and developed expertise in this area.
The imstitutions of higher Jewish learning in North America
(.., J.T.5.A. and H.U.C.)),, the Melton Centre at the Hebrew
University and the Mandel Institute in Jerusalem have all beemn
concerned and dealing with this matter. Furthermeore,, these insti-
tutions have been alerted to the fact that the institutioms im
Lead Communities will probably need to be assisted in this area..

They have expressed an interest and a willingness te help.

The Mandel Institute has partieularly ecencentrated efforts im
this area through its project on alternative ceonceptioms of the
educated Jew. The scholars involved in this prejeect are: Proff.,
Heshe Greenbery, FProf. Menahem Brinkew, Prof. Isadere Twersiy,
Prof. Michael Resenak, Prof. Israel Seheffler and Prof. Seynouyr
Fox. Accompanied by a group 6f talented edueaters apd seeial
scientiste they have ceompleted several impertant essays effering
@lternative appreaches te the geals ef Jewish edueation as welhl
as imdicatiens of hew these geals sheuld be applied te edueation=
al settings and educatienal praeticee. These sehelars weuid ke
willing te werk wWith the institutiens of higher Jewish 1earning



amd thus enrich the contribution that these ingstitutions can make

to this effort in Lead Communities.

Tt is therefore suggested that the CIJE advance this undertakimg

im the following ways:

1. Encourage the imstitutions in Lead Communities to consider
the importance of undertaking a process that will lead them to am

articulation of goals for their institutioms..

2, Continue the work that has begun with the institutioms of
higher Jewish learning so that they will be prepared and ready to

undertake consultation if and when they are turned to.

B, Offer seminars whose participants would include representa=
tives ffrom the various Lead Communities where the issues related
te undertaking a program to develep goals would be discussed. At
such seminare the imstitutione of higher Jewish learning and the

Mandel Institute could offer their help and experitiism.

The problem of geals for a Lead Cemmunity as a whole, as well as
the guestien of the relatienships ef the deneminatioms to eaeh
other and te the community as a whele will be dealt with in a

SYPSEgUEnt memorandum..
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Introduction

The preparation of Jewish educators, perhaps more than any other area of Jewish
education, reflects the complexity of issues, problems and needs confronting the
future of Jewish education in North America. The recruitment of students, the
development of appropriate training programs, the placement of graduates, the
preparation of prospective faculty, the professionalization of the field, the relation-
ships among the academy, the community and the school, are all issues that embody
many of the challenges for Jewish education in the 1990s.

Recognizing the centrality of these issues, the Commission on Jewish Education in
North America commissioned this study to describe the nature and scope of the
preparation of Jewish educators in North America.l

Research Questions

The study was designed with the input of the staff of the Commission to examine four
areas in depth:

L. The nature and scope of training: What institutions of higher learning are
preparing personnel for Jewish education? How do these institutions per-
ceive their mission vis-a-vis Jewish education? What are the funding patterns
for these programs? What is the range of educational preparation programs
offered by these institutions?

2. A profile of those students studying to become Jewish educators: How many
students are being trained to become Jewish educators? What motivates stu-
dents to pursue training in Jewish education? How much does it cost to
complete one’s training as a Jewish educator?

3. A profile of faculty engaged in preparing future Jewish educators: How many
faculty members prepare Jewish educational personnel and who are they?
How do they perceive their roles?

4. The identification of issues and problems confronting Jewish institutions of
higher learning: What do these institutions see as the issues and roles they
will confront in the next decade? Are the issues confronting these institutions
comparable to those in general education?

Although Jewish educators trained in North America may engage professionally in
formal and/or informal education (Hochstein, 1986; Ettenberg & Rosenfield, 1988;
Reisman, 1988), Jewish institutions of higher learning primarily prepare personnel



for formal settings.9 Consequently, the research questions are aimed towards gaming
a better understanding of the preparation of those entering and engaged in formal
Jewish education by institutions of higher learning. Some attention will also be given
to identifying issues relating to the preparation of Jewish educators serving in infor-
mal Jewish educational settings.

Methodology

Two forms of information, written documentation and interviews, were collected and
provided the basis for developing a description of the current state of preparing
Jewish educators. Written documentation, i.e., school bulletins, program descrip-
tions, published and unpublished institutional reports, and research studies on the
preparation of Jewish educational personnel were reviewed and analyzed. Between
September 15 and November 20,1989, the investigator conducted a total of 70, one to
two and one-half hour semi-structured interviews with personnel and others engaged
in the preparation of Jewish educators throughout North America.3 (Appendix A, p.
45, contains the schedule that guided each interview.) Seventy-three students en-
rolled in Jewish education programs participated in group and individual meetings
led by the investigator.

Data Analysis and Presentation

Answers to quantitative research questions, relating to the numbers and types of
faculty and students, are presented in tabular form and discussed in the text.
Descriptions of programs, analysis of training issues and problems discussed in the
text are based on written documentation and interview data. Excerpts from inter-
views are used extensively to present the views and perspectives on the current state
of training.

Limitations of the Study

The study is not comprehensive, thereby limiting the conclusions that may be drawn
from it. A narrow time required that existing available data, which is sometimes
incomplete, be relied on, and the promise of confidentiality to those interviewed
prevented reporting profiles of individual institutions. Consequently data are
presented and interpreted in aggregate form, and the discussion presents an over-
view of those issues relating to all training institutions.



The Histericall Contextt

Beginning in the late 19th century, Jewish leaders such as Mordecai Kapiam, Judah
Magnus and Samson Benderly (Kaplan & Crossman, 1949; Margolis, 1968; Sherwim,
I0%7), and the organized Jewish community were concerned with the education of
large immigrant Jewish populations. They worked towards establishing teacher traim-
ing institutions in large urban areas to prepare a generation of Hebrew teachers
particularly suited for educating American Jewish youth on the elementary and high
school levels. Between 1897 and 1954 eleven such institutions were established.3

Although some were established as denominational schools and extensions of nation-
allly-based seminaries (e.g., Teachers Institute of the Jewish Theological Seminary of
America, Teachers Institute of Yeshiva University), most were designed to serve the
needs of the entire Jewish community (e.g., Boston Hebrew Teachers College, Gratz
College, The College of Jewish Studies). Differences in ideology and religious oriemn-
tation did not prevent them from being viewed by American Jews as having one
primary function: the training of Hebrew teachers who would ensure contimuity from
one generation to the next (Honor, 1985; Hurwich, 1949). When Leo Honor con-
ducted the first comprehensive study of the curricula of eight Hebrew Teachers
Collleges i 1835, he found that these institutions shared three charactemistics: an
emphasis on the study of classical Jewish texts; an emphasis on Hebrew language/cul-
tural Zionism; and the assumption of additional functions beyond their original mis-
sion of training Hebrew teachers. The additional functions included adult education,
advanced Hebrew studies, and the training of Sunday School teachers.

Fourteen years after Honor’s study, Hurwich (1949) reported that the Helrew
Teachers Colleges were moving further away from their mission of traimimg Hebuew
teachers. He found that only 20 to 25 percent of the annual need for new teachers
was met by the training institutions. Moreover, the schools actively encouraged stu-
dents to pursue a full course of study in secular colleges, leading to professional
careers other than Hebrew teaching,

In the years that followed, Hebrew Teachers Colleges continued to expand their
course offerings and programs to meet the broad Jewish educational needs of the
community. Several established joint degree programs with universities (e.g., Jewish
Theological Seminary and Columbia University; Spertus College of Judaica and
Roosevelt University; Gratz College and Temple Unmiversity), New programs in
Judaic studies, Jewish communal service, adult education and high school education
were also established.

In I581, when Mirsky examined the eleven aeeredited institutions that constituted the
Iggud Batei HaMedrash (Association of Hebrew Teachers Colleges, refer to Appem-
dix B, p. 47), he noted that with the exception of one, all of the eolleges had remeoved
“Teachers” from their names. Moreover, Hebrew was the language of instruetion in



only 20% of the courses. The colleges also reported shifts in theirsudlant popula-
tions and viewed their respective missions as changing.

The iggud Schools have begun to develop courses, and sometimes eatire programs, to
meoet Whe meeds of the general community, and to enroll more and moFe sti-
deats . . . non-traditional learners. . . . This, of course, can be s66R a5 3 POSIvE
development —a guarantee for the continued growth and viability of these institutions
—or as a megative development—a sign of decline and change of mission, with the
possibility that Hebrew teacher preparation programs may gradualiy lose importance
in the institutions, and may even disappear (Mirsky, 881, p. 18).

Over a seventy-year period the Hebrew Teachers Colleges, imsttintionsooiginadly
established fior the sole purpose of preparing Hebrew teachers, expanded their roles
wiithin the Jewish community. They currently have thousands of students enreliled in
adult education courses, in-service education courses, and secondary level progranms.
A perusal of their course bulletins shows that they offer a variety of degrees in
Judaica, liberal arts, social service, and administration. Their long-range plamming
and mission statements indicate that they view themselves in broad tenms as serving a
variety of constituencies and addressing contemporary cultural, educatiomal, and
religious needs of the American Jewish commumity. A profile of each would
demonstrate that the institution responds to a complex set of factors which are dif-
fierent fior each school.

The Curremtt Pictwmre

There are currently fourteen Jewish institutions of higher learning offering programs
fior the preparation of Jewish educators. Between September 15 and November 20,
BB, the investigator visited eleven of these institutioms. Each visit consisted of a tour
of the facilities and interviews with various administrators, faculty, and studems.
Where possible, personnel involved with the community were also interviewed. The
imstitutions fall into three categories: 1) independent community-based colleges
fiounded and supported by the organized Jewish commumity; 2) demomimatiomal
schools established by religious movements as part of their respective semimaries;
3) university-based programs established by the community and/or individuals within
the framework of a general university.

Independent commumity-based colleges

Gratz College, Philadelphia

Balltimore Hebrew University

Spertus College of Judaiea, Chicago

Cleveland College of Jewish Studies

Hebrew College, Bosten

Midrasha (Teacher Training [nstitute), Toronto



Denominational schools

Hebrew Union College: Rhea Hirsch School of Education, Los Angeles; The School
of Education, New York

Jewish Theological Seminary of America, Graduate School, Department of Jewish
Education, New York

Yeshiva University, New York: Azrielli Graduate Institute; Isaac Breuer College;
Stern College

University of Judaism, Fingerhut School of Education, Los Angeles

University-basedprograms

Hornstein Program for Jewish Communal Service, Brandeis University, Waltham,
MA.

School of Education, George Washington University, in association with the College
of Jewish Studies, Washington, D.C.

Department of Jewish Studies, York University, Toronto

Department of Judaic Studies, McGill University, Montreal

Before addressing the major research questions relating to training of Jewish
educators an overview of the institutions visited will be presented.

Physical plants

The facilities of each institution are comfortable, well-maintained and generally per-
ceived by school personnel and students as providing adequate space. Both the
denominational and university-based programs provide housing for students,
whereas none of the independent community colleges have housing facilities. Each
institution has a library of Judaica, including an education collection, which meets
the standards of the respective regional accrediting associations for institutions of
higher learning.

Funding

The operating budgets of the institutions vary significantly. The independent com-
munity colleges report budgets ranging from approximately $400,000 to $2,300,000.
Income is generated through tuition, gifts, and local federations which contribute
between 20-90% of the budget. It is difficult to assess what percentage of the total
budgets of the denominational and university-based schools is allocated for their
education training programs. Their income is generated through tuition, relatively
small endowments, grants, and fundraising. None of the denominational institutions
are eligible for Jewish community (e.g., federation) funding because of their per-
ceived sectarian status. University-based programs, in contrast, do receive consider-
able community support in the form of federation allocations, grants, and tuition
subventions.



Governance

All of the institutions have independent Boards of Trustees. The amount of
authority and control a board exerts is contingent on the status of the institution
(university-based, denominational, independent community) and its dependence on
the federation. All independent community schools must have their budgets ap-
proved by the federation and are included in the long-range planning activities of the
federation. University-based programs often have rather complicated relationships
with their respective federations and departments of Jewish studies.

Accreditation

The institutions listed in Table 1 (p. 43) all have some form of state (U.S.) or provin-
cial (Canada) accreditation. Most are also accredited by regional accrediting associa-
tions and accepted by the National Board of License for Teachers and Supervisory
Personnel in American Jewish Schools (NBL) as institutions preparing educators for
Jewish schools. (Appendix B, p. 47, provides a description of each type of accredita-
tion.)

Mission
Examination of the mission statements of the respective institutions and the inter-
view data indicate that they share common goals in the following areas:

* the preservation and perpetuation of Jewish culture;
* the preparation of Jewish professionals;

* the support and promotion of Jewish scholarship.

Independent community colleges, in addition to supporting these goals, stress their
commitment to serving the needs of their respective communities through various
forms of outreach and direct service, including secondary school Jewish education,
in-service teacher education programs, and adult education programs. In addition
they are responsive to the changing priorities and needs identified by the local
federation for the community. The president of a community-based college
remarked:

We’re experiencing a large influx of Russian immigrants in our community. The Col-
lege is responding by working together with (. . .) to sponsor ESL programs. We’re
also thinking about other programs that will involve them in the study of Jewish
culture. . . . We see ourselves as serving local needs; that means assessing and being
responsive to local constituencies and issues. ... In a few years we may consider
expanding to serve the entire region but I don’t see us attracting a national student
population, nor attempting to compete with the nationally-based seminaries.



By, way off contrast, the administrator of another community-based college indicated
imat the Colllege was attracting a national student body and would eontinue te aspire
1 be peiceived as responding to national as well as local needs.

Our 5eeent long-range planning study indicates that we have the potential to train
adminisirakors and oducators oxtending beyend (. . ). We arc planning to build a
dormiory and acuively seek followship funds to attract students.

Wiith respect to the role of Jewish education and its prominence within the college,
each imsintution has a rather unique perspective. One is engaged in re-establishimg 2
Jewish education program which will require adding faculty and actively recmuitiing
siudients. The president of another community-based college takes a rather dim view
off the prospects flor Jewish educatiomn.

Frankly, theie s mo profession of Jewish educatiom; salaries are low, status is low and
thtere is mo iincentive for us 1o build our Jewish education program at this peimt in time.
Tine fiield off Jewish education needs to change as a profession out there before we can
Ihwiild our programs to train Jewish educators.

Smucturally, the community-based colleges do not have distinct academic departt-
ments off education, rather they offer programs in  Jewish education which do met
mecessarily have foll-time education faculty (see section 3).

Each denominational school has a department, school or institute of Jewish edueca-
tiom wihich focuses on the preparation of educational personnel, and has appoimted]
finll-ime education faculty (see section 3). By virtue of their ideclogical affiliation,
tihey emphasize their commitment to the specific needs of their rehigious movemenits
tihrough programs, outreach and scholarship. They also view themselives as servimg
tihe meeds of mational and imternational constituemncies.

The missions of university-based programs focus on the preparation of educatens
and communal professionals uniquely trained to serve Jewish commumities. Ty
tend to stress an interdisciplinary approach to training and scholarship as part of a
wmiversity, and a pluralistic attitude towards developing leadership. Structunailiy,
programs in Jewish education are components of either Judaic studies or Jewish
communal service programs of the university.

Programs and Activigies

Although a profile of eaeh sehool’s program aetivities is beyond the seope of the
present study, each institution sponsors programs in some or all of the following
AHEHS:

Thaiining programs —pre-serviee and in-serviee programs designed to prepare and
provide continuing edueation te rabbis, Jewish eommunal serviee workers, eantois
and Jewish edueators;




Jewish Studies programs —academic degree programs in Judaica;

Adult education —courses, lectures, workshops and retreats designed for local and
regional Jewish communities;

Secondary level supplementary schools —intensive Jewish studies programs designed
for motivated adolescents;

Special projects —museum programs, joint programs with universities, library training
workshops and research institutes.



1. Training Programs

As indicated above, each of the institutions offers programs to prepare Jewish
educators, but the type and orientation of the programs differ significantly, depend-
ing on the particular academic degree and institution. Table 1 (p. 43) lists the train-
ing institutions and the various programs they offer in Jewish education. Most offer
degree programs at the B.A. and M.A. levels. A growing number are also beginning
to offer advanced degrees (doctorates) and principal certification. After each degree
program is examined, the common issues confronting training institutions will be
reviewed. Because most students are enrolled in graduate programs, an extensive
discussion is devoted to an analysis of the M.A. programs.

1.1 B.A. Level Programs

Those institutions which offer a concentration or major in Jewish education are listed
in the column marked B.A. of Table 1. These programs by and large conform to the
requirements of the NBL (refer to Appendix B) for licensing teachers at the elemen-
tary and secondary level. Requirements for licensure include: 42 credits of Judaica
(Bible, literature, history, customs and prayer); Hebrew language proficiency; and 18
credits in Jewish education including a student teaching experience. In addition,
candidates for the NBL license must earn 90 points of liberal arts credit from an
accredited college or university. As indicated in Table 1, only the denominational
and community-based colleges offer B.A. level or certification programs.

There are a total of 68 students currently enrolled in B.A. degree programs who
major or concentrate in Jewish education. Although accurate comparisons with pre-
vious enrollment figures are not available, it is clear that there has been a steady
decline in the number of B.A. education majors over the past twenty years (Mirsky,
1981; Schiff, 1974). Declining education enrollments at the B.A. level have also been
reported for general colleges and universities. They are attributed in part to poor
salaries and the low status of the teaching profession (Carnegie Forum, 1986;
Feistritzer, 1984). Aside from these factors, Jewish institutions of higher learning are
encouraging students considering careers in education to complete a liberal arts
education and then pursue an M.A. in Jewish education.

In response to your question, we are trying to phase out the B.A. major in Jewish
education at (...). In order to professionalize the field we need educators with graduate
degrees. ... It also doesn’t make sense for us to place undergraduates in the same
courses with graduate students. We don’t have the budget to run parallel courses at the
B. A. and M.A. levels.

Most of the institutions listed in Table 1 and all of the Canadian-based programs
offer courses on the undergraduate level to meet NBL teacher license requirements.



Forty-three students are enrolled in teacher certification programs (refer to Table 2)
as non-matriculating students. They generally enroll in the school for the requisite 18
credits in Jewish education courses and take Judaica courses in other institutions.
Several interviewees felt this approach to teacher certification worked against the
professionalization of the field.

Students who come here to take a few courses in education may not even be acceptable
candidates for our degree programs. Since they are here as non-matriculating students
we aren’t supporting their candidacy for a license; we’re just letting them take courses.
We need to rethink, on a national level, the whole area of teacher certification.

1.2 M.A. Programs

The M.A. program has become the primary vehicle for preparing Jewish educators in
North America. With the exception of the undergraduate colleges and the Toronto
Midrasha, all institutions now offer an M.A. in Jewish education. Most Jewish educa-
tion programs are registered by their respective state’s departments of education as
part of the institution’s graduate school of Judaica. Consequently, a student enrolled
in an M.A. program in Jewish education will also need to meet the requirements of
the particular graduate division of the school. All students receiving M.A. degrees in
Jewish education from an accredited institution are automatically eligible for a
teaching license from the NBL (refer to Appendix B).

The majority of programs make provisions for both full and part-time study. The
exceptions, Brandeis, HUC-Los Angeles, and the University of Judaism, will only
accept full-time students. Full-time students complete the program in two to three
years, depending on their background and the program. Part-time students take be-
tween three to five years for completion of the degree. As indicated in Table 2, in
June, 1989, 62 students received M.A. degrees in Jewish education. Of those, ap-
proximately 40 were full-time students and 22 attended part-time.

The M.A programs differ substantially from each other in numerous ways. Unfor-
tunately, these differences cannot be easily classified into a typology6 and a detailed
analysis of each program is beyond the scope of this study. Despite these differences,
the data analyses indicate that there are several foci or issues around which programs
may be better understood and discussed. Three such issues emerge from the data,
and also have relevance to the literature on teacher training: the programs’
philosophical orientation, standards, and curricula.

1.2.1 Program philosophies and goals

The various programs reflect different educational philosophies and models of
teacher training. At a symposium entitled New Models for Preparing Personnel for
Jewish Education (Jewish Education, 1974), leading Jewish educational thinkers dis-
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cussed their respective programs. Three distinctive models of training were dis-
cussed:

1) Generalist

The educator prepared as the generalist (Cutter, 1974) should be familiar with classi-
cal texts, fluent in Hebrew, knowledgeable about the worlds of both Jewish and
general education, and have experience in curriculum writing, teaching and super-
vision. The generalist is prepared to serve as both a resource to the Jewish educa-
tional community and a leader in a variety of settings including the congregational
school, the day school, the bureaus of Jewish education, the JCC and camps.

2) Critical translator

Lukinsky (Lukinsky, 1974), discussing the program at the Jewish Theological Semi-
nary, described a model or approach to training that emphasizes Jewish scholarship
and its translation to the classroom; provides educational experiences that stress
struggling with real problems in our world; and prepares Jewish educators to think
critically.

3) Reflective educator

The model developed at Brandeis University described by Wachs (Wachs, 1974) and
elaborated by Shevitz (Shevitz, 1988), underscored the training of the Jewish
educator through self-awareness and reflection; socialization within a community of
faculty and students; focused field experiences in the Jewish community; and the
development of professional competence.

4) Practitioner

A fourth model, not addressed in the symposium but clearly reflected in the litera-
ture of several of the institutions under study, focuses on preparing the prac-
titioner—a Jewish educator committed to and expert in the art and science of
teaching.

These four models —the generalist, the critical translator, the reflective educator and
the practitioner —are not pure models in theory or practice. However, by virtue of
providing a vision and model of the Jewish educator, each model guides the prepara-
tion of educators, provides direction to students and faculty, and helps to inform the
Jewish community of the purpose and goals of Jewish education. Implicit in each
model is the notion of the Jewish educator as a religious educator, but this emphasis
varies depending on the program and its ideological orientation.

In reality, few of the schools preparing educators have clearly articulated a
philosophy of Jewish teacher education. Many of the programs refer to themselves
as eclectic, borrowing, combining and applying concepts from a number of areas. It is
questionable to what extent this eclecticism has been integrated into a Jewish
philosophy of education.



There is a clear and burning need for classroom teachers, persons who are grounded in
the study of text and fluent Hebrew speakers. Theories and philosophies aren’t all that
helpful when fires need to be put out___ Quite honestly, developing a clear philosophy
is a luxury we can’t afford at this time.

We (students) often sit around talking about the lack of direction in our program. Some
of the courses are excellent but the parts don’t hold together. I couldn’t tell you what
the philosophy of this program is.

We’ve prided ourselves on the development of a clear statement of what kind of
educators we want to prepare at (. . .). But, it has required an inordinate amount of
work on the part of faculty and administration. We spend three hours per week in
weekly meetings to discuss goals, philosophy and the more mundane stuff.

These excerpts from the interviews capture some of the problems and issues training
programs face in relationship to the development of a program philosophy. Most
programs just do not have the resources, with respect to time and personnel, to do
the needed work in this area. Many interviewees observed that when there is a lack
of vision and guiding philosophy of training, all aspects of the program suffer and
contribute to the sense that Jewish education is not a real profession.

In the general world of education a good deal of attention is being focused on
commissions (Carnegie Forum, 1986; Holmes Group, 1986) that advocate reconcep-
tualizing teacher preparation programs and their philosophies of training. Referring
to this work, a faculty member concluded the interview with the following comment:

American education has been struggling with the purpose and philosophy of its educa-
tion schools for decades. . .. It’s taken seriously, and every ten to fifteen years, after
considerable research and deliberation, reports are issued which lead to proposed
reforms that are heard both by the educational community and Washington. We’ve
been struggling with comparable issues for hundreds, thousands of years, but we haven’t
in recent years taken Jewish education seriously enough to give it the thought and
reformulation it needs. We have a lot to learn from our colleagues in American
education. Interestingly, analysis of the data found that most program goals or mission
statements, reflected little explicit concern with the religious dimension of the educator.
With the exception of the denominational schools, course descriptions, self-studies, and
interviews suggest ambivalence about identifying Jewish education programs as prepar-
ing religious educators.

Let me outline our missions: providing a quality educational program of Judaic and
Hebrew studies; the training of Jewish educators and communal service workers;
serving as a cultural resource, serving as a scholarly resource, housing a Jewish library,
and providing a community Hebrew high school. Religious development per se is not
part of our mission. To the extent that adults seeking meaning take our course. ... I
guess you could say we are involved in religious education.

As one engaged in the development of Jewish educators, I am very concerned with their
spiritual life. As Jewish educators they are first and foremost crafting learning oppor-
tunities where learners can create personal religious meaning, from the text, from the
experience.... We have a lot to learn from religious educators in the Christian world
who are doing some fantastic things in this area.
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1.2.2 Program standards

The development of rigorous standards to improve the profession of education is
high on the agenda for reform of the American educational system (Clifford &
Guthrie, 1988; National Board for Professional Teaching Standards, 1989). Similarly,
the establishment and enforcement of standards for Jewish educators is viewed as
necessary to the professionalization of the field (Aron, 1990). In the course of data
collection, standards were often mentioned with reference to two issues: the per-
ceived low status of teacher training institutions, addressed by accrediting and licens-
ing agencies (Appendix B); and standards within individual programs relating to
admission criteria, Judaica background, and Hebrew language proficiency.

With the exception of two schools, all of the administrators and Jewish professionals
interviewed want to increase their programs’ enrollments and out-reach to untapped
potential student populations. In fact, several schools have begun to recruit bright,
motivated people who desire careers in Jewish education but who lack extensive
Jewish backgrounds. This tension between attracting new blood to the field and
maintaining standards was expressed repeatedly in the interviews. Schools have
responded in different ways. A few have developed mechina (preparation)
programs in Israel; two have initiated special summer institutes enabling students to
study Judaica and Hebrew; one school requires weak students to spend a
“preparatory” year of study at the institution before they are formally accepted into
the program. None send the message that “students with weak Judaica backgrounds
need not apply.”

The overall results of these strategies are questionable. The mechina and special
programs receive mixed reviews from faculty, students, and administration, with
respect to their ability to compensate for weak Judaica backgrounds. They impose
serious financial burdens on students and often discourage them.

(...) was agood program; it gave me some of the basic skills, but I feel that breaking my
teeth over Talmud isn’t exactly what I need in order to teach kids in Hebrew school. I
don’t know if I can make it through another two and one half years.

Psychologically I never expected it to be so difficult to be in a learning situation where I
feel infantalized because the material is so foreign and, from my current vantage point,
utterly useless for my intended career, working as a Jewish family educator.

A faculty member commented:

The quality of preparation our students receive in the Israel program is questionable.
And standards are non-existent. We have no control and little input___ They study text,
but they could also attain comparable gain here.

Standards are also an issue with respect to teaching competency. Although all
schools have some type of practicum, most have not developed effective forms of



evaluation to assess a student’s ability to teach. A few programs zealously adhere to
self-imposed standards, but that does not mean that their programs conform to the
standards of the NBL (refer to Appendix B).

We have committed ourselves to a quality program meeting self-imposed criteria. We
will maintain the requirements of full-time study, numerous field placements, study in
Israel, because they all flow from our vision of what is required to train a Jewish
educator. We realize that our standards inhibit growth of the program but that is how
we maintain standards of excellence for ourselves and the field.

1.2.3 Program curricula

Issues of curriculum, i.e., the content of training programs, appear to be directly
influenced by institutional positions towards standards and philosophical orientation.
Programs which have clearly articulated goals and a guiding educational philosophy
are perceived by students and faculty as having courses and practical experiences
which complement each other and help create a unified program. By way of contrast,
programs which are not grounded in a philosophy are often perceived as diffuse, a
collection of courses that do not hang together. This sense of diffusion was par-
ticularly obvious within programs which primarily serve part-time students.

In contrast to my work at (...) where I deal mostly with students who have a full-time
commitment to graduate study, the students here check in and out, hardly know each
other, seem to be taking courses in any sequence that meets their schedule, and have
very little sense of what it means to be a professional Jewish educator. I certainly don’t
have a sense of a program where students and faculty fully participate, and I don’t know
if students perceive it any differently.

Irrespective of students’ and faculty’s perceptions of the program curricula, analysis
of the program and course descriptions do indicate specific areas of curricular con-
tent and emphasis. All programs require courses in three areas of concentration:

Judaica —classical Jewish text study (e.g., Bible, rabbinic literature), Jewish litera-
ture, Jewish history, liturgy, customs and ritual;

Jewish education —foundations (e.g., philosophy of Jewish education, human
development), methodology skills, specialization courses ( e.g., informal education,
special education, adult education)

Supervised practicum experience —student teaching or internship (paid training ex-
periences tailored to the needs and career aspirations of each student).

Aside from these core areas of concentration, programs may require courses on
contemporary Jewry, administration, and supervision, or departmental seminars. All
programs also require that students demonstrate proficiency in Hebrew language.
“Proficiency” is determined and evaluated by each institution.
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A program's course requirememts play a large role in determimimg its duratiom.
Programs which emphasize all of the aforementioned areas are three year programs
requiring approximately 60 credits. Programs comprised of the three areas of con-
centration generally consist of 35-40 credits.

The curricula of training programs vary significantly with respect to the relative
emphases that are placed on the areas of concentration and the additiomal areas
noted above. Although a detailed curricular analysis of each program would be use-
fiul, it is beyond the scope of this study.

Program specialization also affects the curricular models adopted by each school.
From their inception, teachers colleges focused on training of the Hebrew school
teacher. The term connoted a rather specific type of occupation that resulted in a
narrow conception of training. In response to community needs, occupatioms in
Jewish education have burgeoned to include day school teachers, early childhood
specialists, special educators, resource personmel, curriculum specialists, supervisors,
family educators, Jewish community center educators, and summer camp educators,
Many of the faculty interviewed felt that their schools have not kept pace with the
changing needs of the Jewish community. Tinkering with a training model designed
for preparing supplementary school teachers may not be an appropriate response to
the need for new training programs. What are those training models most ap-
propriate for preparing family educators, day school teachers, and other specialists?

Two curricular issues were repeatedly mentioned in the interviews: the tension be-~
tween theory and practice and the nature of the role of the practicum.

1) The tension between theory and practice

Schools and departments of education are continually faced with the problem of
balancing the theoretical aspects of teaching and learning with the practical (Zeich~
ner, I088). Jewish educators are keenly aware of the need to integrate these ele-
ments. At many of the training institutions this issue frequently appears as an agenda
item for faculty meetimgs. Students often elamor for more practical courses that will
provide them with teaching skills, whereas faculty members are prone to stress a
theoretical approach to understanding practice, Few schools have taken an either/or
position, ie., stressing either a practical or theoretical orientation to the detriment of
the other. Most programs reflect a tension between the tweo, exacerbated by the
sigmificant Jewish content of programs which also has its theoretical and practical
aspects. The tension between theory and practice is also reflected in the various
practica and student teacher experiences of the programns,

2) The role of the praeticum

According to the guidelines of the NBL, all students are required to eomplete a
supervised field experience (praeticum) to be eligible for a teaching license, The
nature and design of the praetieum in Jewish schools depends on a variety of faetors,




including: the orientation of the program, its ideological affiliation, student
schedules, geographic locations of educational facilities, the availability of master
educators, and economic realities. For those preparing to assume positions in sup-
plementary schools, there is a good deal of flexibility in arranging the field place-
ment. Students take their courses in the morning and use their afternoon teaching
jobs to fulfill their practicum requirement. Such accommodation is not feasible for
those training to become day school educators. They must be available during the
day time for their placement and also take courses. This affects only two training
programs which have day school tracks. One has developed an internship model
which reduces the student’s course load; the other has students take course work
during the summers.

Students enrolled in general education programs rate their practicum experience as
the most significant, interesting, and helpful part of their training (Feiman-Nemser,
1989). Among Jewish educators in training this often is not the case:

When I hear the words ‘field placement’ the first thing that comes to mind is commut-
ing, getting in the car and driving 10 hours a week for a 14 hour field placement. Overall,
I feel the placement looms too large in our program. I’ve had a good deal of experience
in Jewish education; I need more basic Judaica knowledge, not more field experience.

The kids are great, but the administration just doesn’t use me properly. I’m the gofer,
the substitute, the small group teacher, and lowest person on the totem pole. It’s
infantalizing.

The administration just doesn’t realize how labor and time-intensive the supervision of
student teachers is. We should have a ratio of one faculty person to five students. 1
currently supervise eight students and teach an additional three courses per semester.

The quality of the practicum experience is significantly influenced by the supervision
a student receives. General programs for teacher training tend to borrow from
several models of supervision (e.g., peer supervision, on-site supervision, university-
based supervision, see Woolfolk, 1988). All of the models require trained personnel
to provide supervision. Many students and faculty discussed with the investigator
their concern about the lack of supervision in their field placements. In most instan-
ces on-site supervisors, burdened with their own job responsibilities, visit students
infrequently. Faculty who supervise students spoke of their frustrations in not find-
ing enough time to provide adequate supervision. In contrast, programs which have
full-time requirements do not have the same degree of difficulty because they have
adequate staff to supervise.

1.2.4 Part-time/full-time students

Issues relating to the differences between full and part-time students were raised
repeatedly during the interviews. Those who invested in full-time study clearly felt it
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was superior to part-time enrollment with respect to the overall quality of the traim-
ing experience,

When students are part of a full-time program they form a learning commmunidy, a semse
off proffessionalism, and a strong knowledge and skill base, . . Iitalisonmiies maddiférranee

for me —when working with part-time students, I feel they sart of squeeze my cowese
intio their busy schedules, I also feel I have to be more sympathetic to their extermal
pressures outside of my class, Consequemntly, I'm embarrassed to say, I tead to be less
demanding of part-time students.

I just Jove ihe opportunity to be in school full-time. It’s not just the learnimg, it's the
fellowship N figel part of, Jewishly, socially, and academically its very suppartive..

The swperiority of full-time study is by no means a matter of consemsus. Most of the
training imstitutions are invested in programs for part-time students (see section 2.5).
Historically, Hebrew Teacher Colleges always had students who attended on a part-
time basis (Margolis, [9%8; Janowsky, 19%7) while they taught in Hebrew schools and
attended secular universities, Aside from traditiom, several of those interviewed felt
that it would not be economically viable for students preparing to be supplememntary
school teachers to attend a full-time training program.

From my perspective an education program that is designed for full-time students in
this community is neither possible nor desirable. Those interested in studying at (,..)}
generally have familiies and need fo work. Even with fellowship moncey they would not
be able to study full-time, Secondly, I'm not at all convinced that the preparation of
Jewish edueators for supplementary schools requires one to study full time, . . . We
produce some exeellent teaehers who teach in schools and take ene or two courses a
year: The work and study complement each other-.

1.3 Doctorall Programss

There are 67 students (Table 2) enrolled in doetoral programs —Ph.D., D.HL. (Doe-
tor of Literature), and Ed.D. (Doetor of Edueation)—at three institutions. The
majority (58) are part-time, taking between one and three eourses per year. How-~
ever, sehools offfering a Ph.D. in Jewish edueation have a two-year full-time study
resideney requirement. Course requirements for all doetoral students inelude takimg
approximately 35 eredits beyond the M.A. and the writing of a dissertation; the Ph.D.
also has foreign language requirements.

Doectoral students may be elassified into three overlapping eategories:

1) Continuing edueation

The majerity of students (§5%) view a deeiorate as a way of continuing their studies
and improving their skills. Students in this eategety held full-time pesitions ay
&dueational leaders. Altheungh they assosiate the title “Doetor” with status, its attain-
ment will not afffset their marketability of sconemmie situation. These “eontinuing
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education” students are most likely to complete their course work in four years, but
often do not complete writing a dissertation.

2) Career advancement

About 30% of the doctoral students view the degree as a credential for improving
their professional status and marketability. The majority of career advancement
students are Israelis who study full-time and complete all course work and their
dissertations in four years or less and then return to positions in Israel.

3) Scholarship

This category includes doctoral students who have academic and research interests
(approximately 15%). They are generally full-time students who view doctoral study
as preparing them to assume leadership responsibilities in academic or research
settings. They are perceived by many as representing the cream of the crop and
therefore assume teaching and administrative responsibilities before completion of
their dissertations. Students in this category often take upwards of eight years to
complete their dissertations.

There are also many who enroll in doctoral programs because they are continuing to
take course work past the M.A. level and decide to have those courses count towards
a degree. Many do not complete their degrees; they stop short of writing the disser-
tation.

Unlike in most schools of general education, the doctoral education students in
Jewish institutions of higher learning do not tend to function as active members of
the school, i.e., they do not assume roles as research assistants, instructors or super-
visors. To a large extent this seems to be a function of their part-time status and
economic pressures to maintain full-time positions outside of the institution.

1.4 Administrative Certificate Program

Four institutions currently sponsor programs to certify school principals and thereby
train senior personnel. These programs are modelled after general education
programs, tailored to enable full-time educators to study on weekends and during
summers (Clifford & Guthrie, 1988). The programs require course work during the
summers —courses in administration and supervision which may be taken at general
universities —and an internship. Approximately half of the 42 students enrolled in
these programs (see Table 2) already hold administrative positions. The schools and
bureaus of education feel these programs should be expanded to prepare more
senior educators and to fill informal and formal education positions. Most of the
programs seem to be modelled after programs observed in general education (Clif-
ford & Guthrie, 1988). Jewish professionals and faculty who were interviewed voiced
enthusiasm for the expansion and reinforcement of principal and educational leader-
ship programs.
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These programs provide us with oppertunities to create new models specificallly
taillored to the needs of the Jewish community.

1.5 Speciall Programss

The growing needs in the field of Jewish education have created new positioms for
personnel —day school teachers, special educators, family educaters, and early
chilidhood specialists (Hochstein, I885; CAJE Newsletter, 1989). Interviewees maintain
that the training institutions are not able to adequately respond to those needs. The
data indicate that among the 14 institutioms, three have begun early childhood
programs in conjunction with local universities or BJEs. Although five have courses
in special education, none have comprehemsive training programs in that area. None
have developed programs in family education. Day schools have flourished in the
past decade, but there are only four institutions that have developed a capacity for
the preparation of day school personnel and the unique challenges it involves. Day
school teachers need extensive knowledge of Jewish texts, fluency in Hebrew lan-
guage, and a willingness to work for low salaries (see Aron, 1990). Paradioxiczllly, the
training required for school administrators and “generalists” assuming leadership
positions involves fewer demands in the areas of text study and Hebrew language but
results in significantly higher salaries. The issues in the development of day school
programs are directly related to the student applicant pool, financial support, and
personnel.

It’s very unlikely that we will ever be in a pesition to develop a training program for day
school educators, Even if the demand is there, and that’s debatable, we don’t have the
personnel, I doubt if we could recruit students to enroll in a three or four year program
with the hope of going out and earning $25,000. It makes more sense for them to
consider an administrative program, Theoretically, we could develop a joint program
with (. . .) in early childhood, special education, even family education. But a day
school program, we’d have to do that on our own. We would need enormous resources.
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2. Student Profile

The last comprehensive study of students enrolled in Hebrew Teachers Colleges was
conducted by Alvin Schiff in 1965 (Schiff, 1967). He reported that a total of 1835
students were enrolled in all programs of the ten colleges studied. Of those, ap-
proximately 500, or 27% of the college population, preferred Jewish education as a
career choice on the survey Schiff administered. (There is no follow-up data to
indicate whether these students did indeed become Jewish educators.) By and large
the majority of students enrolling in Hebrew Teachers Colleges during the early
sixties, prior to the proliferation of Judaic studies programs at universities, chose
these colleges because they wanted to study Judaica seriously on the undergraduate
level, while pursuing a liberal arts degree. For most, Jewish education as a field of
study and subsequent career was viewed as an option, but not the primary reason for
entering the school.

On the basis of the survey responses from Hebrew College students, Schiff drew a
profile of students most likely to pursue careers in Jewish education. They tended to
be female (80%), 21 years or older, were products of day school education, and
worshipped in Orthodox synagogues. They were satisfied with their previous Jewish
learning experience, demonstrated strong Judaic and Hebraic backgrounds, desired
positions teaching Jewish studies and Hebrew, and were motivated by idealism to
promote Jewish life.

2.1 Demographic Factors

Analysis of the interviews and institutional literature yielded information for drawing
in broad strokes a picture of the current student population of Jewish institutions of
higher learning.

It is estimated that as of November, 1989, approximately 1500 students were enrolled
as matriculating students in both the undergraduate and graduate programs of the 14
institutions under study. Of those, 358 students (refer to Table 2) or 24% of the total
student population were enrolled in Jewish education degree programs, a percentage
comparable to the 1965 survey. The teacher preparation programs are comprised
primarily of women (75%). In contrast,the Judaica programs of these institutions are
comprised of 35% males and 65% females. Although male/female ratios vary consid-
erably from school to school, as in general education (Feistritzer, 1986), Jewish
education programs have a disproportionate number of women.

The denominational and university-based programs draw students from a national
pool, whereas the independent community schools primarily attract students on a
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local or regional level. On the graduate level, the majority of students have had some
prior work experience in either formal or informal Jewish education.7 Although they
tend to be in their mid-twenties, increasingly administrators report that students
thirty and older, seeking a career change, are applying to their programs.

2.2 Jewish Educational Background

With respect to students’ Jewish background, there is considerable inter- and intra-
institutional variation. Nevertheless, certain patterns are clear. Unlike the 1965
sample, current students generally do not come from Orthodox backgrounds, nor are
they graduates of day schools. Many seem to be dissatisfied products of congrega-
tional schools who only began to take serious interest in Judaica in Jewish studies
courses on the college level. While there has been a proliferation of day schools over
the past two decades, their graduates have a disproportionately low representation in
programs for preparing Jewish educators. Denominational institutions are increas-
ingly attracting students who are not affiliated with a particular movement and view
themselves as serving the Jewish community at large.

2.3 Motivation to Pursue Jewish Education as a

Career

There are no studies that examine why people enter Jewish education. Group inter-
views with students suggest that as with the 1965 student population (Schiff, 1967),
idealism plays a prominent role in the decision to pursue a career in Jewish educa-
tion. The following comments by students also point to the students’ belief that their
roles as Jewish educators center on identity development and the transmission of
Judaism.

I chose Jewish education because I’'m concerned about the future of the Jewish com-
munity, and being an educator is a way to make a difference.

For me, the transmission of knowledge and Jewish culture are the essence of being a
Jewish educator.

I think that as an American Jewish educator my work must focus on transmitting Jewish
values and shaping Jewish identity.

In choosing a program for graduate study in Jewish education students were keenly
aware of their career options, which guide their choice of program. Programs which
stress teaching tend to attract those who want to teach, whereas programs designed
for administrators attract students who are primarily interested in affecting change in
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Jewish educational systems. Nevertheless, when queried, students don’t see themsel-
ves staying in teaching for more than a few years.

I love Kids amd teaching but you cant make ends meet on $18,000 a year. I figure thae
afier a year or two Il become a principal.

My student teaching experience reinforced my decision to go teach in a day school next
year. lif’s important o teach before you move on to administration.

I think the only way teaching in a Jewish school can become a real profession is if more
people firom our program go into teaching instead of administration. Om the other hand
I'll probably end wp in administration in a few years,

Among all student groups interviewed a visit or period of study in Israel was noted as
a factor contributing to the decision to pursue Jewish education.

Studyimg in Israel for a year helped me clarify that [ wanted to pursue a career as a
Jewish profisssitmadl. . . improving the quality of Jewish life.

1 think i was the people I met in Israel, charismatic, intellectual Jewish doers, who had
tlhe greatest impact on my decision to enroll in, . ..

I'm not sure if it was being in Israel, the coumtry, or the people, that played the most
significant role in my deeision. But somehow, I don’t think I would have made the
decision in the same way if I would have been in the States.

Imtensive study in Israel proved ¢o me that I eould do it. [ felt eonfident, for the first
time; in my ability to understand Jewish texts and teaeh Judaiea.

2.4 Academiic Performance

Feistritzer (I586), in her comprehensive study of students enrolled in teacher educa~
tion programs reporied that edueation students, as eompared to ether graduvate stu-
dents, tend to be academically inferior, seoring below the 35th percentile on natiomal
test norms. Interviews with administration and faeulty indieate that Jewish education
students are by no means academieally inferior and fall abeve the 60th percentile on
standardized tests (GREs; MAT) when eompared to other graduate studentss in the
humanities. With respeet to thelr aeademie performanee, edueation students do as
well or better than those enrelled in Jewish studies programs,

2:5 How Students Suppoitt Themselwess

Until reeently; finaneing one’s edueation in & Hebrew Teachers College was net
considicred a faclor affeeting student enrollment. In 1967, Ackerman reported that
tuition costs in the teacher training institutions were neminal —ranging between §5




and $80 per credit. He commented .. no student will be denied the opportunity of
studying because of his inability to pay the required tuition” (Ackerman, 1967, p. 51).
To a large extent Ackerman was referring to full-time undergraduates and working
teachers taking courses on a part-time basis. The realities of the 1980s present a
different picture. Tuitions at the institutions studied are high ($150- $350 per
credit). Depending on the particular school fees, a full-time student (12-15 credits
per semester) can expect a tuition bill of $3,600 to $ 10,000 per year, exclusive of
living expenses. Administrators know of several students who deferred admission or
declined to come to the program because of its prohibitive costs. Some of the institu-
tions do have small scholarships and a few fellowships are available. However, the
majority of full-time students require financial aid in the form of government loans,
which must be paid back once the student graduates. Full-time students take out
loans ranging from $2,000 to $14,000 per year of study.

My wife and I are both students. When I complete my M.A. we will have between us
$45,000 in loans to pay back.

If 'm lucky I’ll have a starting day school salary of $22,000. I'll also have outstanding
loans of $18,000. Although I haven’t graduated I’m beginning to get depressed about
my ability to make ends meet.

The Wexner fellowships are great for those very few who are eligible. But for most of
us there just isn’t any scholarship money of significance.

Although I love school, I’'m very angry that the Jewish community doesn’t provide
scholarship moneys for my schooling. It’s just one more sign of the low priority Jewish
education has on the community’s agenda.

2.6 Summary

The profile of current students underscores the continuing changes within the institu-
tions studied. In contrast to previous generations of students, they enter programs
less Judaically knowledgeable, older, are interested in pursuing M.A. degrees as
opposed to undergraduate degrees or teacher certification, come from different
backgrounds and require significant financial aid in order to study full-time.

The findings raise a number of questions that require further investigation:

1. Given the student profiles, what are the best strategies for recruitment?
What types of recruitment currently are most effective in attracting students?

2. What are those factors that deter people interested in graduate education

training from entering Jewish education versus general education? Why is the
field of Jewish education attracting relatively few graduates of day schools?
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What are the most effediive ways of praparing studiertts with wedd Tutdicn
backgrounds? What role if any should an experience in Israel play in their
education?

Do traiming programs affect the relligiouws development of studkaris?

What career paths do graduatcs of programs choose”? How dio gradusies
evaluate their training experiences?

How do the profiles of Jewish professionsls in training, eg,, rabbinicd] st-
dents and communal service students, compare to graduate studemts in Jewish
education?




3. Faculty Proefiille

Historically there have never been more than a handful of full-time Jewish education
faculty members appointed to Jewish institutions of higher learmimg in North
America. Most of those who taught education courses and had direct respomnsibilities
fior the preparation of teachers had rabbinical degrees and/or advanced degrees in
the humanities.

For a variety of reasons education was not viewed as a rigorous discipline by (. . ).
Although many of our students in the post-war years wanted to teach, the stress of the
institntion was on content —Judaica, text study, One could pick up techniques and
methods the first or second year of teaching. It didn’t make much sense to appoint a
finli-tinne educator to the faculty,

A glance at Table 3 shows that there are curremtly eighteen full- time faculty
serving in departments or schools of Jewish education. They are full-time by virtue
of having full-time academic appointments, However, only six have full-time teach-
ing responsibilities. The other twelve, teach a partial load and assume significant
administrative responsibilities. There are another 22 faculty who teach on a part-time
basis and an additional 44 brought in on an adjunct basis.

The parallels between the ficld and academia are fascimating, The best teachers in the
field Jast a year or two and then are pushed into administrative roles where many
sueeeed but where an equal number fall prey to the Peter Principlie.. ... In our depart-
ments of Jewish education the best pedagogues, teacher trainers, those who know the
field, are generally assigned inordinate amounts of administrative responsibility and
they are a real Joss to the program. I also find they lose touch with the field and have a
difficulty relating to students,

Part-time and adjunct faculty are generally recruited from schools and nearby institu-
tions of higher learning. Many of the administrators interviewed are pleased that
their respective institutions are able to attract the mest prominent and knowledge-
able academics and practitioners to teach a course or seminar.

In part our training program is superb because we can bring in loeal talent. The
teaching stars from day schools; the resouree people from the BJE and people like (:..))
and (. . ;) frem (. . ;) Umiversity come to teach eourses in speeial edueation and ad-
miRistration.

Having to rely extensively on part-time people, when we only have twe full-timers of our
own contributes to the sense that we aren’t taken seriously in this institution. When I sit
at faculty meetings it's elear that we are the only department where the part-time
personnel aut Aumber the full-time faewlty.

Full-time faculty have had thelr academie training in various areas. Eleven hold
doctorates in edueation or allied fields (e.g,, psyehelogy, eounselling); the others held
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doctorates in Judaica or the Humanities. Seven of the eighteen are also ordained
rabbis. All have had field experience in Jewish education prior to choosing an
academic career path. This diverse group ranges in age from 40-60 with approximate-
ly 65% of the faculty under age 50. Salaries of faculty vary considerably from institu-
tion to institution. In the denominational and university setting, full-time
instructional salaries range from $26,000 to $63,00 depending on rank and seniority.
Among the independent community colleges salaries are appreciably lower, ranging
from $18,000-$45,000 depending on rank and longevity. All administrators inter-
viewed spoke of the need to increase faculty salaries to levels commensurate with
comparable schools of higher learning. In some schools there are standing commit-
tees which keep abreast of university salary scales and inform administration and
faculty of the relative standing of the institution.

Teaching loads vary considerably among the training institutions. In one institution
full-time faculty members are expected to carry a load of six courses per term. At the
other extreme, one institution requires full-time faculty to teach two courses per
term. The average teaching load of faculty is 3.5 courses per semester.

Jewish educational faculty tend to publish articles but produce few books devoted to
education. Unlike their colleagues in other departments, they engage in several
forms of research having a direct bearing on Jewish education including curriculum
development, working with schools, and special projects.

My colleagues in history and rabbinics have little understanding of educational re-
search. Nor do they understand how Jewish education should relate to the institution
as awhole.... Because the type of research we do is qualitatively different, we should
be judged by a different set of criteria for promotion and tenure.

Attitudes reflected in the interviews of faculty and administrators correspond to the
long-standing tensions between graduate programs and schools or departments of
education in general universities (Clifford & Guthrie, 1988) which suggest deep
biases concerning the role of research, the criteria for promotion and the seriousness
of'education courses.

Those interviewed have a variety of interests and belong to several different profes-
sional organizations. There is no one professional organization or conference which
all attend. When presented with these data, a faculty member noted, “we are an
interesting group of academicians but our diversity works against us in terms of
becoming a professional group.”

There was particular concern among several faculty about the need for educational
research and the lack of support it receives from the community, foundations, and
schools of higher learning.
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{-..) sends a mixed message about research in Jowish education. Lip service is given to
its imporance, but no significant financial support has come forth for educational
fesearch, Instead curricular projects, service projects, and in-service training take
priority. Consequently education faculty, in contrast to my colleagues in other depart-
ments, are not ieally encouraged to engage in serious educational research projects.

3.1 Summanmry

The number of faculty members holding full-time positions in Jewish education is
astonishingly small. They come from diverse backgrounds and training experiemoes,
but all have had a long association with Jewish education. The interviews point to
the need to increase the number of faculty in Jewish education if the field is to grow.

IR What strategies might be considered in order to increase the number of facul-
ty?

2. Wit sttgps sthoni  bee teddeanttoi inpprooveet Hree ssyppot todf) fewiishegidwaatdmnf oo -
ty in the institutions of higher Jewish learning? What mechanisms or oppor-
tunities need to be developed to enable faculty to do more research? How
can support and professional networks for faculty be built?

3. T®wikat extent are tie issues amt comeess of fauititss compardbte ttothueseim

general education and those in Jewish studies? What motivates faculty to
pursue academic careers in Jewish education?
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4. Summanmy of Traimiimg Progmramss:
Retrospectt and Prospectt

The patterns of waining fior Jewish education in North America reflect complex,
diweise progiams that cannot be easily reduced to a few categories or types. Duiiimg
Hhe past wvo decades there has been a steady decline in the number of studemts
dhoosing 1o major in Jewish education at the B.A. level, while there was a prolifera-
tion off MLA. level programs. Currently, there are 358 students enrolied in degree or
tacher eentifiication programs preparing for careers in Jewish education. Another
109 yudients ane enrolled in post M.A. programs (doctoral or principal).

Sudients entering Jewish education programs come from varied backgroumds, they
tend 10 be predominantly fiemale, weaker than previous generations with respect to
Judaica kmowledge, highly motivated, and interested in pursuing a number of dif-
fetentt caneer paths im Jewish education. The education faculties are exceediimgly
small. They are expected to fnction in a number of different aremas within the
stthools and fiew are able to devote sufficient time to research and trainimg in Jewisln
aducation.

A mumbber off specific questions and issues emerged from the analysis and discussion:

1. In exbr tho medt the ot lbogess off thiee nextt ddsodde amdd céiaatt aacopusee obf
action, most of the imstitutions examined have or are curremtly conductimg
llong-range planning studies, Their findings should provide data for better
wnderstanding their relative strengths and weaknesses, needs and resounees.
How muight this imformation best be used in mapping out optioms for the
training off Jewish educators?

2. Insiintitoss frreedly wadrit too mediriedin thedir aadeanonyy aand vnidygee iddatitity.
Each meeds to be understood within the context of its commumity, constituen-
ciies, and respective ideology. These realities require further exploration in
order o understand how colleges might work together.

3. Dewpire their meed for ausooeonyy, Tavitdh ifrsdiniiooss of igtesr | beaningg aage
imerested in working together. What meehanisms ean be developed to
faeiitate collaboration ameng institutions? Is the ATHLJE (The Assoetation
fior Institutions of Higher Learning for Jewish Edueation) a mechamism that
willl fiaeillitate denominational; university; and independent programs in Jewish
edueation to eollaborate?
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The articulation and maintenance of standards in the field of Jewish educa-
tion is essential to its professionalization. Is it feasible and/or desirable to set
national standards for the preparation of Jewish educators?

In what ways can each institution best serve Jewish education on a local,
regional, national, and international level?

The recruitment and support of students is viewed as a primary factor in the
shortage of personnel for Jewish education. Are trans-denominational
recruitment efforts desirable and/or realistic? What new mechanisms or
strategies for recruitment are the most appropriate for training institutions?

Financial resources are needed to support existing programs, develop new
programs, hire additional faculty, attract students, and conduct research.
What types of structures and strategies would enable all training institutions
to share and distribute resources?

A profile of each institution detailing the way these factors affected their
respective training programs would contribute to a better understanding of
what supports and what hinders effective training of Jewish educators. Are
these factors affected by the type and number of students and faculty? What
role does the local Jewish community play in relation to these factors?

Given the complexity of the programs, which work best under what cir-
cumstances? What is the structure of good programs for training Jewish
educators?



5. Altermattiiwee Traimimg Pregmramss

5.1 Short-Term Traimimg Programss

In response to the shortage of qualified supplementary schools teachers (Bank &
Aron, [B8%), several communities have initiated short-term training programs for
adults who may not have any formal training in education or Judaica. The inves-
tigator identified six communities (Long Island, Chicago, Pittsburgh, Providence, and
Oakland) wihere Bureaus of Jewish Education, denominational agencies or federa-
tions have developed such programs. Approximately 80 students (90% female) are
participating in these programs. They range in age from 21 to 65 years old and
include university students, lawyers, public school teachers, social workers, home
makers, and retired persons.

The programs characteristically consist of four, twelve-session courses over a one to
two year period. Courses focus on Jewish thought, history, classical text study, and
Hebrew language, and are taught by university or bureau instructors. Parallel to or
upon completion of course work, students participate in a field experience. Chicago
and Providence have instifuted a2 mentor program where experienced teachers guide
and work with trainees both in and outside of the classroom. Other communities
have a more fraditional supervised field experience.

The budgets of these programs provide stipends to both trainees and mentors (ap-
proximately $150 per semester) and honoraria to the instructors. With the exception
of Long Island, the local federation covers the costs of these programms, which are
administered by the bureaus. Additional federations are planming to initiate similar
programs in [030-91, Short-term training programs are specifically designed for per-
sons who are commiited to Jewish education, desire part-time work, have little or no
formal Jewish education training, and are highly motivated. No systematie follow-up
studies have been reported that assess the effectiveness of these programs, but they
have generated a good deal of enthusiasm and controvensy. The instructors, trainees,
and mentors are exceedingly enthusiastic about the programs.

This program has been a very powerful experienee for all eoneerned. The students are
lghly motivated and committed to Jewish edueatien. It’s refreshing to see bright,
talented, energetic people beeome exeited at the thought of teaching Hebrew sehool.
For the mentors . .. it’s given them new meaning in thelr werk. They find that werking
with new teachers is stimulating and enriehing. At the end of the program we all went
on 2 weekend retreat where I observed the elose bonds whieh had developed among
program partieipants —it gives me hope abaut the future of Jewish education.

On the other hand, administrators of training institutions have voleed their eoneerm
about the quality of the programs, the lack of standards, and the general “non-profes-
sional” tone of the programs.
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Short-term training programs provide one strategy for dealing with the teacher
shortage problem. However, follow-up studies are needed to determine their effec-
tiveness. Are such programs effective for training teachers at all grade levels? Are
there other training formats that might prove more effective, e.g., camp settings?
How can established teacher training institutions contribute to these programs?
What can be learned from alternative teacher training models in general education
that may have application to short-term training programs for Jewish educators?

5.2 Senior Educator Programs

Responding to the need for senior personnel in Jewish education, training initiatives
based in Israel have taken a leading role in the preparation of mid-career Jewish
educators who desire advanced preparation. The Jerusalem Fellows Program, an
elite program for the training of Jewish leadership for education in the Diaspora, was
established in 1981 by Bank Leumi and the Jewish Agency for Israel, and supported
by public and private funding. It enables 12-18 educators to study intensively in Israel
for periods of one to three years, engage in research, and participate in an interna-
tional network of Jewish educational leadership. To date, 60 Fellows have completed
the program and have assumed leadership positions in the Diaspora and Israel.

The Senior Educators Program at the Samuel Mendel Melton Centre of the Hebrew
University, sponsored by the Jewish Agency for Israel and funded by public and
private sources, selects approximately 20 Jewish educators each year from the
Diaspora for graduate education study at the Hebrew University for one year.
Graduates of the program return to school settings to teach or engage in administra-
tion. Approximately 100 educators have completed the program.

Although it is premature to assess the impact of these programs on the profession of
Jewish education, they are perceived as generating excitement and confidence in the
field. Many of those interviewed noted the value of these programs as models for
advanced training in a pluralistic setting but also stressed the need to establish
counterparts in North America, possibly in affiliation with the existing training in-
stitutions.

5.3 In-Service Training Programs

Since the mid-1970s, in-service staff development programs have been implemented
as a way of promoting professional growth and school improvement (Lieberman,
1982; Rand, 1979). Bureaus of Jewish Education, institutions of higher Jewish learn-
ing, and individual schools all conduct in-service activities, in which thousands of
Jewish educators enroll each year. These programs vary with respect to their func-
tion, format and duration, content, participants, sponsors, and instructors.
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Fmeciion: Most agencies and schools sponsor in-service activities as a way of provid-
iing professional growth Ror their staffs. Interviews with agensy directors and prim-
Gpals sugrest that the majority of educators employed in Jewish educational settings
ane fequited o participate in some form of in-service training on an annual basis.
Admimisinators i particular view staff development as a way of prometimg profes-
siomalism among staff,

A second function of in-service education is to train people in specific content or skill
aieas wieie personnel are needed. For instance, a number of bureaus have offered
iiir$erVice programs to train individuals in special education, art education, values
education, and family education. Most recently, some experimental work has beem
condueied im the area of retreats for Jewish educators. These in-service retreats are
desigmed to promote personal and religious growth as they relate to one’s role as an
educanor (Holtz & Rauch, 19%7).

Formats amd duration: The continuum of formats range from a single lecture to a
year-long course. More intensive formats include three-week continuing educatiom
programs im [srael and multiple-day retreat programs. Although there have not beem
mational surveys or studies off the quantity or quality of Jewish educational in-serwice
programs, descriptions of programs (Pedagogic Reporter, JESNA) suggest that most
im-service activities are short in duration and lack contimuity. Many of these inter
viewed by the investigator were well aware of the shortcoming of their programs amd
the evalwation literature which cites the importance of duration and contimuity for
effiectiveness (see Fullen, [881; Ligberman, 1981),

Wiitim (. . .), the only form of staff development we can provide consists of one-sheot
sessions, Kt probably not very effective, in the long-texrm, even though the feediback is

begin with, to give of their time to participate in intensive staff development programs.
Om tthe other hand, if they would be willing, we don’t have the financial resources to
Sponsor ivkensive programs.

Ome off the mpxssties in Jewish edueation is the use of the CAJE conferenee as the
priveary fiorm of staff develepment in Jewish edueation. Unfoxtunately, 1 see more and
meonte admvimistrators and direetors sending thelr staff members to CAJE and copping
out on dikeir mesponsibility do provide staff development programs. Dem't misinterpret
mig, CAJE iis grieat but s being misused.

Comtent: The comtent for in-service edueation varies eonsiderablly as a function of the
educational setting (e.g., informal edueation, day sehoel) and praetical consideratiions
(e.g. budget, imstructor availability). Perhaps more significant is the question of who
determines the comient of in-serviee edueation. Evaluation researeh findings point @
tihe importance of the consumers; i.€., these receiving traiming, being invesied and
imislved in determining the content and format ef staff development progiams
(Licherman, 1Y), Within Jewish edueational settings,; as in general edueation, it 1
offien the admimi4{oF OF SPORSOFING Ageney whe determines epntent without eon-
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suiting consumers. Consequently, there is often a feeling among Jewish educators
that staff development programs are unresponsive to their needs, e.g., too theoreti-
cal, unrelated to what they are expected to do in the workplace (Davidson, 1982).

Participants: Most formal Jewish educational establishments mandate that all educa-
tion staff participate in in-service activities on an annual basis. Bureau or agency
directors view in-service days as opportunities to bring together personnel from all
denominational backgrounds, educational settings, and age levels.

Sponsors and Instructors: Bureaus generally have personnel assigned to the coordina-
tion, planning, and execution of in-service education. All bureaus publish calendars
or newsletters with schedules for in- service programs. A perusal of many such
schedules suggests that, overall, programs are conducted by Jewish educators from
within the system who have particular areas of expertise or by bureau personnel.
Some of the larger bureaus also call upon experts from the university world.

In four communities, the bureaus have developed a special relationship with the
independent colleges of Jewish studies. Teachers in Jewish educational settings af-
filiated with the bureau are encouraged to promote their own professional growth by
taking courses at the Jewish institutions of higher learning. The teachers are given
subventions by the the federation to pay for these courses. Approximately 250
teachers nation-wide receive subventions for enrollment in Jewish institutions of
higher learning. In the majority of communities the institutions of higher learning do
not work in a collaborative fashion with the bureaus and schools in providing in-ser-
vice programs. One faculty member felt that the bureaus and schools tend to turn to
secular schools and universities for “experts” before they approach the Jewish col-
leges.

Training institutions have also established branches and off-campus courses in areas
which are far from their main campus. Branch programs serve both Jewish educators
(in-service) and adults interested in studying Judaica.

Interview data and references to annual CAJE Conference (Reimer, 1986) suggest
that it is viewed as a major center for in-service Jewish education. The 2,000 con-
ference participants enroll in workshops, modules, and mini-courses focusing on all
areas of Jewish life and education.

For the past several years, university-based programs in Israel (e.g., Samuel M. Mel-
ton Centre for Jewish Education in the Diaspora, Hebrew University) have offered
summer institutes for Jewish educators. These institutes are intensive three-week
seminars, held in Jerusalem, which focus on specific content areas: values education,
Hebrew language, and the teaching of Israel. Teachers from all denominations have
participated in these programs.
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The denominational movements are also beginning to use Israel as a base for in-ser-
vice educational programming. For example, the United Synagogue of America, in
collaboration with the Jewish Theolegical Seminary and the Department of Torah
Education and Culture of the WZO, has sponsored annual intemsive winter
workshops in Jerusalem focusing on the teaching of text, ideolegy, and values.

Yet another form of in-service education is sponsored by professional educational
organizations of the denominations (The Jewish Educators Assembly, Conservative;
National Association of Temple Educators, Reform; and The National Council of
Torah Educators, Orthodiax). These organizations sponsor national and regional con-
ferences where workshops, modules, and mini-courses are offered.

The preceding superficial overview of in-service staff development in Jewish educa-
tion illustrates its expansiveness and complexity. It is viewed by many in the field of
Jewish education as the most dominant form of training, however, their is virtually no
research to back this claim.

The interviews and documentation suggest that there are literally hundreds of oppor-
tunities for in-service and short-term training in North America and Israel. Accurate
data concerning the number of participants, the overlap between programs, and their
effectiveness is not available. A systematic study of in-service Jewish educational
programs is needed to assess its current and potential impact on the professionaliza-
tion of the field. Specific questions to be addressed include:

1 Wihait ids thke ssoppe andd comteant obf inassevidee Jdwudbh eddgetionn im Nemth
America? What are the costs of providing in-service programs? What is the
effect of in-service education in different educational settings, i.e. informal,
supplementary school, day school? What are the most effective formats for
staff development programs within specific communities? Does in-service
education contribute to the preparation of senior educators?

2. Wt mdie can Jpewidh iimmsiiionss of higher lkenming phoy im pooviting ssedff-
development programs? Do those who enroll in in-service courses at Jewish
institutions of higher learning continue to study for degrees?

3. Wit uniqupee beanéfits ddo itnssevicee ppoggaams ifn Iisagtl ppoovide to Nontih
American Jewish educators?
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6. Training Informal Jewish
Educators

Whereas the boundaries between formal and informal Jewish education were once
determined by setting, that is no longer the case (Reimer, 1989). Informal Jewish
educational programming now occurs within the context of: camping, youth groups,
community centers, schools and synagogues, adult study groups, college campuses,
and museums. A theoretical analysis of the distinctions and commonalties between
Jewish formal and informal education within the context of contemporary Jewish life
would be most informative.

More germane to this study is the training of educators for informal Jewish educa-
tion. There are no education programs at the training institutions studied specifically
designed for preparing informal educators. However, many of the students inter-
viewed indicated that they were planning careers in non-school settings as educators.
The positions mentioned included family educators, adult educators, and out-reach.
Moreover, faculty and administrators viewed informal education as a new and excit-
ing frontier for Jewish educators. Statistics about the job placements of their
graduates do not indicate how many do indeed enter informal education.

Given the lack of training programs, how are positions in informal Jewish education
filled? Among the denominations, graduates of their respective training institutions
are generally appointed to be camp directors, youth leaders, and adult education
directors. They have degrees as rabbis, educators, and communal social service
workers. Within the Jewish Community Center world there are a growing number of
full-time positions in Jewish education. These positions are filled by rabbis, Ph.D.s in
Judaica and persons holding M.S.W.s. Youth organizations such as Young Judea,
B’nai Brith, and Hillel-JACY also tend to select graduates of rabbinical schools and
schools of social work for their leadership positions for Jewish education.

Overall there is little contact between institutions of higher learning preparing
Jewish educators and non-denominational programs where informal Jewish educa-
tion is conducted. The lack of contact is coupled with ignorance and stereotypes
about what the respective institutions do. (Exceptions to this rule are Brandeis
University and Baltimore Hebrew University, which do collaborate with informal
Jewish education programs.) However, there is clearly the desire of all concerned to
learn more about each other and possibly work together.

The JWB, in response to the growing concern that its affiliated Jewish Community
Centers lacked Jewish content, commissioned several studies over the years (JWB,
1948; 1968; 1982; 1984; 1988) addressing this issue. Its Mandate for Action (JWB, 1986)
proposed upgrading professional staff through Jewish education, which led to the
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development of a Jewish education guide (Chazan & Poupko, 1989); the initiation of
staff development programs based in Israel; and the appointment of Jewish
educators in JCCs.

An emphasis on staff development, i.e. involving JCC personnel in intensive Jewish
content programs, may be an effective mode of training for informal education per-
sonnel.9 Data were not available on the extent and nature of staff development
programs for youth groups, family educators, etc.

In sum, the training of informal Jewish educators has not been systematically studied.
It is not known how many personnel are involved, where they are trained, and who
they are with respect to their Jewish and educational backgrounds. There is a good
deal of interest on the part of Jewish institutions of higher learning to play a more
active role in the preparation of informal Jewish educators. Similarly, service agen-
cies such as community centers are interested in learning what these institutions can
offer.

We haven’t begun to explore the possibilities in informal education. We have some of
the most sophisticated programs and systems in camping and adult education in both
denominational and non-denominational settings. But the links between the formal and
informal are non-existent.

We have young talented students who want to enter this area and there is a need for
trained personnel. The appropriate structures may not be in place, but overall I’m very
optimistic that we all can work together.



Notes

Throughowt this paper the tems traiming and preparaiion willl be wsed inter-
changeably when referring to the preparation of educators.

Perspmma] waonkiing im imffom ad] Jewigh education seem to e prepaned as for-
mal Jewish educaters, as Jewish communal workers, or in general areas of
social service and education (Reisman, 1988). There are no training programs
known to the investigator whose primary purpese is to prepare informat
Jewish educaters. For a fuller discussion, see section 6.

Dapemtiing on their availdbiiiy, pesomnmd] associated with the kewigh Com-
munity Center, Bureau of Jewish Education and Jewish Federation were in-
terviewed.

Aggordimg tw Sherwin (1987, p. 97), Magmus and his collleagues viewed Jewigh
education as a means for achieving Jewish group survival in an American
environment and religious training aimed at the tramsmission of Jewish
morals. Magnus made a direct link between the role of Jewish education and
good American citizenship.

Gratz College, 1897

Teachers Institute, Jewish Theelogical Seminary of America, 1909
Teachers Institute, Yeshiva Umiversity, 1917

Baltimore Hebrew Teachers College, 1919

Hebrew Teachers College of Boston, 1921

Herzliah Hebrew Teachers Institute, 1923

College of Jewish Studies, Chicago, 1926

Hebrew Teachers Training School for Girls, Yeshiva Umiversity, 1928
Teachers Institute of the University of Judaism, 1947

Stern College for Women, Yeshiva University, 1954

Cleveland Teachers College, 1952

Because of the small numbers of institutions and training programs and the
numerous differences among them, a typology for understanding their dif-
ferences and commonalties is not feasible. In general teacher education, such
typologies have been most helpful in developing a conceptual and practical
understanding of teacher traiming programs (see Feinman-Nemser, 1989),
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7 Students entering pre-service programs in general teacher education institu-
tions have usually never had a paid teaching experience. This is a basic
premise of pre-service programs, i.c., those entering have not had teaching
experience. In Jewish education training programs virtually all students have
taught in some Jewish educational setting or are engaged as Jewish educators,
while enrolled in a graduate education program. It follows that general and
Jewish education training programs are based on different premises with
respect to the “pre-service” aspect of the students’ experience.

8 The faculty who hold doctorates in education, on the whole, have done their
academic training in the philosophy of education. There are no faculty who
have concentrated on curriculum development, and very few who have a
background in the social sciences.

9 In 1989, 565 lay people, staff and administrators from 20 Jewish community
centers participated in staff development seminars held in Israel.



Table 1

Institutions of Higher Learning Granting Jewish Education Degrees and Certificates

Institution B.A. Teacher MA. Principal Doctorate
Cert. Cert.
1. Baltimore Hebrew Yes Yes Yes
University
2. Brandeis University Yes

Hornstein Program

3. Cleveland College of Yes Yes Yes
Jewish Studies

4. George Washington Yes
University/BJ.E.

5. Gratz College Yes Yes Yes

6. Hebrew Union College, Yes Yes Yes
L.A.
Hebrew Union College, Yes
N.Y.

7. Hebrew College Boston Yes Yes Yes Yes

8. Jewish Theological Yes Yes Yes Yes Yes
Seminary

9. Midrasha Toronto Yes

10. McGill University Yes Yes

11. Spertus College Yes Yes

12. University of Judaism Yes Yes

13. Yeshiva University

Stern College Yes Yes

Breuer College Yes Yes

Azrielli Institute Yes Yes Yes
14. York University Yes Yes Yes
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Table 2

Enrolled and Graduating Jewish Education Students from Institutions of
Higher Learning

Degrees or Certificates Currently Number of 1989 Total Number of
Enrolled Graduates Students
Students
B.A. 68 21 89
Teacher Certification 43 n.a. n.a.
M.A. 62* 247
Full-time 76
Part-time 171 (358)**
Principal Certification 42 10 52
Doctorate 67 7 74

Data giving the number of part-time and full-time M.A. graduating students
were not available. A total of 62 students received M.A. degrees.

Total number of pre-doctoral students (M.A. students, B.A. students, Teacher
certificate program students).

Table 3

Distribution of Jewish Education Faculty in Institutions of Higher Learning

Full-time Faculty 18
Part-time Faculty 22
Adjunct Faculty 44
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Appendix A

Semi-structured Interview Schedule

Introduction

The purpose of the research; the purpose of the Commission.

Setting and Context

I've read and heard a good deal about your institution. Before we focus on education,
I’d like to get a general sense of it. Within an historical context, what is its current
direction and status? What lies ahead? Let’s focus a bit on the current structure of
the institution: relationship to other institutions, e.g., federation, universities,
BJE....

Students

Who are the students attending the institution? Have there been recent changes in
the profiles of your students? How are students recruited? What type of students
would you like to attract in the future? What implications does this have for the
curriculum, structure, etc.?

Faculty

In examining your bulletin, I noticed that you list faculty for education schools or
departments. Would you please tell me about the school’s faculty, the department’s
faculty? What constitutes a full-time faculty load? Who are your full-time faculty?
Who are the part-time and adjunct faculty? What challenges do you see, from your
perspective, with respect to education faculty? Please describe the tenure process in
your institution. What place does research have in the lives of faculty? Who are the
faculty in education? What are their responsibilities?

Salaries

We’re going to move on now to another area —salaries. How would you describe the
salaries of your faculty? How do faculty salaries in your institution compare to those
of other institutions (locally, nationally)? What fringe benefits do faculty receive?

Education Programs

As I indicated to you earlier in our discussion, I’'m primarily interested in the educa-
tion programs you offer. Before we speak specifically about teacher training, would
you please describe any programs you feel fall under the rubric of education. What
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programs does the institution offer that ostemsively prepares or trains educators?

How do you view the purpose of training Jewish educators? What are the needs of
the education programms?

Visions and Dreams

If major funding became available in the near future specifically earmarked for
education projects, what would be your wish list?



Appendix B

Accreditation and Institutions of Higher Jewish Learning

Historically, four types of accreditation were sought in order to certify the quallity of
the programs as meeting certain standards.

IR All of the training institutions have authority through their respective state’s
Departments of Education to grant degrees. The areas state officials examine
include: faculty, library facilities, admissions standardls, the adequacy of
course hours, and appropriate curricula. Obtaiming state certificatiom in-
volved submitting required documentation and a site visit by departmenmnt offi-
cials.

2. Rggdiowdl acreeliiigg asssmiidionss ssebh aas NUdddide SSasee Adsootisionnod f[AOH -
leges and Secondary Schools, the North Central Association of Colleges and
Secondary Schools and the Western College Association attemmpt to
strengthen and increase the effectiveness of higher education. They do mot
grant permanent acecredifation but review each institution once every tem
years. As part of the review process institutions are required to conduct an
extensive self-study.

3. Tie lggud] Bdeyy Midiasth lhe Mot ((ssasdiditon off HHEdbeww TPagbives s (01 -
leges) was founded in I95] as the aeerediting bedy for Hebrew Teachess Col-
leges. While requiring less elaborate procedures than state of regiomal
acerediting associations, it aimed to assure the gquality of Hebrew Teachers
Colleges. The Iggud ceased to be a funetioning organization in the eatly 1980s.

4. e Watoond| Buadd oft Uitessse foar TRagbisess amdd Busevidosyy PResonnae | inn
Ameriean Jewish Sehoels (NBL) was established in the 1940s to examine the
qualifications of Hebrew teaehers. Aeeording to an agreement between the
Iggud and NBL (1955), any graduate of an Iggud affiliated Hebieow Teaehens
College will be automatically eligible o receive a Hebiew teachers license
upen applieation te the NBL.

In 1B%6 the Association for Jewish Institutions of Higher Learning for Jewish Educa-
tion (AJIHLJE) was established as an umbrella organizatien for North American
imstitutions preparing Jewish edueators. The NBL is in the precess of detenmining
wiether to automatieally award a teaehing license te graduates of AJIHLIE affiliated
sehosls whe apply.
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Members of AJIHLJE are:

Baltimore Hebrew University, Brandeis University, Cleveland College of Jewish
Studies, Hebrew Union College, Gratz College, Hebrew College, Jewish Theological
Seminary, McGill University, Spertus College of Judaica, Yeshiva University,
University of Judaism.
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The Best Practices Project
Progress Report and Plans for 1992-93
Barry W. Holtz
Introduction
In describing its "bimeprint for the future,” A Time to Act, the report of the Commission on

Jewish Education in North America, called for the creation of "an inventoty of best
educational practices in North America” (p. 69).

The primary purpose of this inventory is to aid the future work of the CIJE, particularly as
it helps to develop the group of Lead Communities which will be selected this summer. As
the Lead Communities devise their educational plans and put these plans into actiom, the
Best Practices inventory will offer a guide to Jewish educational success that can be
adapted for use in particular Lead Communities.

In addition, the Best Practices Project hopes to make an important contribution to the
knowledge base about North American Jewish education by documenting outstandiing
educational work that is corrently taking place.

The BesttHBectices Project as of todav

This past year has been spent in designing a methodolegy for conducting a project that has
never really been done in Jewish education before in such a wide-scale fashion. How do
we locate examples of best practice in Jewish education? As the year has proceeded both
an approach to the work and a set of issues to explore has evolved. We began by
identifying the specific programmatic "areas” in Jewish education on which to focus. These
were primarily the yenues in which Jewish education is conducted such as supplementary
schools, JCCs, day schools etc, A best practices team is being developed for each of these
areas. These teams are supervised by Dr. Shulamith Elster and me.

We have come to refer to each of the diffferent areas as a "division,” in the business sense of
the word. (Thus the Best Practices Project has a supplementary school division, an early
childhood division, etc.) Each division’s work has two phases. Phase 1is a meeting of
experts to talk about best practice in the area and to help develop the criteria for assessing
"success"; Phase 2 is the site visit and report writing done by members of the team.

This year four different divisions were launched, We began with the supplementary school
primarily because we knew that a) there was a general feeling in the community,
particularly in the lay community, that the supplementary school had not succeeded:; b)
because the majority of Jewish children get their education in the supplementary school
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and beeause of that perception of failure, the Lead Communities would certainty want to

address the "preblem" of the supplementary school; c) as the director of the project, it was
the area in whien 1 taa tne most experience ana besi sense vf wlivm I could turn to for
assistance and counsel.

As I reported earlier this year, a group of experts was gathered together to discuss the issue
of best praetiee in the supplementary school. Based on that meeting I then wrote a Best
Praetiees in the Supplementary School guide (see Appendix). A team of report writers was
assembled and assignments were given to the team to locate both good schools and good
elements or programs within schools (such as parent education programs).

We currently have a team of seven people looking and writing reports (see Appendix). By
the end of the summer we should have the reports on ten schools as written up by the
group members. The first results indicate that, indeed, there are successful supplementary
schools and we are finding representative places that are worth hearing about and seeing.
In the spirit of Prefessor Lee Shulman’s talk at this year’s GA, we have discovered real
examples that "prove the existence™ of successful supplementary schools. These are sites
that people in the Lead Communities can look at, visit and learn from.

In May Dr. Elster and I launched our second division, early childhood Jewish education.
We met with a group of experts (see Appendix) in this field and following up that meeting I
wrote a Guide to Best Practice in Jewish Early Childhood Education . Many of the
members of the group have already agreed to join our team of report writers. The writing
will take place in September and October.

A third division, education in the JCC world, is in the early stages of development, Dr,
Elster and I met with a team of staff people at the JCCA. Mr, Lenny Rubin of the JCCA is
putting together a group of JCCA staff and in-the-field practitioners to develop the Phase 1
"guidelines” for this area. We will work with them in writing up the document. After this is
completed (in the fall) a team of report writers (from that group and others) will be
assembled to do the actual write-ups.

Finally, a fourth area~ best practices in the Isracl Experiemes- has been launched thanks
to the work of the CRB Foundation. The Foundation has funded a report on success in
Israel Experience programming which was written by Dr. Steven M. Cohen and Ms. Susan
Wall. The CIJE Best Practices Project will be able to use this excellent report as the basis
of further explorations in this area, as needed by the Lead Communities.

J
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New Areas

As mentioned above, we should have reports of the Early Childhood division completed in
the early fall. The JCC division should be operationalized in the fall. During the 1992-3
year we also plan to launch the following areas; day schools, adult educasiom, ete. Each
presents its own interesting challenges. Of these we have already begun to plan in a
preliminary way for the day schools division. Here the goal is to gather together experts
firom the academic world of Jewish education (like our supplementary school group) as
well as actual practitioners from the field. The current plan is to have each school that is
wriitien up be analyzed for one particular area of excellence and not for its over ail
"moodness." Thus we would have X school written up for its ability to teach modern

Hebrew speaking; another for its text teaching; another for its paremt education programs;
another for its in-service education, etc.

Documentation

Another task that needs to be considered is finding more examples of best practices withim
those areas that we have already looked at, or to look at the examples we curremtly have in
even greater depth, This applies particularly to supplementary schools because we will
have only explored ten schools and programs and there is such a wide range of
supplementary schools across America that we ought to have some more breadth in this
area. A similar case could be made for early childhood programs,

At the time of our first exploration of supplementary schools, we sent a letter to all the
members of the Senior Policy Advisers asking for their suggestions. In additiom, we worked
with Dr, Eliot Spack, Executive Director of CAJE, to send a similar letter to "friends withim
CAJE." Because of these initiatives we now have a list of 20 to 30 Hebrew schaols that we
might want to investigate.

Dr. Jonathan Woocher, Executive Director of JESNA, has asked the following questiom:
"fior the purposes of the project, how many examples of best practice do you rezliy need in
any one given area?" Do we need to have ten reports of supplementary schools or twenty
or sixty? Another guestion might be raised about the "depth” of the current reports. Maumy
of the report writers have said that they would like the chance to look at their best practice
examples in more detail than the short reports have allowed. I have called this the
diffterence between writing a "report” and writing a "pertrait” or study of an institutiom.

The researeh eompenent of the Best Praetiees Projeet weuld certainlly welcome either
greater breadth or greater depth, but at the present moment we believe that the fiest
prierity is to answer another question: What do the Lead Communities need? After
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meeting with the representatives of the Lead Communities that are chosem, we will have a.
better sense of the next stages of the Lead Community Project— what the plamming amd

implementation needs will be. At that point we will be able to decide the best directiom
the documentation should move in.

Lead Communities: Implementation=* and How to do it

Aside from launching the other divisions mentioned above the other main initiative of the
Best Practices Project for the coming year will be thinking through the issue of best
practices and Lead Communities. Professor Seymour Fox has often spoken about the Best
Practices Project as creating the "curriculum” for change in the Lead Communmities. The
challenge this year is to develop the method by which the Lead Community planmers amdi
educators can learn from the best practices that we have documented and begim to
imtroduce adaptations of those ideas into their own communities. This can occur through a

wiide range of activities including: site visits by Lead Community planners to observe best
practiccd in actionr; visits by best practices practitiomens to the Taarl ("énrmmminities:

workshops with educators in the Lead Communities, ete. The Best Practices Project willl be
imvollved in developing this process of implementation in consultatiom with the Lead]
Communities and with other members of the CIJE staff.

From Best Practice to New Practice

On other oceasions we have spoken about the need to go beyond best practices in order to
develop new ideas in Jewish edueation. At tiraes we have referred to this as the
"depantment of dreams." We believe that two different but related matters are involved
here: tirst, all the new ideas in Jewish edueation that the energy of the CIJE and the Lead]
Community Projeet might be able to geperate and second, the interesting ideas in Jewish
education that people have talked about, perhaps even written about, but never have had
the chanee to try eut. 1t is likely that develeping these new ideas will eome under the
rubric of the Best Praetiees Projeet and it is our belief that the exeitement inherent in the
Lead Community Projeet will give us the epportunity to move ferward with imagining
innovative new plans and prejeets for Jewlish edueational ehange.
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APPENDIX

Team Members: Best Practice in the Supplementary School
Report Writers:

Ms. Kathy Green (Reconstructionist Rabbimical College, Philadelphia)
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Best Practice in the Supplementary Schoel

INTRODUCTION
Barry W. Holtz

What is the Best Practices Project?

In describing its "blueprint for the future,” A Time to Act, the report of the Conmmis-
sion on Jewish Education in North America, called for the creation of "an inventory of best
educational practices in North America” (p. 69).

The primary purpose of this inventory is to aid the Council for Initistives in Jewis
Education {CIJE), particularly as it works with the three "Lead Communities” chosen in the
fall of 11992: Atlanta, Baltimore and Milwaukee. As these Lead Communities-- "local
laboratories for Jewish education,” in the words of A Time to Act— devise their educatiomasl
plans and put these plans into action, the Best Practices inventory will offer a guide to Jewish
educational success that can be adapted for use in particular Lead Communmities.

In addition, the Best Practices Project can be seen as a research project which hopes to
make an important confribution to the knowledge base about North American Jewish edwcation
by documenting outstanding educational work that is currendy taking place.

What do we mean by "best practice"? The contemporary literature in general educatiom
points out that seeking perfection when we examine educational endeavors will offer us litde
assistance as we try to improve actual practice. In an enterprise as complex and multifaceted
as education, these writers argue, we should be looking to discover "good" not ideal practice.
As Joseph Reimer deseribes this in his paper for Commission, these are educational projects
which have weaknesses and do not succeed in all their goals, but which have the strength to
recognize the weaknesses and the will to keep working at getting better. "Good" educaticmal
practice, then, is what we seek fo identify for Jewish education, models of excellence.
Another way of saying it is that we are looking to document the "suceess stories" of com-
temporary Jewish edueation.

In having sueh an index the Couneil would be able to offer both encouragement amd
programmatic assistanee to the partieular Lead Community asking for advice. The encourage-
ment would come through the knowledge that good practice does exist out in the field in mamy
aspeets of Jewish edueation. By viewing the Best Practice of "X" in one location, the Lead
Community eould reeeive aetual programmatie assistanee by seeing a living example of the
way that X" might be implemented in its loeal setting.

We should be lear, hewever, that the effeetive practieal use of the best praetices
project is a complex matter. Knowing that a best praetiee exists in one place and even seeing
that program in aetion doss net guarantee that the Lead Commaunities will be able to suceeed in
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implementing it in their localities, no matter how good their intemtions. What makes a e
riculum work in Denver or Cleveland is connected to a whole coliection of factors that may
not be in place when we try to introduce that curriculum in Atlamta, Baltimore oF Milwaukes.
The issue of translation from the Best Practice site to the Lead Community site is one which
will require considerable imagination. I will try to indicate some ways that such tramsiation
may occur at the end of this introductory essay.

Of course there is no such thing as "Best Practice” in the abstract, there is only Best
Practice of "X" particularity: the supplementary school, JCC, curmiculum for teaching Israel,
etc. The first problem that the Best Practices Project had to face was defining the afeas wikiclh
the inventory would want to have as its particular categories. Thus we could have cut into the
problem in a number of different ways. We might, for example, have locked at some of the
"sites" in which Jewish education takes place such as:

—Supplementary schools

--Day Schools

—TTips to Israel

—Early childhood programs

—JCCs

—Adult Education programs

Or we could have focused on some of the subject areas which are taught in such sites:
—Bible

—Hebrew

—TIsrael

Or we could have looked at the specific populations servedt:
—adults

—children
—retired people

There were numerous other possibilities as well.

Our answer to the question of cutting into the problem of best practices im Jewish
education was to focus on the venues in which Jewish education is conducted. Eight differem
areas were identified: supplementary sehools, early childhood progtams (which take place in
many different places) JCCs, day schools, the Israel experience, college campus progieimiming,
camping/youth programs, and adult edueation. Obviously there are other aress that eould have
been included and there were other ways of erganizing the project. We ehese, for example to
include Family Edueation within the relevant areas above—1i.e. family edueation proghtims
connected to synagogue sehools, day seheels, JCCs. ete. We eguld have identified it as a
separate area. We later chose to add a ninth area called "community-wide initiatives." These
were programs usually based in a BJE or Federation whieh almed in a eommural way to have
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a large scale impact on Jewish education-- such as a plan to relate teacher’s salaries to in-
service education credits.

Best Practice in the Supplementary School: The Process

The first area that the Best Practices Project chose to work on was the supplementary
school primarily because we knew that a) there was a general feeling in the commumity,
particularly in the lay community, that the supplementary school had not succeeded; b) bee-
ause the majority of Jewish children get their education in the supplementary school and bee-
ause of the perception of failure, the Lead Communities would almost certainly want to
address the "problem” of the supplementary school.

A group of experts was gathered together to discuss the issue of best practice in the
supplementary school. (The list of names appears in Appendix II of this introduction.) Based
on that meeting and other consultations we developed a Guide to Best Practice in the Sup-
plementary School. The Guide represented the wisdom of experts concerning success in the
supplementary school. We did not expect to find schools that "scored high™ in every measure
in the Guide, but the Guide was to be used as a kind of outline or checklist for writing the
report,

A team of report writers was assembled and the following assignment was given to the
team: using the Guide to Best Practice in the Supplementary School, locate good schools or
good elements or programs within schools that might be able to "stand alone™ (such as a paremit
education program or prayer curriculum) even if the school as a whole would not fit our
definition of a best practice site.

We believed that working in this fashion we would be likely to get reliable results in a
reasonable amount of time, We also knew from the outset that the Best Practices Project was
created to fulfill a need, We did not have the luxury or the inclination to create a research
project that would have to wait many years before its results could be made available. The
model that we have employed is based on the informed opinion of expert cbservers. The
reports that our researchers wrote were, with one exception, based on a relatively short amoumt
of time spent in the particular schools—altheugh all of the researchers had had some previous
knowledge (sometimes quite extensive) about the school or synagogue beimg studied.” Im
general we tried to use researchers who began the process with a "running start”: They had
some familiarity with the schoel they were looking at to begin with and could use that prior
knowledge to move the process along quickly.

iThe "one exception" was Professor Joseph Reimer whose report was based on a long-term
research project that he in eondueting inte two sueeessful synagogue schools.



The Reports: An Overview

The best practice reports represent a range of synagogues, schools and geographical
locations. In general the focus is on the school as a whole, rather than "stand alone" programs.
Our sense was that the key to success in the supplementary school tended to be a wholistic
approach, especially because of the part-time nature of the enterprise.

The congregations vary in size and wealth. Some of the schools are located within
large congregations which simultaneously run a whole host of programs, including early child-
hood programs and day schools. The ability of the supplementary school in these congrega-
tions to “compete" with other institutions, especially the day school, is particularly
noteworthy.

We believe that these reports can offer serious assistance to the Lead Communities, and
others seeking to improve the quality of Jewish education in North America, but we also know
that more work can and should be done. We view the reports included in the present volume
as the first "iteration,” in the language of social science researchers-—the first step in a process
that needs to evolve over time. How might that research develop? We can see two ways:
first, the research can broaden. We have only included a handful of schools in this repont.
The simple fact is we have no idea how many successful supplementary schools are curnremtly
operating in North America. We have certainly heard our share of bad news about the
Hebrew school over the past twenty-five years, but we have heard very little about the suceess
stories. It is likely that the number is small, nonetheless, it is clear that this "first edition” of
the Supplementary School volume has touched only a few examples.

In an effort to plan for widening the net of possible sites, at the time of our first
exploration of supplementary schools, we sent a letter to all the members of the CHE Senior
Advisers committee asking for their suggestions. In addition, we sent a similar letter to con-
tacts within CAJE. Because of these inittatives we now have a list of 20 to 30 supplementary
school that we might want to investigate in the next stage of Best Practice in the Sup~
plementary School. We should note, however, that such an investigation would likely be more
time-consuming than the first round. Here we will not have the advantage-—at least in most
cases——of the prior knowledge of the sites that our current researchers brought with them te
the task.

A second way of expanding the research in the supplementary school area would be in
the “depth" of the current reports. Many of the report writers have said that they would like
the chance to look at their best practice examples in more detail than the shott repotts have
allowed. 1 have called this the difference between writing a "report” and writing a "pertiaii”
or study of an institution.* As further iterations of the Supplementary Sehool velume
develop, we would like to see more in-depth portraits of schoels and programs.

iThe most well-known example of the "portrait" approach is Sara Lawrenee Lightfeet’s beek
The Good High Schoeol (Basic Books, 1983.)




Please note: In order to preserve the privacy of the best practice schools for a public
document such as this one, all of the synagogue names (and personmel directty associated witlh
those synagogues) have been changed.

Improving Supplementary Schools: Some Practical Suggestions

It is obvious from these first explorations that there are numerous ways in which sup-
plementary schools could be improved using the Best Practices Project. The following sugges-
tions are by no means exhaustive, but they represent ways individual schools or groups of
scihools within a community could begin to work for change.

1. Use the Guide

A good place to start is with the "The Guide for Looking at Best Practice in the Sup-
plementary School" (see Appendix I). Even though it was designed for use by a group of
experts with considerable experience as school observers and it was not intended to be am
exhaustive "evaluation tool," nonetheless the Guide offers the opportunity for "insiders" at a
institution-—both professionals and laypeople-—to begin a conversation about the strengtihs amd
weaknesses of their school, Obviously, insiders will have the disadvantage of less "objee-
tivity" than outside observers, but on the pesitive side they also have much more information
and deeper sense of the real workings of the sehool. Using the Guide is a good was to start
thinking about the directions supplementary school edueation should and could be taking.

2, Improve the Sehool at the Systemie Level

One charaeteristie commen to all the best praetiee sehools was the system-wide orieniiar-
tion of the supplementary school. By "system-wide" we mean a number of differemt, but
inderrelated matters. First is the relationship between the sehoel and the synagogue. At this
time in the history of Neorth Ameriean Jewish edueation, virtually all supplementary schoels
are synagogue-based institutions. One thing that eharaeterizes a best praetice sehool is the way
that the scheel fits into the everall orientation of the eongregation. The sehool refieets the
vallues of synagegue and the synagegue gives a signifieant role to the sehool-—1n its publieity,
in the status of the scheol commities of beard within the synagegue strieture, in all the mamny
sutbtle messages that the synagegue sends. A sehesl that is valued and viewed as central to the
concerns and mission of the synagegue has a mueh greater ehanee for sueecess. One need emly
look at the reports on “Temple Isaiah" and “Congregation Beth Tzedek™ for twe vety different
examples of the same effest. Adding ts the impaet of this idea is the faet that both of these
congregations alse house day sshesls. Yet despite the generally held perception that the sup-
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plementary school will have a much lower status than the day school when both are housed
within the same synagogue, in these two examples we see supplementary schools which are
successful and profoundly appreciated by their congregations.

How does the supplementary school become a valued institution? It is obvious frewmn
the best practice reports that the key player in bringing this about is the rabbi of the congrega-
tion. Virtually every best practice report talks about the investment of time, prestige and imter-
est of the synagogue’s rabbi. If we are to begin to improve the quality of the supplementary
school, we must engage the rabbis in an effort to raise the stature and importance of the com-
gregation”s school.

Lay leadership also has an important role to play here, as the best practice reports poimt
out quite clearly, and that leads us to the second element of working on the system: the
stakeholders in the synagogue must be involved in an ongoing conversation about the goals and
mission of the school, When the report writers talk about schools which are "drivem" by their
goals (see, for just one example among many, the report on "Temple Bnai Zion"), which have
a clear sense of their “vision" (see, for example, "Congregation Reyim," a school with a verny
different vision from Bnai Zion, and which succeeds with a similar impact.) The best practice
fepotts indieate that schools which work are places that continually try to find ways to involve
the key partieipants in ongoing reflection upon and discussion about the goals of the schooll.

Finally, best practice schools are places that view their schools as one part of a mudh
larger context. These are places that see the synagogue as a whole as an educating comr
munity. In sueh places we are more likely to see the integration of the formal progtam (the
"sehool") with a variety of informal programs-—such as eamps, shabbatonim, family retreats,
trips to Istael, holiday programs, (zedakah programs, arts programs, ete.

Implieations and Possible Recommendations

If we want to have an impaet on the supplementary schoel we need te begin with the
Fabbis. 1t seems that a program of conseiousness-raising and praetical skills development for
tabbis in the Lead Community would make a great deal of sense. Such a progiemn could be
develeped threugh the natienal rabbinie erganizations (RCA, RA, CCAR, RRA) or indepeir-
dent of them. 1t might inelude visits to the best praetiee sites and meetings with the rabbis in
those synagegues.

A similar program for lay leadsrs eould alse be lawnched. Here the ideas leamed fiom
the best prastiee repeorts esuld be studied and explored, so that lay leaders eould eome to

understand the edueational prineiples that make for sueeess in the area of the supplementary
sethool.

3. The Leadsr is Cruejal

If there is one thing shared by all the best practice sehools; it is the key rele of leader-
ship in creating quality. 1n mest sases the leader is the edueational director; 1A one swall
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symagogue ("Ohavei Shalom Congregation"), it was the rabbi in pamiculer. These leadess
provide continuity, build morale, work with the rabbi and lay leadership om issues of status
and vision and many other things as well. In addition such a leader cam help turm around @
school that needs to change ("Emeth Temple®). It is the primcipsl who helps defime the imstit-
tiion as oriented toward problem-solving and not defeatism and, it appears, the primsipal also
seems to be an important factor in maintaining a school without significant "disciplimne”
problems.

The people described here can all be characterized as educationsl jeaders. They see
their role not primarily as administrative or organizational, but as educationzl in a vamety of
ways. For some it takes the path of supervision and in-service education; for others it is by
being inspirational or spiritual models; for others it is in pedagogic creativity, programming or
curricular improvements. There is no one single way to be an educationzl leader, but it is hamtl

to imagine a successful school, based on these reports, which would not have that kimd of
professional leadership.

Implications and Possible Recommendations

Of course, saying that a supplementary school needs an educatiomal leader is 2 good
deal easier than finding such a person. But knowing the importance of leadership cam lead to a
number of important practical suggestions: a) when hiring an educational director, seek owt a
person who c¢an provide leadership appropriate to an educational institutiom, not just someome:
wiho is a good administrator. Such a consideration should influence the kinds of questioms ﬂ]halt
are asked in an interview or solicited from recommendations. b) Imvesting m leadershyp means
fimding ways for educational directors to attend serious, ongoing training programns that
help them grow as leaders, ¢) Consultants who know about educationzl leadership develop-
ment can help schools improve by weorking with . d) Places might want to develop peer groups
or paired tutorials for education direetors. Having a serious opportunity to grow as a pirofes-
sional can be enhanced by peer groups which are well-designed to focus om inmpontant: edinces-
tional issues or by having pairings of prineipals who eould meet on a regular basis. Swdh
groups could be organized denominationally er en the basis of the size and type of institutiom.
Professional consultation and training eguld eome from a mixture of natiomal service imsfitur-
tions (UAHC, United Synagogue, ete.), institutions for higher Jewish learming (YU, JTS,
HUC, ete.) and institutions from the werld of general edueation such as wniversities,, maiming
organizations, or professional seeieties.

4. Invest in Teachers

Despite the importancs of systems and the eentrality of leadership, in the end sdhells
suceeed oF fail beeause of what happens in the individual elassreom. The best praetive sohedlls
are all charaeterized by an emphasis on the teacher’s key rele. In different ways each of the
best practice schools try to deal with the three fundamental ditaensions of staffing a sehoeli:
recruitment; retention, and prefessienal growth.



For some of the best practice schools recruitment is A6t 8 major problem. A place like
"Temple Bnai Zion" has a staff of veterans and experiences a very smalll ameunt of tumeOwar.
In gemeral, good schools tend to perpetuate themselves because their reputations are welll
known in the community of educators and when openings appeat, teachers willl want 16 come
o work in such an institution. Here in a slightly different way, the educational leader makes a
diffference. 'Who would not want to work for the revered principal of "Comgregation Beti
Tzedek™?

Still, recruiting good teachers is not always easy, even for outstanding synagogues amdl
some of the best practice schools have tried inventive solutions to deal with the problam.
Ceriainly the most radical has been the teacher-parents used by "Congregation Reyim." Thiks
symagogue has developed a unique approach that deserves serious consideration. The plusss
and minuses are spelled out in the report. The most important point of the Reyim modiel,
howewer, is that the school works at training the parents for their jobs as teachers. Wittheut
that training and in-service the program could not succeed.

Other schools (such as "Congregation Beth Tzedek" and "Emeth Temple™) have wsed
teemaged teacher aides or tutors in the Hebrew school. This has the dual effect of helpimg eutt
tihe professional teachers and finding useful involvement for the teenagers im the educatiomsl
life off the congregation.

Finding ways to retain outstanding teachers is a crucial component of success. [t is matt
easy to determine what is cause and what is effect here, but it is clear that stability of staff s
ome of the marks off the best practice schools. Success in retaining teachers involves a mumber
off imferrelated actions: fair pay is one thing, but this matter came up quite infrequemntly wn the
bbest practice investigations. More to the point was a sense of being apprecizted by the educa-
tional director, the rabbi and the community as a whole. There are a number of suggestigms
tthat the reports present about teacher esteem. The key point is that this matter is directily
reated to the systemic issue of the congregational attitude about the role and immpottance of
education. Where education is valued, teacher esteem will tend to be high.,

An ethos of professional growth and teacher education characterizes alll te best pratite
scthoolls, even—-ene might say especially—in places that use "nonprofessiomal" teachers.
Professional growth oppertunities have the advantage of both advancing the quality of teadins
and theiir sense of being valued.

We have seen many forms of such professional growth, but they tend to eemter areund
fthree areas of foeus: a) efforts to inerease the subjeet knowledge of teachers with sessioms oh
Bille, Hebrew or Jewish holidays as examples. These sessions are particularly immpottamt feir
teachers in supplementary sehools whe may be professiomal general edueatons (such as public
school teachers who sometimes teaeh in supplementary schools) whe have pedegegic skillls buit
laek Jewish knewledge. b) efforts to inerease the skills of elassroom teaching such as diseus-
sion leading, surrieular implementation of elassroom management. ¢) efforts to build a sense
of personal Jewish cemmitment in teachers.

The best prastiee scheels use loeal egntral ageneies, deneminational ougemizdiions and
at times commereial Jewish textbook publishers for teacher edueation sessions. Teaehess aie
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also sent to conferences, most notably the national CAJE conference, locdl mini-CAJE com-
fferences where they exist, conferences connected to the various denominational educatiomel
organizations and experiences in Israel.

Most of the best practice schools engage in professional supervisiom of teachers, almaost
allways by the principal. It is also noteworthy that a number of the reports memtiom that the
educational directors find that they do not do as much supervision of teachers as they would
like.

Implications and Possible Recommendatioms

The area of professional growth is one that should be able to make significamt mpect
on Jewish education quality in the supplementary school. We know from the research im
general education that in-service education needs to be sustained and systematic and there are a
number of ways that such programs could be implemented, aside from the worthy policy of
sending teachers to the national and local CAJE conferences. The CAJE conferemces play a
very important role in contemporary Jewish education—especially in lifting the morale of
teachers—but they can not be considered a sufficient answer to the questiom of teacher edca-
tion and professional growth,

What form should professional growth take? It is clear that many differemt options are
wsed. These include the three possible foeal peints mentioned above: Jewish subject matter
knowledge, pedagogic skills, issues of Jewish commitment. The means used include: inservice
programs run by national organizations, extension eourses at local universities, adult educatiom
programs geared for teachers, loeal BJE personnel eoming into the school, sessions rum by the
local BJE, retreats for teachers, programs in Israel geared for teachers. Generallly schoolls
must find the finaneing the help teachers attend these eonferences and sometimes momey must
be found to pay for substitutes while teachers attend workshops. Some schools pay the
teachers to attend sueh sessions of relate their salaries to speeific hours of inservice tiaiming.

The best praetice schools do varieus things te werk on retaining teachers. Im gemeial
the foeus is on raising the status of the sehool, and henee teaching in the sehool, withim the
congregation as a whels. Singling eut the aceemplishments of teaehers through the synagogue
bulletin and rabbinie suppert is esupled with treating teachers in a professional manmer, giving
them the appropriate werkplase and supperiing teachers’ trips to eonferences and other im-
serviee sessions. Different lgealities deal with recruitment in different ways. Tihe efforts des-
cribed in the repetis of some eongregations to use teenagers and parents in the sehool a8

teachers of adjunet {eashers may be apprepriate for adaptation by seheols whe have difficully
finding teachers.

S. 1nvelve the family

“Family edusation" has besome a satehwerd 1A eontemporary fewish education, but it
is obvieus frem the best praeties reperts that the term is used in many different ways in dif-
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ferent settings. The overall goal of family involvement is clearly an important one for many
reasons. Family involvement 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, helps give
children a sense that Judaism is not "just for Hebrew school," and "empowers" paremts by
assisting them in doing the home-based informal educating that has been typical of Jewish life
for generations. The best practice reports show that family involvement may take mamy
forms-—adult learning, family retreats, actual teaching by parents in the school or an entire
curriculum focused on family education, and others as well. There is little doubt that an
increased and serious investigation of more family involvement in the synagogue school can
have a powerful impact on its success.

Lead Communities and Best Practice: Implementation

In what way can the Best Practices Project directly assist the Lead Commumities? We
see three immediate uses of the project: knowledge, study, adaptation. First, the Best Prac-
tices Project offers "existence proofs” for the successful supplementary school, knowledge that
such places actually exist. It is possible to answer "Yes" to the question, "is there a Hebrew
school that works?"

Beyond merely knowing that such schools exist, we can use the best practice repoits as
models that can be studied. These schools "work” and they work in a variety of ways.
Professor Seymour Fox has often spoken about the Best Practices Project as ereating the "eur-
riculum” for change in the Lead Communities. This should include: Exploratiom of the
particular schools through study of the reports, meetings with the researchers who wrote them
up and the educators who run those schools along with visits to the best practice sites.

Finally, it is crucial to think hard about adapting the best practice sites to the speeifie
characteristics of the Lead Communities. It is unlikely that a program that exists in one place
can simply be "injected" into a Lead Community. What must happen is a precess of analysis,
adaptation, revision, and evaluation, What the Best Practices Project does is give us the
framework to begin the discussion, explore new possibilities and strive for excellence.

From Best Practice to New Practlee

Best practice is only one element in the improvement of Jewish edueation. Even those
programs which "work" can be improved. Other ideas as yet untried need to implemented and
experimented with as well, The Lead Community idea allows us a ehanee to go beyond best
practices in order to develop new ideas in Jewish edueation. At times we have referied o this
as the “department of dreams." We believe that two different but related matters are invelved
here: first, all the new ideas in Jewish edueation that the energy of the CIJE and the Lead
Community Project might be able to generate and seeond, the interesting ideas in Jewish
education that people have talked about, perhaps even written abeut, but never have had the
chanee to try out. It is likely that developing these new ideas will eome under the rubtie of the
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Best Practices Project and it is our belief that the excitement inherent in the Lead Comumuumity

Project will give us the opportunity to move forward with imagining innovative new plans and
projects for Jewish educational change.
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APPENDIX 1
Council for Initiatives in Jewish Education
Best Practices Project
Barry W. Holtz

Guide for Looking at Best Practice in the Supplementary School

A "best practice” supplementary school should be a place...;

1. Systemic Issues

a. --with well articulated educational and "Jewish™ goals
[What are those goals and by what means are they articulated? Meetings? Publica-
tions? Sermons?)

[What are the outcomes that the school seeks to achieve and how does the scheol
measure success?]

b. —where stakeholders (such as parents, teachers, laypeople) are involved in
the articulation or at least the validation, of these goals in an ongoing way
[What is the process by which this articulation and invelvement happens?]]

¢. —with shared eommunication and an ongoing vision
[How do we see this in the day to day life of the seheel?]

d. —where one feels good to be there and students enjoy learning

[In what way de you see this? What is the atmosphere in elasses? The nature of
student behavier and "diseipline"?]

e. —where students continue thelr Jewish education after Bar/Bat Mitzvah

[Does the sehool have aetual data abeut this?]

II. Currieulum and Instruetion Issues

a. —which takes curriculum seriously and has a serious, well-defiredl ewi-
ricnlum

[Is it a written curriculum? Do they use materials published by the denombnational
mevements? By commereial publishers?]
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b. —and in which, therefore, students are learning real "contemt"

[Do you have a sense of what the students learm? About Jewish religious life and
practice? Moral principles? History? Hebrew language? Israel, etc. Im wiat
way, if any, does the school monitor student progress”]

c. —in which one sees interesting and "sfrong™ teaching

[Is there a particular style of teaching that you see in the school? (Discussicms?
Lectures? Group work? etc.)

Who are the teachers? What is their Jewish educatiomal background and preparz-
tion? What is their relationship to the students?

What 1s the stability of the staff over time? What does the school do to help new
teachers enter the school?]

d. —in which one sees attention given to "affective’” experiences for childirem

(s there occasion for “practice" in Jewish living or values? For example, is there
a tzedakah project, an Israel project, a mitzvah project in the school? Is there
a Junior congregation or other opportunity for experiencing praye:”? Are there
programs in the arts—musie, danee, ete? Is there a retreat or shabbatomn
program for children?]

d. --with family or parent edueation programs

[What does the school de in this area? Do they use any specific matetials or
programs? (whieh ones?) How often does this happen? Is there a retreat or
shabbaton program for families? Are parents required to engage in some kind
of adult learning? In what way?]

Iim Supervision Issues

8. =which engages in regular serious inserviee edueation and/or supervision of
teaehers

[Whe dees the supervision? What is it like? How regular is it? Does the school use
outside eonsultants for inservies? Are teaehers sent te inserviee sessions?
Where and in what way dees this take place? Is there a retreat of shabbaton
program for teachers?)

b, =with an effective prineipal whe serves as a true edueational leader

[in what way dees the prineipal demenstrate this leadeiship? How do the
teachers...the parests....the rabbi peregive him/hei?)

Inirednction
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Council for Initiatives in Jewish Education

Best Practices Project

"Temple Isaiah™

Overview

In this report Kathy Green describes "Temple Isaiah,” a Conservative congregation of
between 1,200 to 1,300 member families, located in the suburbs of a large Eastemn city.
Isaiah houses four separate, semi-automous schools, each with its own programs and
staffs.

Isaiah includes both a supplementary school and a day school. The comgregation is careful
to find ways to integrate both the congregational school students and the day school stu-
dents and can serve as a model for that kind of programming.

Isaiah is characterized by its well-trained, stable staff of teachers and the enthusiastic (and
full time) leadership of the school’s principal. The principal is involved very closely with
the educational (not just the administrative) side of the program and observers believe that
his leadership is partially responsible for the success of the school. The synagogue itself
places a good deal of emphasis on the school (despite supporting a day school as well) and
the rabbi as well as the lay leadership is highly supportive of its activities. The fact that
the principal has a full time position is viewed within the commumity as one indication of
that congregational support,

The principal pays close attention to the educational content of the school and has been
developing a graded eurrieulum for the sehool using the resources currently available on
the market. School-wide affective educational experiences are also emphasized. Isaiah is
an example of the way that a large and well-funded institution can make outstanding use of

its resourees in developing and nurturing its synagogue school, alomg with a host of other
edueational activities.

Temple Isaiah



Council for Initiatives in Jewish Education

Best Practices Project

"Temple Isaiah”
Kathy Green

INTRODUCTION

"Temple Isaiah” does many things very well. It is both numerically and physically a large
institution, a Conservative synagogue of between 1,200 to 1,300 member families, housed
in a sprawling building at an expressway exit in the suburbs of a large Easterm city, My
primary contact person and informant at [saiah was Rabbi S., a graduate of the Jewish

Theological Seminary, and for the last four years the director of the synagogue’s religious
school.

Rabbi 8. characterized Isaiah as an umbrella which reaches over four separate, albeit not
autonomous schools, each with its own programs and staffs.

SCHOOLS WITHIN A SCHOOL

First, let us briefly look at the four schools, their programs, and staffs. Dr. P. serves as
educational director, placing him in a supervisory position above Rabbi 8.; Dr. P. is also
principal of Isaiah”s Solomon Schechter Day School (SSDS). This day sehool for childrem
from K through 8 began ten years ago with 17 children and eurrently has an enrollment of
342, of whom 40-45% are children of Isaiah members. Rabbi J., the senior rabbi of the
synagogue, explained that he worked for the establishment of the sehool as a strategy to

infuse what he pereeived as an aging and faltering eongregation with young people and
new aetivity.

While Dr. P. believes that 20-25% of the SSDS students eome from other eongregations
and perhaps 30-35% are not affiliated, the seheel is subsidized by Isaiah. Tuitien is under

-1177



=18

$3,000 per year, and a spring trip for graduating 8th graders to Israel was financed in such
a manmer as to insure that no child was deprived of the opportunity to go for finamcial
reasons. The Solomon Schechter Day School’s PTA is represented on 8 PTA Council
allong with representatives of other Isaiah schools. Dr. P. runs a "Middie School Minyan”
which meets twice a month in the synagogue and is only for childrem. Rabbi S. and Rabbi
J. each teach courses in the SSDS. Thus the human and administrative integration of the
school within the larger Isaiah structure is apparent. Professionals (such as Rabbis S. and
J.) are visible within the school and can be effected by their own experiences of comtact
with students, faculty, staff and parents.

THE RELIGIOUS SCHOOL

Teachers employed by SSDS also teach in the religious school, whichh maintains clzsses
for grades K through 7. While the total religious school enrollment is 388, class meetimg
times vary in duration and schedule slots. Kindergarteners and first graders omly attemd
classes on Sundays. Second through seventh graders attend school three days a week for a
total of six hours per week.

Now meeting for its third year and with double enrollment over its first year, 26 religious
school students in grades 5, 6, and 7 have elected to attend school for two additiomal houts
each Sunday. Students follow the regular curriculum of the six hour progranm but are the
beneficiaries of special programming in the additional two hours. Classes in Toralh camtil-
lation and Zionism have been offered, and the question of possibly using the additiomall
time to develop an enhanced Hebrew language tract has been raised.

Ms. R., who directs this voluntary "enrichment program™ is very proud at having received
a grant for next year to fund a life history unit. In this unit a geriatric social worker will
train students in interviewing techniques; children will collect information from residents
of an institution for the elderly; a professional writer will help children tramslate their
interview data into a play; and finally the children will perform their play for their eldery
informants. The children will also study traditional Jewish texts related to issues of grow~
ing older.

For the last four years Rabbi R., Isaiah’s assistant rabbi, has directed a Hebiew high
school program, where alumni of the religious school and SSDS ecam meet. A typieal
activity which draws about 100 teenagers is a menthly, soeial dinner meeting. Until the
end of this school year (1992) mere serious religious sehool graduates were enepuraged to
attend a three session a week BJE pregram and eome to a Havurah study session at Isaiah
on Tuesday nights. SSDS alumni were eneouraged to partieipate in a similar BIE stree-
ture. By enrolling in any Tuesday evening yeuth program at Isaiah a student autematically

Temple Isaiah



becomes a member of USY. A special swdent/faculty committee called "Lift" is
responsible for social programming. A structural problem or challenge for Isaish is that
eighth graders who are already graduates of the religious school may seek out youth
groups separate from the eighth graders who are still students in the Solomon Schechter
Scihool.

The following structure and system for accommodating differing interests on the part of
stndents has been designed for next year. Students who chose may attend a weekly, ome
evening (Tuesday) high school program. Within this program there are two tracks. They
may opt for the “bet midrash,” which is text oriented; led by Isatah rabbis; has
homework, grades, and required attendamce. Or they may decide to attend the "Havumdn"
which is centered around discussion. Alumni of Solomon Schechter Day School or serious
graduates of the religious school may elect to attend the community’s Judaic Academy for
two evenings a week and the "bet midrash” at Isaiah on Tuesdays. The religiows school
and SSDS graduates will be placed in different classes at the Judaic Academy, because of
the variation in their levels of Hebrew language skill. All participates of Tuesday evemimg
programs will also be invited to the monthly social dinner. So far, because of the age of
the Solomon Schechter Day School, there have only been two graduating classes. To date
very few graduates have gone on to day schools, thus sending member childrem back imto
the pool of Isaiah young people.

PRE-SCHOOL

Another "school within a school” is the pre-school, which is directed by Ms. L.
Approximately 250 children attend the pre-school. The pre-schoot accepts childrem as
young as two years of age and goes through pre-k. The pre-school functions as a feeder
school for SSDS; in faet, the pre-k class evolved out of need for a class for childrem not
quite ready to enter Schechder’s kindergartem. Interestingly, paremts of pre-school
graduates who do not intend to send their children to SSDS tend to vesist sending their
children to Isaiah’s kindergarten, ehoesing to enroll them in the religious school for first
grade, Their reasoning seems to be to allow their children more time for tramsitiom to
"regular" scheol kindergarten, feeling also that the children have received a lot durimg
their pre-school years.

FAMILY EDUCATION

Ms, M., a graduate of Brandeis University’s Homstein progrem and a teacher withim the
religious sehoeol, direets three family edueation eocordinators whe began working with
kindergarten and first graders and their families but hope to expand their werk upward
through the grades. The eurriculum for sessions with pareats is designed to support what
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is happening in children’s classes. The rich resources of Isaiah are reflected in some of the
materials designed for a recent family education event. Children were learning about their
Hebrew names. One of Isaiah’s three on-staff art teachers designed and calligraphed spe-
cial birth certificates. Parents were supplied with xeroxes of perpetual calendars to look up
their children’s Hebrew birth dates and fill in the birth certificates. Later paremts received
mailings of suggested strategies for celebrating Jewish birthdays in educationally enriching
ways.

Ms. J. explained the benefits of such programs: a way of informing paremts what is hap-
pening in class; educating parents themselves; public relations for the school within the
entire synagogue.

There are a number of frameworks within which children from the Religious School and
from Solomon Schechter can interact. Graduates of either school can earn $5 an hour
working as tutors, helping the cantor in the "Hazan’s Program." To qualify for this
particular program students must demonstrate cantorial proficiency. Religious school aides
are also paid $5 and are required to keep jourmals describing their work with younger
children. According to Jane Rachel, a ninth grader who works as a religious school aide
and attended SSDS, the $5 an hour pay represents an important incentive, giving the
program a firmer foundation than if she and her friends served as volunteers. Next year
ten young people have committed themselves to attending a two hour a month edueatiom
course as well as combined study in the Judaic Academy and Isaiah and jowimal keeping to
work as religious school aides or aides to the Havurah and younger children's youth
groups.

YOUTH GROUPS

There are three youth groups for elementary school students (3rd and 4th graders; Sth and
6th graders; and 7th and 8th graders). Shabbat morning eould find the following groups
functioning outside of the main sanetuary serviee: Torah for Tots; Junior Cengregation
(led by Rabbi S. and comprised of young families; 2/3s of the children who lead the ser-
vices are from SSDS, 1/3 from the religious school); Middle Seheol Minyan meets two
times a month and is only for kids, lead by Dr. P. and attended by SSDS students). Onee
a month there is a free Shabbat luneh attended by any and all kids’ and their parents at this
lunch birthdays are announeed.

Temple Isaiah



STAFFING

While the stafff of the religious school is well trained (out of 17 teachers, there are 1
MS.W., 7 MS.Ed’s, 1 close to finishing MS.Ed., 1 PH.D.), what is probably special or
unusual about the faculty, according to faculty members interviewed, is the enthusiastic
and full time leadership of Rabbi S. Rabbi S. explained that teachers are recruited through
the BJE placement service, and their salaries follow the BJE scale. Only two teachers whe

were members of the faculty four years ago when Rabbi S. began his tenure remaim today
on the faculty.

What does Rabbi S. look for when hiring a new teacher? Knowledge of subject matter to
be taught; ability to present the subject to students; sense of vocation or missiom; love of
kids; comfortableness in teaching in a Conservative synagogue. According to Ms. J., four
out of ten teachers with whom she works directly in the school would not drive om Shalb-
bat.) Rabbi S. expressed willingness to change curriculum to capitalize on the individuzl
talents of teachers. While he neither requires teachers to submit lesson plans nor schedules
formal observations of teaching, he expects teachers to attend monthly administrative staff
meetings over dinner and team meetings of teachers working in the same grade level. He
frequently enters classrooms and joins in the children’s activities. He will draw amd color
with children and tells teachers to call on him to answer a question, if he raises his hand.
He believes that he has earned the respect of teachers by putting himself "om the lume" by
teaching at SSDS. Significandy, he is a full time principal of the religious school.

CURRICULUM

What is the religious school’s curriculum, and how did it evolve? Clearly the BJE’s
Synagogue Council, which grants an annual subsidy of $12,000 to Isaiah, as an arema for
developing curricular teaching materials, has influence. Rabbi S. maintaims that the
school’s current curriculum grew out of dialogue between the principal and his staff and
that he worked with two guiding principles: 1) You can’t teach everything; and 2) Each
year should be different. Further, he built on what existed when he came to the school amd
made changes slowly. Seme changes he made inelude: phasing out conversatiomal
Hebrew; requiring teachers to design and share with students a "seder shel yom";
encouraging teachers to develop elassroom goals which enable him to oudime a curricular
overview of the sehoel.

It is Rabbi §.”s dream that eaeh elassroom teacher begin the year with an itemized docu-
ment of goals for each student. Next te eaeh goal is a space for the teacher’s signature
when the geal has been achieved. Currently these doeuments are in use through the "heln"

=221

Temple [saialh



~22

level and are in the works for higher grades. Curricular content is listed below by grade
level.

Alleplh: Letter identification leading by the end of the year to oral readimg. Throughout the
grade levels, understanding of Hebrew words is taught. On tests in higher grades studemts
are expected to write Hebrew words, names, etc., in response to questions {i.e. Avmiliam
(in Hebrew) left Haran (in Hebrew)}. We learn this in Sefer Bereshit (in Hebmew)] -
Melton holiday materials - Family education programs orchestrated by Marietta (for
example, the moon & the calendar; Jewish birthdays & names)

Bett: The year of havdalah: family education program; learming first part of shahanit:
Israel; holiday vocabulary; Our Living Past (Behrman House).

Gimmel: Kabalat shabbat: home rituals; Ron Wolfson’s seder shel shabbat matenfals;:
Melton work books for Bereshit and kashrut. Through their work on kashrut students have
become enthusiastic callers with questions to the local Halacha Hotline, Near the end of
the year the Rabbi who runs the hotline visited the class and enabled children to meet the
person behind the voice on the telephone.

Paled: Torah reading, Passover Haggadah: the Book of Exodus

Heh: Hallel; the Book of Numbers; Rashi (through Melton curticulum)

Vav: Tikun Qlam with reading of Jonah (self); Esther (responmsibility); Ruth (extra aets of
loving kindness); Amidah,

At the completion of the vav year an examination of Jewish knowledge is given. Im order
fo graduate from religious school students must pass this examination. Oceasionally stu-
dents fail and are given an opportunity to re-take the exam. Children failing the examiiar
tion have been assigned an alternative: reading five books and writing reports. It has hap-
pened that a child did not pass the examination, chose net to fulfill an altemnative assigh-
ment and was not allowed to graduate.

At the end of the seheel year summer homewerk and/or reading lists are handed out.



AFFECTIVE EXPERIENCES

Rabbi S. identifies as one of his strengths the ability to create affective and effective
school wide events and credits his years of experience working in Ramash camps as the
sowrce of this knowledge. What follows below are two of this observer’s favorite
examples.

I ) For Yom ha Shoah (Holocaust Remembrance Day) an enormous collage-type poster
was created by teachers and artists in the school. The poster consisted of a map of Europe
with photographs illustrating Jewish creativity and life which was native to particular cities
and regions. Children were asked to look at the poster very carefully and speculate about
the people who lived before the Second World War in locations depicted om the poster.
Next as the story of the Shoah was told, the poster was cut up into many fragmemts.
Children were given only a very small percentage of the remnant of the poster and told
that they could fry to create another collage working with poster paper om which were
identified cities that had received refugees after the war: Tel Aviv, Haifa, Jerusalem,
Montreal, New York, etc. The children became so engrossed im their attempt at
reconstruction that the school day ended and they did not want to leave their project. Thus
they participated in a graphie illustration of destruction and resurrectiom.

2) “Rabbis and Remans" is a game played in eelebration of Lag b’Omer on the wide lawns
and playing field of Isaiah. Areas are marked as eaves and tunnels, which are safe spaces.
Children are divided inte twe teams: Rabbis and Remans. Midway through the game, a
whistle is blown and children switch. (Rabbis become Romans, and Romams become
rabbis.) Each teaching of Pirke Avet is eut out on a separate slip of paper. Rabbis cam
only learn Pirke Avet in a safe place, but a whistle is blown te limit time available im amy
given eave of tunnel. The winner of the game is the team of rabbis who has leamned the
most Pirke Avet. A rabbi eaptured by a Roman ean no longer learn Pirke Avot. Perihaps
the nicest aspeet of the game is that the rules were werked eut by Jacob, a young teachimg
aide in the seheol.

MEASURING SUCCESS

By what yardstick ean suesess of Isaiah’s scheels be measured? If enrollment is a
standard,; then elearly the programs are sueeessful; withess the religious sehool’s teacher
rester which shews an inerement of numbers of elasses in each grade level with the largest
number of inereases paralleling Rabbi §.7s presence within the sehoel. According to
teaehers, SSDS and religious seheel students are meeting positively within the walls of
Isaiah,; acknewledging differenees in their edueations (especially in Hebiew languwage) but
alse finding sommeonality in Jewish commitment. While this pesitive visien eould ealy be
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validated through extensive interviewing of students and parents, Rabbi S. in part accoumts
fior the successful integration in the following way: By hiring him 2s a full time profes-
sional devoted to the religious school, the synagogue’s leadership made an importamt state-
ment about their valuing of and commitment to the legitimacy of the supplementary school
and its programs. (Other strategies for positive integration have been noted above.)

The apparent success of Isaiah in terms of increasing enrollment and expressed enthusizsm
on the part of faculty, administration and students is contradictory to both curremt
demographic studies and patterns observed within the United Synagogue. Whem asked
about the apparent comtradiction, Rabbi S. joked, "Welcome to Toronto.” By this he
meant that the city itselff represents a more traditional Jewish communmity tham mamy other
U.S. cities.

In terms of implicit goals of nurturing positive Jewish identity and commitmemnt, Rabbi S.
and teachers eagerly cite examples of children and teenagers who devote extra time amd
efffort to programs within the synagogue and to such positive affect and enthusiasm im
classrooms as manifested by Ms. C.’s fourth grader skit writers or Dr. M.’s video imtes-
viewers.

It should be pointed out that from those interviewed, two themes explaining sueecess were
most frequently articulated, Rabbi 8., himself, was praised enthusiastieally, and Rabbi J.
was credited with significant administrative aeumen in ereating the organizatiomal strueture
within the synagogue’s educational programs. It should be neted that one of Rabbi §.’s
first tasks, assigned by Rabbi J., as he entered Isaiah’s employ was to write an adminiser-
tive manual for the religious school. Finally it should be appreeiated that the synagogwe
both had the meney and leadership whieh enabled it to seek a skillful and talented profes-
sional staff.

June 1992
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Council for Initiatives in Jewish Education

Best Practices Project

“Ohavei Shalom Congregation™

Overview

In this report Kathy Green describes "Ohavei Shalom Congregation," a thirteem year old
Reconstructionist congregation of 125 family unit members, located in a small city in New
Jersey. Her report focuses primarily on the success of the family education program at
Ohavei Shalom. This is an example of how a small congregation with limitations on its
funding can effectively use family education as a means of both teaching childrem and
having a powerful impact on the synagogue as a whole.

Along with the regular curriculum of the school, year-long themes have been chosen for
the five years of schooling. The goal of the program is to help people find themselves
Jewishly by refracting their lives through the thematic concepts of the programn. The
synagogue hopes to influence the culture of the family by bringing a new vocabulary and
symbols into the home.

There are four components for presenting material related to a theme in any given yearn:
First, one hour of student ¢lass time on Sunday morning is devoted to the topic; second,
children and their parents are required to do projects at home together based om materials

that are sent home. The third eomponent consists of adult education sessions on Sunday
mornings for parents.

According to the synagoegue leadership, parental reactions have been positive and
enthusiastic. Beeause of this pregram the synagogue has a positive image of educatiomal
outreaeh to families. The synagogue is young, with many young families and a youthful
rabbi. The number of young families means that it is not unreasonable to anticipate that as
the initial five year program is completed roughly half the members of the congregation
will have partieipated in the family education program.

Rl CLalame Mo mnaa



Council for Initiatives in Jewish Education

Best Practices Project

Ohavei Shalom Congregation
Kathy Green

INTRODUCTION

Ohavei Shalom is a thirteen year old Reconstructionist congregation of 125 family unit
members. It is a tenant of a Baptist church and meets in a section of the church building in
a small city in New Jersey. When D. E., Ohavei Shalom’s rabbi for the last four years
and a graduate of the Reconstructionist Rabbinical College, came to the congregation, he
perceived a need for family education, a vehicle for reaching out to adults and children.
He began, in consultation with members of the Education Committee and the Hebrew
school principal, to design a proposal for a family education program.

Further consultation with representatives of the JEA lead him to craft a grant propesal
which met with positive response on the part of the Jewish Community Foundation of
MetroWest, a New Jersey Jewish Federation group. Rabbi E. proposed and received a
grant of $14,100 to fund half of a five year, family education program. At this point in
time (June 1992) curricula for three years of the program have been written, and two
years of the program have been implemented, The synagogue has matched MetroWest’s
funding, absorbing the program’s cost within the larger synagogue budget. Frugality has
allowed Rabbi E. and his staff to spend grant money at a slower rate than initially
anticipated, thus extending the amount of time that the money is lasting.

Early on Rabbi E. enlisted the aide of Rabbi Jeffrey Schein, who directs educational ser-
vices for the Federation of Reconstructionist Congregations and Havurot. Rabbi Schein,
collaborating with Rabbi E,, became the curriculum writer for the program. Rabbi E. saw
himself as "implementor® who would test curricular ideas and supply "feedback™ to adapt
and modify the eurrieulum as it evolved. Shortly before the program actually began,
Rabbi Schein paid a visit to Ohavei Shalom and offered a teacher training in-service ses-
sion to help acquaint faculty with the curriculum,



~28

What no one, including Rabbi E., could have anticipated as the program was beimg
imitiated was the profound, ripple effect it would have on the nature of Ohavei Shalem as
a whole, This report will first focus on the family education program, its structure, goals
and evaluation, and will later turn to considering some of the larger effects of the program
on the congregation.

HEBREW SCHOOL

The family education program exists within the context of the synagogue’s school, whicih
now has an enroliment of 85 children. The pattern of attendance in the school is as fol-
lows: three and four year olds come to the school one Sunday a month; five to seven year
olds attend every Sunday for two hours; and eight through twelve year olds attend Sunday
mornings for three hours and late afternoons on Wednesday, totalling five hours per week.
There is also a pattern of required attendance of Shabbat services; the patterm and its incte-
ments per year are as follows: three year olds - two services; four year olds - three ser-
vices; five year olds - five; six year olds - eight; and seven year olds and above -
twenty-eight, Older children, approaching bar/bat mitzvah’ joim Rabbi E. om the bimain
and help lead services. The general curriculum of the Hebrew school includies the
Bethrman House series as a tool for teaching reading of siddur. Growth in numberts of stu-
dents in the Hebrew school parallels Rabbi E.’s tenure in the synagegue with numbeis
increasing incrementally from the lower grades up. Curremtly ten teachers work in the
school; it is hard to make statements about stability of teacher tenure; Rabbi E. repeits
that some of the teachers have been at Ohavei Shalom for several years while ethess
fepresent rapid turnover,

STAEF

Two teachers are working, one with eaeh thematie year, in the family edueation progha.
In contrast to the common expeeiation of finding women teaching in Hebiew sehoels, at
the end of this schoel year 4il these werlking with the family eduecation programm were men.
The stafif consists of the synagegue’s rabbi, the Hebiew seheol primeipal. and twe
teachers. What the two teaehers mest signifieantly share in eommon is exiensive time
living in Israel. T. G., now 8 student at HUC/HIR, previously werked for five years as a
teacher on kibbutz and alse comes to Ohavel Shalem with a number of years experience as
& HaBenim camp sounselor. Joe F. lived in Israel on a HaShomer HaZair kibbuiz fiom
1968 wntil 1980. He somes to Ohavei Shalem with previows experience teaching
Hebrew sehosls but is employed as the viee president for production of a nerther New
Jersey manufacturing company and sees his teaching as a "laber of love.” Harvey R.. the
school prineipal; is regularly employed as a publie seheol psyehelegist; he alse is a
veteran of elementary age yeshiva edueation. Mr. R. came to Ohavei Shalem a year
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before Rabbi E.. Rabbi E. explained what he looks fer in hiring a teacher: We are seeking
teaching skill and Jewish knowledge. When we are lucky, we get both!

FAMILY EDUCATION STRUCTURE

Within a context of expected attendance, family education is structured in the following
ways. Year long themes have been chosen for five years of schooling. In the first year of
the program, when students are eight years old and in the aleph year of Hebrew school,
the theme is Hiddur Mitzvah. The next year’s theme for bet class students and their
families is Menschlichkeit: the following year is devoted to Zionism. Themes for the
fourth and fifth years are Kedusha and Tikkun Olam/ Hokhma. respectively. (Translations
of these theme names are provided at the beginning of the school year but are rapidly
dropped with the intent that the terminology enfer the participants’ vernacular.)

On what basis were these topics chosen? They seem to have emerged from dialogue
between Rabbi Schein and Rabbi E. and reflect articulated values found within the
Reconstructionist movement in general and in particular in Creative Jewish Education”
edited by Jacob Staub and Jeffrey Schein (Reconstructionist Rabbinical College and Rossel
Books, 1985).

There are four components for presenting material related to a theme in any given year.
One hour of student class time on Sunday morning is devoted to the topic. Mr. F., who
taught Bet students in the Menschlichkeit program this year, spoke enthusiastically about
student responses. He would read scenarios from Earl Schwartz’s Moral Development: A
Practical Guide for Jewish Teachers (Alternatives in Religious Education, Inc.,1983) and
encourage nine year olds to debate their responses. He found that students quickly became
involved in arguing and defending their positions. He also used Molly Cone’s Who Knows
Ten as a trigger for discussion and contrasted positive levels of attentiveness with their
involvement when he taught materials not in the family education program.

Another component of the program is requiring that children and their parents do projects
at home together. This is accomplished by sending materials home for parents and
children to work on together, for example, families in the Hiddur Mitzvah year were
asked to search their houses or apartments for objects which made their homes identifiably
Jewish. On another occasion they were asked to chose a quotation from Pirke Avot which
they found most meaningful and ereate an art project illustrating the quote for display in
their homes.

Ohavei Shalom Congregation
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Still another aspect of the program is adult education sessions on Sunday mornings for
parents. Topics for such sessions might include the origin of the menorsh as a symbel at
Hanukkah time; or a psychologist leadmg a session on menschlich ways of interacting
with children and strategies for encouraging Menschlich behavior in children. During the
Menschlichkeit year adults attended a session devoted to ethical wills. At the end of the
class they were not asked to write ethical wills but rather were asked to list values and
ideals which they hope to hand down to their children. They were them told that their
chilldren”s class would compile a list of values and ideals which they believed their paremts
wanted to inculcate, and the lists would be compared. These adult sessions which occur
three times a year for each year’s theme are generally lead by Rabbi E. and occasionally
by a paid, expert, guest speaker. The sessions are separate from adult education courses
taught in the synagogue.

Adults and children join together for three sessions on Sunday mormmmgs. A classic
parent-child session was a trip to a Jewish museum when Hiddur Mitzvalh was beimg
studied, In the Menschlichkeit program parents and children chose to hamd out leaflets
about recycling and environmental concerns at a local shopping mall.

UPON REFLECTION

What Rabbi E. perceives as unique about Ohavei Shalom’s family education progreim is
the combination of thematic approach with varying matrixes of interaction
(teacher/children; parents/children at home; teacher/adults; parents/childrem in tiips of
special events), This year there were twelve children in the Hiddur Mitzvah theme yeai;
they came, as Rabbi E. quips, from ten and a half families (two twims and twe
step-siblings were part of the program). Sixteen children in the Menschlichkeit pregiaimh
this year represented fifteen families, accounted for by the presence of one set of twins.

Attendance is expected, and either Rabbi E. or Mr. R., the Hebrew sehool’s prmeipal, tiy
te follow up absenee with a telephene eall. Unanticipated when the progiam was being
planned was the situation of a family with mere than ene child in elose age puedimity. In
sueh a eireumstanee Rabbi E. suggested to a mether that she give preiity te any piogisin
which ineluded her ehildren and "eut" adult edueation elasses in which material being
presented seemed similar to what was addressed the previous year. Thig is an example of
idiosyneratie dstails that esuld net be planned for in advanes.

Accsrding to Mr. R. and Rabbi E., parental reactions have been pesitive and enthusistic,
Rabbi E. eould think of a family with yeung ehildren that joined the synagegue in part
because of the pesitive image of edueational eutreach to families. He alse nefes that the
synagogue, altheugh numerieally small, fills its ealendar with a3 many events as much
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larger and better staffed institutions. That means that demands are made upon congregamts
which, combined with expectation of participation in on-going family educatiom programs,,
has led a few families to leave the congregation.

GOALS

What goals did Rabbi E. formulate as he talked about the family education program? He
began by discussing the importance of Jews learning about such concepts as hiddur
mitzvah or menschlichkeit. “In a non-Halachic age, how are people going to find them-
selves Jewishly? Perhaps they can be helped by refracting their lives through such com-
cepts as menschlichkeit or hiddur mitzvah. We can influence the culture of the family. We
can bring new vocabulary and symbols into the home." Rabbi E. sees the program as
being good for children to see their parents in Hebrew school and good for paremts to see
what efforts their children are exerting in school. He believes that the program is enhamc-
ing parents” Jewish educations and allowing parents who perceive themselves as Jewushlly
ignorant fo function in modest, teaching roles with their children. A fringe benefit of the
program is that by gathering parents of young children together and molding them imto a
group, they become a support group for one another as their children approach bar and bat
mitzvah. Furthermore, the rabbi and school staff have had an opportunity to influence
positively families” values and expectations as they prepare for bnai/bmot mitzvain.
Another benefit of the program is that of families with Hebrew school age children about
20 per cent are inter-married. Thus the adult edueation aspeet of the programs facilitates
reaching out to non-Jewish spouses. Parents are required by the family educatiom pregram
to come into the school for six Sunday meornings during the year; over a five year period
minimally they have attended thirty edueational sessions.

RIPPLES

Perhaps meost interesting is the ripple effeet of the progiam on the demogiaphy of the
synagogue. The synagegue is young, with many yeung families and a youthful rabbi. The
number of young families means that it is net unreasonable to antieipate that as the initial
five year program is completed roughly half the members of the eongregation will have
participated in the family edueation program. Beeause the program is epntinuews, it will
take a family with one ehild six years to beeome an alumnus of the progiam; the meyxe
children, the longsr the invelvement. Rabbi E. hepes, in faet, in the future net omrly to
publish the pregram as 2 medel for use elsewhere but also to design a similar seheme for
nursery scheel ehildren. Thus as time passes, it does net seem unlikely that meie and
more of the synagegue’s identity, public image, and aetivities will be asseeiated with
family sdueation.

Ohavel Shalem Copgregation
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EVALUATION

When asked by what criteria the program could be evaluated, Rabbi E. and his staff all
pointed to "positive feedback," enthusiastic comments, attendance, attentiveness and
involvement on the part of students. The program has received positive reviews from the
JEA, laudatory local newspaper publicity and an award from the Federation of
Reconstructionist Congregations and Havurot. When asked what might be done to improve
the program, the following ideas emerged: planning long in advance with guest speakers
in place and on the synagogue calendar as much as a year in advamce; clearer, more
explicit statements of curricula for teachers; more staff meetings; either a loose leaf binder
or its equivalent on computer which would serve as a schedule diary and tell the user

"now 1s the time to send out reminder notices, etc."; greater consistency in follow up
telephone calls to parents.

Rabbi E. explained that he was more intimately involved in the administration of the
program during its first year (1990-91) and because of other responsibilities within the
congregation pulled back a little this year and gave the school primeipal more
responsibility. He believes that as the program continues to grow, more administrative
time will be necessarily devoted to the enterprise. That will mean either upgrading the

principal’s job from half to three quarters or full time or hiring someone to act purely as
family education administrator.

A problem within the synagogue which is not addressed by the family education program
is what to do with post Hebrew school children who will be veterans of the family educa-
tion project. At this point a few children go on to a regional Hebrew high school; a fled-
gling, faltering youth group is beginning . Rabbi E. is very proud that this year (in con-
trast to one student last year) eight or nine teenagers from the congregation are going to
HaBonim’s Camp Galil.

June 1992
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Council for Initiatives in Jewish Education

Best Practices Project

"Temple Bnai Zion"™

Overview

In this report Carol K. Ingall describes "Temple Bnai Zion," a large Conservative con-
gregation located in a mid-sized Northeastern city. Bnai Ziom is a school with well-
articulated goals which drive the day-to-day life of the school. The school is characterized
by its special emphasis on prayer and includes in its regular program a mandatory Shabbat
experience for students and their parents once a month,

The school has a good record of sending its graduates on to the commumity Midrasha of
Jewish Studies, which meets in the school building. Temple Bnai Ziom school is a place
where students and parents seem happy and there are few discipline problems. Teachers
who teach in both the local Schechter day school and Temple Bnai Zion sense little dif-
ference in the students” behavior in the two institutions.

Bnai Zion is also noteworthy because of its ability to deal with problems in the school
without despair or pessimism and in a creative, responsive and effective manner.

Temple Bnai Zion



GOALS

Council for Initiatives in Jewish Education

Best Practices Project

"Temple Bnai Zion"
Carol K. Ingall

The "Temple Bnai Zion™ Religious School articulates its goals as follows:

"We want our children to:

—demonstrate a knowledge of Hebrew language, synagogue skills, rituals
and ceremonies;

—observe mitzvot and demonstrate a commitment to ethical behavior and
social justice;

—understand that personal Jewish growth and learning begins, not ends,
with Bar/Bat Mitzvah;

—develop a sense of K'lal Yisrael ( a sense of commitment with and
responsibility for all Jewish people);

-—~develop a sense of dor le’dor (continuity and history of the Jewish
people);

—~develop a lifelong identification with and commitment to Judaism, the
Jewish people, and the land of Israel.”

These goals are communicated through a parent handbook, the synagogue bulletin (Kol
Bnai Zion), weekly newsletters to families, reports to the synagogue Board and other con-
stituent groups which support school programs (e.g., the Men’s Club which supports a
school-wide Jewish Book Month program) and through regular programs which implement

these goals.
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The goals were developed first by the faculty, then brought to the school committee which
consists largely of parents, and then shared with the parent body through their inclusiom in
the parents” handbook.

The goals drive the day-to-day life of the school. There is a core of Hebrew-speakimg
teachers on the faculty who address each other and the students in Hebrew. Hebrew is
promoted as a vehicle for prayer. The school stresses Tefillah. including a weekly Mimhaln
service, Havdallah on Sunday mornings, and a mandatory Shabbat experience for students
and their parents once a month. The Shabbat experience consists of the school meetimg
once a month on Shabbat, instead of Sunday. Students attend one of their classes, adapted
fo meet the needs of halakhic Shabbat observance. While the youngsters study, their
parents do so as well. Parents attend a learners’ minyan. Both groups joun for a serviee
and family lunch which bring the experience to a close.

Mitzvot play an important role in the curriculum of the school. Students routimely visit the
Jewish Home for the Aged; they are currentiy selling snacks to each other to save up for a
gift of wheelchairs for the Home. The school has a good record of sendimg its gradwates
on to the community Midrasha of Jewish Studies, which meets in the school building..
Generally 60% go on to Midrasha; this year’s class is likely o send 80% to Midrasha in
the fall. Students continue their informal Jewish studies as well. Ten or twelve attend
Camp Ramah; many Bnai Zion alumni supplement their Midrasha educations with summer
trips to Israel.

Israel features prominently in the school. Students perform in a Shirivah, a song festival to
which the synagogue ecommunity is invited. They perform Israeli songs, led by their
Hebrew-speaking music teacher. The sixth and seventh graders diseuss euriemt events im
Israel, using natienally published news magazines for ehildren.

Students and parents seem happy. There are few diseipline problems. Teachers whe teaeh
in both the loeal Schechter day schoel and Temple Bnai Ziem sense little difference in the
studends” behavior in the twe institutions. (Seme teaehess indieate that studemts at the
Seheshier Sehool are mere serious abeut their studies, but agree that there is nene of the
fabled heder aeting-eut here.) There are a number of explanations for student decorum.
The prineipal is eonsidered "very striet.* As the librarian eommented, “They weuldn’t
dare " The staff is an experienced; veteran group of professionals. All are trained teachers
with the exeeption of a eollege student. All but ene have been teaching for five years o
imore. When asked abeut the absenee of behavier problems, teachers peipied to the
presenee of three elergymen on the faeulty. Several teachers eommented that sinee the twe
#abbis and the eantor joined the faeulty, student behavier has impreved. Centrary te eoh-
ventional wisdom, all the teachers agree that having a parent invelved in synagegue life i§
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no guarantee of better behavior in a student. When I asked about the correlation,
numerous teachers gave me examples of dedicated parents and trouble-making children.

Students attend jumior congregation, reading Torah, and leading services. There are twelve
or so regulars who are coming weekly and beginning to bring their paremts and friends.
Parents seem to be pleased with their children’s accomplishments. This is particularly sig-
nificant in a community which includes a thriving day school. Until recenty, parents
assumed that only day school children could be comfortable in a synagogue service. The
success of the Shabbat morning monthly experience seems to be paying off.

CURRICULUM AND INSTRUCTION

The local Bureau of Jewish Education accredits each of the state’s religious schools. As
part of the accreditation process, the school must produce a curriculum. Bnai Zion, having
recently completed its accreditation review, has produced a curriculum including
behavioral objectives, learning activities, textbooks and materials and methods of evalua-
tion. The school uses some commercially available curricula, such as the Melton Bible,
Holidays and Rashi material and the Behrman House Hebrew and Hentage Siddur track.
Most of the curriculum offerings are teacher-designed. The teachers and school committee
were involved in the curricular process.

The school presents itself as a serious institution. Report cards are issued twice yearly.
There is an Open House for parents in which teachers discuss student progress. Interim
progress repotts are available for students whose work is flagging. Students seem to be
learning real content, from real Jewish texts like the Humash and Siddur.

Evaluation is done through oral questioning and the use of commercial workbooks which
accompany the texts used in the school. If the publishers make tests available, the teachers
use them. Several of the meore creative teachers are using projects and rudimentary
exhibit-based methods of assessing student progress. A Bible teacher uses a checklist
provided by the prinecipal to measure student learning. In the absence of national standar-

dized tests, evaluation at this schoel, as in ether supplementary schools, varies from
teacher to teacher.

The staff is a strong one, They are veterans with a range of five to fifty years of teaching
experience. They are knowledgeable, ineluding in their ranks two rabbis, a cantor, three
European-trained, nationally licensed Hebrew teachers, two Israelis who are professiomal
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educators, seven secular educators, a professionally trained music teacher and a profies-
sionally trained librarian, and the youngest member of the staff, an enthusiastic, "artsy"
colllege student (the daughter of a rabbi.) There is no one "Bnai Zion style;" the approach
toward instruction is an eclectic one.

The stafff is a very stable one. In a faculty of seventeen, two are new to the school this
year. The principal meets with new teachers individually to oriemt them to the life of the
school. Only the college student was truly new to the school. The other new faculty mem~
ber was in fact a parent. Relationships between faculty and students are cemented throwgh
long-standing family connections. Many of the children’s paremts were taught by the
“old-timers" on the faculty. Most of the faculty belongs to the synagogue. Approximately
hallf of them attend synagogue services regularly, where they may run into their studemts,

I have discussed affective experiences earlier in this paper. I want to note that the Shabbatt
and prayer experiences were first suggested by the parents. The primcipal reflects that she
is in the fortunate sitwation of keeping up with the parents. She notes that there is a core of
activists who wanted more for their children. "They drive me", she said. They wanted her
to send information home on Thursdays for Shabbat evening table talk. They are a comm-
mitted group who, although not opting to send their children to day school, want a
program with integrity. They are searching for spirituality for themselves and their
children. They seem to have made this year an exciting one for the primcipal and faculty.

In addition to the programs mentioned earlier, the school is planning a family retreat for
November 1992. The goal is to capitalize on the parents’ interest and traim them as
enablers in a “see one, do one, teach one” mode. Before they attend the Shabbat retreait,
they will participate in a series of preparatory workshops, Upon their returm, they must
commit to inviting other families to a Shabbat experience. Other family programs inelude
the consecration serviee in which parents partieipate as Torah readers and prepare familly
heirlooms like wimpels and serapbooks, and a2 "Rell Out the Torah" program which fea-
tures the making of flags for family parshivet.

SUPERVISION

The prineipal supervises the faeulty formally twiee ysarly. The proeess ineludes a pie-
obssrvation and pest-observation sonferenee. The seheel has been invelved in the Unied
Synagogue’s U-STEP program as a part of jis regular eommitment to profsvieiall
development. Faculty members are regulars at eonferenges spensered by the Bureaw of
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Jewish Education. The school’s proximity to the Bureau’s Resource Center means that
Bnai Zion faculty are “regular customers.”

The principal also avails herself of the Bureau’s new teacher induction programs. Her new
faculty members are also members of the Bureau’s Morim .program, a teacher-training
course for secular teachers new to Jewish education.

The principal herself is a certified teacher who received a master’s degree in Jewish
education from the Jewish Theological Seminary. She is seen in the synagogue community
as a strong advocate for her school. The involvement of both rabbis and the hazzan in the
life of the school has made them much more sensitive to the role of the school in the
synagogue and much more likely to care about it.

The parent-involvement programs in the school are worthy of including in our Best Prac-
tices Index. The consecration service, the family Shabbat moming experience, and the
Shabbaton (after it takes place) are well worth sharing with other communities. One finds
in Bnai Zion, more than anything else, an ability to deal with problems as they arrive.
The principal is able to engage the various stakeholders in a serious, creative effort to
relate to difficulties and to come up with solutions in a confident and responsive manner.
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Council for Initiatives in Jewish Education

Best Practices Project

"Midrasha Aleph”

Overview

In this report Carol K. Ingall describes "Midrasha Aleph,” a five hour per week, com-
munity supplementary school for post b’nai mitzvah-age students. It draws from both
afternoon schools and day schools, its students representing all positions on the denominz-
tional spectrum, although the large majority come from Conservative congregatioms.
Aleph has done an excellent job of providing students study of serious subjects in an invit-
ing fashion while providing affective education through its informal activities.

Classes in the Midrasha are wide-ranging in subject matter and are characterized by a
pedagogic style oriented toward discussion. The Midrasha has a stable faculty and the
teachers often are known fo students from other arenas. Students are learning from texts
and are learning serious subject matter. The school monitors progress carefully and
graduates no one who does not meet the school’s minimum standards for graduatiomn.

The Midrasha is partieularly oriented toward promoting Jewish values through its informal
programs.



Council for Initiatives in Jewish Education

Best Practices Project

Midrasha Aleph
Bureau of Jewish Education of X City

Carol K. Ingall

SYSTEMIC ISSUES

A. Background

Midrasha Aleph is a community supplementary school for post b’nai mitzvah-age students.
It draws from both afternoon schools and day schools, its students represemting all posi-
tions on the denominational spectrum, although the large majority come from Conserva-
tive congregations. All matriculated students must sign up for five hours a week. Certain
courses, two of which are offered for college credit (an arrangement made with a loeal
college) and one which trains students to become teacher aides, are open to the com-
munity, Of the 103 students enrolled, only four are non-matticulated. When the school
was first constituted, there were those who proposed a two-hour a week school and those
who advocated a five-hour a week school. The maximalist faction won. The issue of hours
resurfaces periodically, but by and large, the battle has been won.

The Midrasha Aleph is nine years old. The result of a merger between the high school of
one synagogue on the East Side of the City and the High School ef Jewish Studies of the
Bureau of Jewish Education, the Midrasha was bom amidst compromises. The issue of
hours was non-negotiable; the issue of location was not. To satisfy the East Side parents
and those of the Bureau students in the southern suburbs, the board whieh ereated the
school effected a compromise. The school meets for three hours on Sunday at the
synagogue and two hours en Wednesday at a synagogue in one of the suburban towns.

There is busing for southern area students on Sunday mernings and for the City students
Wednesday nights.
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The school is responsible to a governing body, which is a standing committee of the
Bureau. This Midrasha committee consists of representatives of the Bureau, the three large
Conservative congregations whose graduates attend the school, community representatives
and a student representative. This group raises funds supervises curriculum, develops and
monitors the budget of the school, suggests informal activities and sets tuition and fees. A
unique feature of the school is that the three cooperating synagogues pay a sum
determined by the committee to help defray the costs of the school. This year the sum is
$75.00 per student for each of their congregation’s children enrolled in the Midrasha.
Each congregation also donates an hour of rabbinical teaching time or its financial equi-
valent. Tuition is $375.00 per annum, including busing. Scholarships are available to

those who show financial need. The Bureau, through its Federatiom allocation, makes up
the rest of the school’s deficit.

B. Goals

The goals of the school are as follows:

To raise the level of Jewish knowledge of students and their parents
To create informal settings for community youth to socialize

To foster commitment to Judaism and the state of Israel

To promote spiritual sensitivity, love of family and the synagogue

To instill Jewish values and ideals, turning them into life-lomg habits

& YA W N

. To encourage a love of k"lal Yisrael

C. Articulation and Communiecation of the Goals

The goals are disseminated through a Student/Parent Handbook, in the course catalog, and
through weekly articles in the local Anglo-Jewish press and monthly articles in the Federa-
tion newspaper. The prineipal pays visits te the feeder sehools where she speaks to parents
and students about the goals of the school. Because these congregational schools have a
part in the governance of the school, because their rabbis teach in it and they pay a capita-
tion fee for their graduates who go on to the Midrasha, the rabbis include articles about
the Midrasha in their bulletins, and "push" the Midrasha to their b’nai mitzvah when they
address them from the pulpit. The school has ereated a brochute for potential students and
their families, as well as an effective slide-tape presemtation. There is an annual Open
House to entiee new students and parents. Each of these occasions is an opportumity to
promulgate the visign of the seheel as it s artleulated in the goals delineated above.
Probably the most effestive method for the dissemination of the goals is through students
and parents diseussing them with their peers.



D. Stakeholders

The Midrasha Aleph committee worked on the goals together with the faculty of the
school. The goals were also reviewed by the board of the Bureau of Fewish Education.
Becanse the committee is so broad-based, it represents the input of the principal
stakeholders.

E. Implementation of the Goals

?
1. The cognitive goals are implemented in the course offerings of the school. The cur-
riculum is driven by its goals. There are course requirements for graduation, including
courses in Israel, Bible, Jewish values and Jewish history.

2. Parent education is addressed in two parent-child courses, one open to ninth and tenth
grade students and their parents, and parent participation in mamy of the informal
programs of the school. The jury is still out on whether this produces love of family, one
of the stated school goals.

3. Informal activities are wide-ranging, including participation in Panim el Panim. a
carnival for residents of a home for the retarded, and informal hugim (interest groups)
based on social action themes. For examples, students studied rabbinic texts on the saving
of human life and then learned how to administer CPR.

4, Israel is an important component in the life of the school. Eighth graders study a
mandatory course in Israel, and there are numerous opportunities to expamd om that
foundation. Midrasha Aleph promotes summer study programs in Isrzel as well as
routinely sending its students to the Alexander Muss High School in Israel. Since the
Bureau staffs an Israel Desk, and Midrasha students receive substantial stipemds from a
Bureau administered Federation Endowment Fund, Midrasha students are oftem the staf-
fer”s best customers. This summer sixteen Midrasha students will be studying in Israel.

5. The school tries to address the spiritual needs of the students. Sunday mormings begim
within a veluntary prayer and breakfast session. Neatly all seheol-wide meetings include a
tefillah component. Students reeeive modest eourse eredit for leading serviees in their
respective synagogues. Whether this achieves the goal of loving one’s synagogue is
unclear. Like the goal of prometing leve for family, it is net as easily quantified as com-
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nectedness to the state of Israel or provision of opportunities for Jewish teenagers to
socialize.

6. The school promotes Jewish values through its informal program. Students
demonstrated their solidarity with the newly arrived Russian teenagers by making them
welcome bags, including in them Midrasha calendars and coupons redeemable at teem
hangouts. Every Hanukkah they stage a Midrasha talent show at the Jewish Home for the
Aged. Selling candy before and after school gives the students a tzedakah kitty which they
divide among local, national and international agencies. They worked at Amos House, a
City shelter, and Trevor’s Place in Philadelphia.

7. The school promotes its goal of awareness of k'lal Yisrael by involving the students in
Federation’s Super Sunday and other community events. Students traveled to Washingtom
for the big Soviet Jewry rally in 1987. The school practices a commitment to k’lal Yisrael
in its day-to-day activities. There are several students with moderate to severe learnimg
disabilities enrolled in the school. This is done without fanfare, creating modified
programs or selecting courses that the student can master.

8. The school does well in keeping attrition to a modest percentage. These students are in
school voluntarily. Their parents want them to meet other Jewish teenagers, somethimg
that doesn’t come easily in a state with 17,000 Jews in a population of 1,000,000. Perhaps
ten to fifteen percent of the eighth graders drop out by tenth grade.

The number of drop-outs used to be higher four or five years ago. Recognizing the high
correlation of students who completed ninth grade with students who graduated in the
twelfth, the principal embarked on an active program to hold onto eighth and ninth
graders. She introduced a Shabbaton geared to younger students, created a special forum
for newcomers to the school to meet periodically with her, and devised a Big Brother, Big
Sister pairing. Affrition has been substantially lessened. The principal and committee note
that there is a strong correlation between a synagogue’s sense of ownership of the school
and student attrition, The synagogue which is most lukewarm in its support of the school
has the greatest percentage of dropouts.

The principal is just beginning to collect data on what Midrasha students do in college.
The vast majority continue to take Judaic studies courses as undergraduates, perhaps
60-70%. Several Midrasha graduates have gone om to major in Judaic studies. The
analysis of the principal’s data should be most informative.
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The social aspects of the school cannot be minimized as a factor in its success in keeping
its students. The busing, first considered only as a political quid pro quo, has become a
potent force in creating friendships. The Wednesday bus leaves the local Jewish Com-
munity Center at 6:00 P.M. Students start congregating at 5:30, knowing this is an
opportunity to meet and socialize, Even when students receive their driver’s licenses, they
still take the bus. Only in their senior year, when their lives seem so pressured and saving
fifteen minutes by driving seems a major savings, do some students then take the family
car to Midrasha.

CURRICULUM AND INSTRUCTION ISSUES

A. Formal curriculum

The school has a lengthy curriculum framed in terms of behavioral objectives, learning
activities, texts, and means of evaluation. The curriculum was mandated by the accredita-
tion process of the Bureau of Jewish Education. Most of the curriculum is teacher ereated,
although commercially available material for adults and young adults are used in the
school. Because the school claims to be a community, not a denominational school
(although most of the students come from Conservative congregations), the prin¢ipal is
careful to include materials which come from the UAHC or in the case of the few
Orthodox faculty members, material with which they are eomfortable.

B. Content

Students are learning from texts and are learning serious subject matter. The school
monitors progress by calling up students who are absent several days in succession, by
graduating no one who does not meet the school’s minimum standards for graduation and
by issuing report cards twice yearly. Interim progress reports are sent to parents whose
children are not performing satisfactorily. In the eighth grade students may grumble about
attending, but by their senior year, particularly after a trip to Israel, students know why
they are there. The principal reports that older Midrasha students and graduates repeatedly
tell her, "Now my Midrasha eduecation makes sense.”

C. Instruetion
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If there is any one Midrasha style of instruction it is discussiom. Several classes are limnted
in numbers to promote a seminar-like atmosphere. There is a healthy respect between stu-
dents and teachers. Students know their teachers from other aremas. Six are mabibis, five
have congregations of which the students are members. Fourteenm are Jewish professionals,
educators in communal institutions which may have once traimed these studiemts. Three are
secullar educators with strong teaching skills. Four are knowledgeable Jewish lay persoms,
involved in the lives of their congregatioms.

A number of teachers are devotes of cooperative learning and incorporate it imto their
teaching. No one relies on lecturing as his or her primary method of imstructiom. The
flavor of Midrasha Aleph is child-centered and problem-oriented, in the best of the
Progressive education tradition.

The stafff is quite stable. This year fewer than 15% had to be replaced. The primeciypal
reports that this is about average. The school has a reputation for paying its faculty well.
Since the Bureau promulgates a teacher code, with a salary component, it behooves the
Bumeaw’s high school to be in compliance. The principal meets with new staff members to
orient them individually, in addition to requiring them to attemd the annual opening faculty
meeting.

D. Affective Experienees

The “practice” in Jewish living as exemplified by the informal tzedakah pregrams of the
school are netewerthy. The earnival for residents of the Ladd School, the overmighit
programs at Camp Ramah in Nyaek or in Verment to werk on ecological concerns are
outstanding. Prayer, as | have indieated earlier, is a regular part of the life of the sehool.
Altheugh the prineipal rues the faet that tallitet and tefillin are not second nature to all the
students and the large majority of parents, graduation eeremonies begin with communail
prayer. Aris programs may net be represented as well as they sheuld be. There are
oceasional elasses in Jewish art and several times students werked on art pigjedts in the
course of bugim. This year 3 eourse is being effered in the image of the Jew in Amerieam
film.

E. Parent of Family Edueation

In 1991-2 Midrasha Aleph effers twe oppertunities for parents to study with their
children: a semester course for parents of Juniors and seniors te study American Jewish
literature with their children, and an eighi-week eourse for the parents of ninth and tenidy
gradsrs 9 study Jewish herees with their ehildren. Here I am net a disinteiested
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bystander: I am teaching the latter course, I am amazed at how seriously the families have
been taking their commitment. Today two parents attended without their children who are
on private school break, visiting grandparents in Florida. (Two students who attended
without their parents noted that it is they who should be commended. Their parents would
never have known if they hadn’t come.)

SUPERYVISION ISSUES

A. Regular Supervision

The principal formally supervises her teachers twice yearly. Each observation is preceded
by a review of a pre-observation form and followed by a review of a post-observation
form. The principal also visits classes informally on a regular basis.

Consultants are regularly used. The special education coordinator of the Bureau helps with
placement of special needs students, The principal has brought in faeulty from the Hebrew
College of Boston as well as local Jewish edueators for her faculty meetings. Teachets are
told that they must attend three to four in-service programs annually. The Midrasha has a
modest professional development line in its budget for this purpose. Faculty members are
also encouraged to apply for teacher training stipends from the Bureau. These stipends
help offset the cost of CAJE conferences and other worksheps.

B. Perceptions of the principal

The principal is considered a serious Jewish professional. She is one of the most
well-trained principals in the community, having received a Master’s degree from the
Jewish Theological Seminary and receiving Bureau certification as a prineipal.
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Cover Sheet

Best Practice in the Supplementary School
(For Individual Schools)

REPORT BY: Samuel Joseph
Date May, 1992

Name of the School "Emeth Temple”

Denominational Affiliation Reform

Approximate Number of Students 365
From ages 4 to 15
Number of Teachers: 31 (plus 23 Madrichim)
Students attend 2.5 to 5 hours per week;(1.5 days per week)

Approximate annual budget (if available) $175.000 (some

programs have separate budgets in addition to this

What particular emphases of this school are worth noting:

Many areas as neted in report, but note particularly the way that the school
participates in the life of the congregation
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Council for Initiatives in Jewish Education

Best Practices Project

"Emeth Temple™

Overview

In this report Samuel Joseph describes the synagogue school of "Emeth Temple," & large
Refiorm congregation in a mid-sized Midwestern city. Emeth Temple is an example of a
scthool that has undergone a great deal of change and improvement in the last few years.
The growth of this school can serve as a model for progress and development in other
symagogue settings,

The success of the school has been growing during the past few years. In