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1. False starts

2. CUE chain of command
• Who  is in charge?
• What/Who is the C U E ?

Not always in sync
3. Community agenda 
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CUE agenda

4. Role of field-researchers
a) Feedback loop
b) Who are they serving
c) When will they do what
d) Lack of involvement w/CUE and 
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5. Funding role of CUE unclear 
Funding
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M a nd e l  Ins t i tu te ן  י כ מ ל  ד נ מ

F o r  t h e  A d v a n c e d  S t u d y  a n d  D e v e l o p m e n t  o t  J e w i s h  E d u c a t i o n
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RELATED READING MATERIAL LIST

A) Marshall Smith & Jennifer O’Day: "Systemic School Reform," pp. 233 - 267

B) A Time To Act

C) Lead Communities Program Guidelines 

Annette Hochstein: "Lead Communities at Work"

E) CUE Planning Guide

F) Adam Gamoran: "The Challenge of Systemic Reform: Lessons From the New Futures 
Initiatives for the CUE"

G) Commission on Jewish Education in North America: Background materials (attached).

H) Sara Lightfoot: The Good High-School pp. 316-323

I) David Cohen: The Shopping Mall High-School, pp. 304-309

J) Seymour Fox & Daniel Marom: "Goals for Jewish Education in Lead Communities"

K) Aryeh Davidson: "The Preparation of Jewish Educators in North America: A Status Report" 
(A report submitted to the Commission on Jewish Education in North America)

L) Barry W. Holtz: "The Best Practices Project"

M) Barry W. Holtz: "Best Practices Project: The Supplementary School," CUE - February 1993

N) Barry W. Holtz: "Pilot Projects". Working paper from February 22nd 1993

O) Adam Gamoran: "Monitoring, Evaluation & Feedback in Lead Communities - Tentative Plan 
of Work for 1992-93 (August 1992)

P) Adam Gamoran: Update from January 1993
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POLITICS OF E D U C A T I O N  A S SO C IA T IO N  Y E A R B O O K  1WU, Z Ju-ib /

13 Systemic school reform

Marshall S. Smith and Jennifer O 'D ay

This analytic essay draws on research about the ertectiveness o f  current education policies as w e ll as
observations about develop in g  policy system s in 1 num ber o f  states. T h e  chapter begins w ith  several 
observations about po licy  and school-level success, exam ines current barriers to school im provem ent and 
proposes a design for a system ic state structure that supports school-site efforts to im prove classroom
instruction and learning. T he structure w o u ld  be based on  clear and challenging standards for stuaenc  
learning; policy co m co n en ts w ou ld  be tied to the standards and reinforce one another in providing guidance  
to schools and teachers about instruction. W ith in he strucrur: o־  f  coherent state leadership, schools w o u ld  
have the cex ib iiity  they  need to develop strategies best suited to their students. T he system ic scnooi teiotrn  
strategy com bines the ‘w a v es’ o f reform into a long-term  im provem ent effort that puts coherence and 
direction into state reform s and content into  the restructuring m ovem ent.

In tro d u ctio n

T he past.decade has seen a blizzard o f reports, federal and state legislation, and local efforts 
designed to stem  th e  ‘rising tide o f m ediocrity ’ in US education. T w o US presidents have 
announced goals, tens ' of governors have anchored their cam paigns on educational 
im p ro v e m en t and hundreds o f thousands o f educators and citizens have spent countless 
hours in re form  efforts across the n a tio n .1 M oreover, investm ent in  education in  real 
dollars has increased, not only from  governm ent sources, b u t hrom dozens of foundations, 
som e o f w hich  have refocused their priorities to allocate funds to education, as w ell as 
from  m ajor corporations, w hich have donated millions o f dollars to local schools and 
districts (H aw kins 1990).

Y et, for all o f  this effort, evaluations o f the reform s indicate only m inor changes in 
the typical school, either in the nature of cb ssroom  practices o r in achievem ent ou tcom es 
(F uhrm an  ec al. 1988, C lune et al. 1989, M ullis and Jenkins 1990). For the m ost p a rt, the 
processes and co n ten t of instruction  in the public school classrooms o f today axe little  
different from  w h a t they w ere in 1980 or in 1970 (C ohen 1989 and C ohen  in this vo lum e, 
C uban  1990). W h ile  realization o f these aisaopoin ting  results has p rom oted  cries to r 
g reater effort and  m ore m oney from  som e quarters, m any analysts a ttrib u te  the 
m eagem ess o f the  results to the  very nature o f early reform  efforts, w hich  th ey  
characterize as ‘to p -d o w n ’ and ‘m ore of the sam e’. In itiated  by  forces outside the schcois 
and m andated  b y  state governm ents, ‘Erst w av e’ reform s sough t m ainly to expand o r 
im prove educational inputs (longer school day, increased requirem ents for g rad u atio n , 
b e tte r  teachers) and  ensure com petency in basic skills (graduation  tests, 10ck-5tep curricu la , 
p rom otional criteria) (Steam an and Sm ith 1985; F irestone e( al. 1989). T h a t they did  little  
to produce m eaningfu l gains in learning m ay no t be surprising since they did little  to 
change the co n ten t o f instruction , to directly involve teachers in the re to rm  process, or to 
aiter the re ign ing  notions of teaching and learning (C ohen 1990, C arnegie F o rum  1986, 
D avid et al. 1990^.2
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;recesses :.cd content of instruction in d:e public schcol d:.ssrooms of cod::iy ..re i.!cde 

d.ifi'e::e::!t from what ,hey were in 1980 or iu. 1970 (Cohen 1989 :.nd Cohen in chis volume, 
Cub:.n 1990) . While reilization of chese disappointing results h:.s prompced c::ies tor 
gre:i.cer error.: :.nd more money &om some qu~ce:s, maay :malyscs atcribu;:e the 
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promotional cice:ia) (Stedman :md Smith 1983; Firestone~, al. 1989). That they did licde 
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M. S. SMITH A N D  J. O 'D A Y234

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, Elm ore 
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, bu t 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 outcom e 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 w ork.

A lthough 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, m anaging, and supporting restructuring efforts’ (David et al. 1990: 39). 
U nfortunately, the very strength of this new approach may also be its shortcom ing. 
W hile reliance on school-based initiative (even that stimulated by states) may be m ore 
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 num ber 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 w ho are active in the restructuring movem ent are those 
w ho already have a history of reform  experience and interest (David et al. 1990).

A second problem is related to the first. A lthough restructuring literature stresses the 
critical im portance of developing complex problem-solving and higher order th inking 
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 m ore 
im portantly, 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 am ounts 
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 am ong 
educators w ho have themselves been, schooled in a philosophy and settings thac em body 
fact-based conceptions of know ledge, hierarchical approaches to skill developm ent, and a 
near total reliance on teacher-initiated and teacher-directed instruction. Site-based 
m anagem ent, professional collaboration, incentives, and choice may be im portan t 
elements of the change process, bu t they alone will not produce the kinds o f changes in 
contenc and pedagogy that appear critical to our national well-being (Fuhrm an et al. 1989, 
Elmore and associates 1990, Clune 1990, this volume).

T he purpose of this chapter is to address these issues of the generalizability and the 
content of productive and enlightened school reform. W e will argue that w hat 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 w ith  a new and challenging state structure to generalize the reforms to all schools

2J4 M. S. SMITH AND J. O'DAY 
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possible co do SO, relevant to toe speci::;c conciitions in wnic::i. the:r work . 

Although the second wave is young :;.nd as yec involves only a h:.ndful of districts ::nd 
schools, it has al.ready produced an avai;..,che of ideas, str,.cegies, and scruc.ures. Those 
involved rcporr optimiscic:i.Uy chat state as well as local leaders of these i.oiciacives 'h:ive 
succeeded i.o scirnulacing new ways of chink.iog about ch:inge inside schools .. nd abou:: 
le::.ding, managing, aod supporci.og rescruccuring effons' (David er al. 1990: 39). 
Unforcuo:icely, the very strength of this new approach may also be its shortcoming. 
While re!.iaocc on school-based iniciacivc (even chac stimulated by smes) may be more 
likely to produce signi.fic:1nt changes in classroom practice than have edic: s from ::bove, a 
strictly school-by-school approach makes ic difficult co ge:1eralize such changes from the 
s:nill numbe: of ini~iilly active schools co the well over 100,000 educ:.cional institutions in 
cities, suburbs, and rur::l areas ac-oss the country. Inde::d, analyses have found chat in 
ge~eral the schools and teachers who ..re active in the rescrucruring movement arc those 
who al.ready have a history of reform experience and interest (David ec al. 1990). 

A second problem is related to the fu-sc. Although restrueturing literature stresses the 
critiol importance of developing complex problem-solving and higher orde::- chi.eking 
skills in our youth, achie·.ring chis goal requires a major reorientation i.o concrnc and 
pedagogy as well as i.o the sttucrure of the educational enterprise. Perhaps more 
imporc:incly, it requires a reconceprualiz:1rion of the knowledge and skills we expect our 
c:ii.ldrc:1 to lcJ.rn, and of the te::.ching and le:i.rn.ing process. This in turn will require ch:ic 
existing elementary and secon&ry teachers learn, and learn. to teach, considerable ..mounts 
of new material i.o the physiol and social sciences, humanities, a_nd machernarics. Such a 
reorieot::tion is noc likely co happeo oo a widespread school-by-school basis among 
educcors who have themselves been. schooled i.o a philosophy ::nd sec~.ngs thac embody 
facr-based conceprions of knowledge, hier..rchical approaches co skill development, ..nd a 
oe:.r total reliance on te:.iche.r-i.o.iciaced md te:i.caer-di.recced instruction. Sice-b:i..sed 
management, professional coll:.boracion, incencives, :.nd choice may be impon::.nt 
elements of the change process, but they alone will not produce the kinds of changes in 
content and pedagogy thac appe:i.r critic.I. to our national well-being (Fuhrman~! al. 1989, 
Elmore wd mociaces 1990, Clune 1990, chis volume). 

The purpose of this ch~pcer is to address these issues of the ge::ie:alizaoilicy md the 
conce::1c of productive and e:ilighte::1ed school reform. We v.-ill ;.rgue that what is needed is 
oe:dJ.e-= ;. sole!y top-down nor a bottom-up ;poroach co reform, but a cohe:e::1c syst~m~ 
stt;cegy ch::c can com:,ine the energy and profe5sional involvernenc of che second wave 
re:orms wich a new and ch:ille:1ging scace structure co gener1lize che reforms co all schools 
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w ithin the .state. W e assume, along w ith  cu rren t restructuralists, that if w e are to 
iigniHcantly alter studen t outcom es, w e m ust change w hat happens at the m ost basic level 
of education -  in the  classrooms and schools. H ow ever, w e see in this process a m ore 
proactive role for the centralized elem ents o f the system -  particularly the states -  one 
w hich can set the conditions for change to  take place not ju s t in a small handful o f schools 
or for a few children, b u t in the great m ajority .

O u r discussion is divided into four parts. F irst, w e present a p icture o f the 
organizational goal o f the reform s: a successful school. T his is follow ed by  an analysis of 
the adm inistrative, governance, resource, and policy barriers to effective schooling in the 
USA. In the th ird  section, w e pose a strategy  for transform ing the system  at all levels -  
bu t prim arily  at the state level -  so th a t it w ill facilitate ra ther th an  inhibit the 
im provem ent of schools on a broad  and co n tin u in g  basis. Finally, w e relate this strategy to 
o ther issues and proposals curren tly  under discussion in the educational reform  m ovem ent.

A  su ccessfu l sch o o l

If our goal is to  im prove studen t outcom es and w e believe th a t to accom plish this goal w e 
m ust change w ha t happens in  the school itself, one obvious place to begin  a discussion or 
strategy is w ith  a p icture of the kind o f schools w e w ould  like to see in the fu ture . W hile  
personal images of the ‘successful school’ w ill differ considerably in detail, b o th  research 
and com m on sense suggest th a t they w ill have certain characteristics in  com m on. These 
include, am ong o th er th ings, a fairly stable staff, m ade up of enthusiastic and caring 
teachers w h o  have a m astery b o th  of the subject m atter o f the curriculum  and o f a variety 
of pedagogies for teaching it; a w ell th o u g h t th rough , challenging curricu lum  that is 
integrated  across grade levels and is appropriate for the range o f experiences, cultures, and 
learning .styles of the students; a h igh  level of teacher and student engagem ent in the 
educational, m ission o f the school -  n o t ju s t  for the high achievers b u t the vast m ajority of 
students; and opportunities for parents to  support and participate in the education of their 
children (Purkey and Sm ith 1983).

Beyond -  or perhaps underly ing -  these resources available to the studen t, the m ost 
er,'i"־ive schools m aintain  a schoolw ide vision or mission, and com m on instructional goals 
bich tie the co־־, n ten t, structu re , and resources o f the school together in to  an effective, 
״ jin ed  w hole (C olem an and H offer 1987, Purkey and Sm ith 1983). T h e  school mission 
provides the criteria and rationale for the selection of curriculum  m aterials, the purposes 
and the nature o f school-based professional developm ent, and the in terp re ta tion  and use of 
student assessment. T h e  particulars o f  the vision w ill differ from  school to school, 
depending on the local con tex t; indeed, one o f the goals of ‘choice’ advocates is to enable 
individual schools to  establish unique identities and purposes (C hubb  and M oe 1990, 
Elm ore 1986). H ow ever, if the school is to  be successful in p ro m o tin g  active student 
involvem ent in learning, dep th  of understand ing , and com plex th in k in g  -  m ajor goals o f 
the reform  m ovem ent -  its vision m u st focus on teaching and learning ra ther than, for 
example, on  co n tro l and discipline as in  m any schools today (M cN eil 1986). In fact, the 
very need for special a tten tio n  to co n tro l and discipline m ay be m itigated  considerably by 
*he p rom otion  o f successful and engag ing  learning experiences. For these experiences and 
this focus to be fully successful, how ever, new  research suggests tha t they  m ust em body a 
cifferent conception o f con ten t and different pedagogical strategies than  those in 
conventional use (R esnick 1986, L am pert 1988, Peterson 1987).

Finally, the literature on effective schools has found that successful schools have not
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·.vichin the .st:ite. We assume, along with current restruccur:iliscs, that if we are to 
; ignific:rntly alter student outcomes, we must change what happens at the most basic level 
of educ:.cion - in the classrooms and schools. However, we see in this process a more 
proactive role for the cen tr:.lized elements of the system - particularly the states - one 
which can set the conditions for change to take place not just nn a small handful of schools 
or for a few children, but in the grea.t majority. 

Our discussion is divided inco four parts . First, we present a picture of the 
organizational goal of the reforms: a successful school. This is followed by an :inalysis of 
tbe .1dministntive, governance, resource, :md policy barriers to effective schooling in the 
USA. In the third section, we pose a strategy for transforming che system at :ill levels -
buc primarily at the state level - so that ic will facilitate rather than inhibit the 
improvement of schools on a broad and continuing basis. Finally, we relate this strategy to 
ocher issues and proposals currently under discussion in the educ:itional reform movement. 

A successful school 

If our goal is to improve student outcomes and we believe that to accomplish chis goal we 
must change w hat happens in the school itself, one obvious place co begin a discussion or 
strategy is with a pictu::e of the kind of schools we would like to see in the fucure. While 
pe:sonal images of the 'successful school' will diner considerably in detail, both rese:u-ch 
and common sense suggest that they will have certain characteristics in common. These 
include, among ocher things, a fairly stable staff, made up of enthusiastic and caring 
te::chers who have a mastery both of the subject matter of the curriculum and of a variety 
of pedagogies for teachbg i~; a well thought through, challenging curriculum chat is 
imegr:ited across grade levels and is appropriate for the range of experiences, cultures, and 
le~i.ng .styles of the students; a high level of teacher and student engagement in the 
educational. mission of the school - not just for the high achievers but the vast majority of 
scadeocs; and opportunities for parents to support and participate in the education of their 
children (Purkey and Smith 1983). 

Beyond - or pe::haps underlying - these resources available to the student, the most 
ef"::-·ive schools maintain a schoolwide vision or mission, and common instructional goals 
·· ·':::!ch tie the content, structure, and resources of the school together into an effec::ive, 
-Jined whole (Coleman and Hoffer 1987, Purkey and Smith 1983). The school mission 
provides the criteria a.;d rationale for the selection of curriculum materials, the purposes 
;;nd the narure of school-based professional development, and the interpretation and use of 
sc1dent assessment. The particulars of the vision will differ from school to school, 
c.e?e::1ding on the local context; indeed, one of the goals of 'choice' advocates is to enable 
i.'1dividual schools co establish unique identities and purposes (Chubb and Moe 1990, 
E.:.-nore 1986). However, if the school is to be successful in promoting active srudenc 
::::volvement in learning, depth of understanding, and complex chinking - major goals of 
the reform movement - its vision must focus on te:iching and le3.I1ling rather than, for 
c:xunple, on control and discipline as in many schools today (McNeil 1986). In facr. the 
very need for special attencion co control and discipline may be mitigated considerably by 
t.:ie promotion of successful and engaging leuning experiences. For these experiences and 
::iis focus to be fully successful, however, new rese:i.rch suggests chat they must embody a 
.=iEe:-e:1t conception of content and different pedagogical srraregie:s th:in those in 
:;)nvencional use (Resnick 1986, Lampert 1988, Peterson 1987). 

Finally, the literature on effective schools has found chat successful schools have not 
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only a vision b u t also an atm osphere -  or ‘school clim ate’ -  that is conducive to teaching  
and learning. M inim ally, this m eans freedom  from  drugs, crim e, and chaotic d isruptions 
w ith in  the school and a sense o f m utual respect am ong educators and students (P urkey  and 
Sm ith 1983, C olem an and Hoffer 1987). M ore positively, it means the construc tion  o f  a 
school w orkplace for teachers and studencs that b o th  contains the resources and em bodies 
the com m on purpose and m utual respect necessary for them  to be successful. T his same 
literature as w ell as that on school restructuring  fu rther suggests than the com m on vision 
and positive school clim ate can best be prom oted by a system  o f shared decision-m aking  
and shared responsibility w here the instructional staff, in particular, have an active voice in 
determ ining  the conditions of w o rk . This m ight involve shared control no t only over h o w  
the school is organized in tim e and space to advance learning and teaching, b u t also over 
such things as the hiring of new  staff and the expenditure o f school discretionary funds.

• W hile  o ther commonalicies m ay exist am ong successful schools, let us assum e th a t 
these characteristics -  a schoolw ide vision and school clim ate conducive to  learn ing , 
enthusiastic and know ledgeable teachers, a h igh  quality  curriculum  and in s tru c tio n al 
strategies, a high level of engagem ent, shared decision-m aking, and parental su pport and 
involvem ent -  taken together form  the core of the successful school. T he obvious question  
then  becomes, w h y  aren’t m ore o f our schools like this? C ertain ly  w e can all th in k  o f  a 
handful, or probably m ore, o f schools that exemplify this quality  o f education -  th a t have 
coherent and challenging instructional program s, tha t genuinely engage all or at least m ost 
o f  their students, and that p rom ote  high achievem ent in their students. Yet these rem ain  
the exception ra ther than the rule in US education T *־. h e ir very existence represents 
trem endous com m itm en t, expertise, and effort on the part o f school and perhaps d istric t 
personnel. M oreover, even w ith  all that effort, the stability and future o f such schools, are 
at base quite fragile. Changes in  principal, staff, school population  or district policy m ay 
serve to  underm ine a hard-built b u t nonetheless tenuous foundation . T h e  question  
rem ains: w h y  are these schools so exceptional and so vulnerable?

It is our con ten tion  that system ic barriers in the o rgan ization  and governance o f ou r 
educational institu tions inhibit such schools from  developing in m ost areas and serve to  
m arginalize and underm ine successful schools w h en  they  do em erge. W e also argue th a t 
even the very best of these schools are not accom plishing w h a t they could do if (a) the 
organizational environm ent w ere sufficiently supportive; and (b) the instructional co n ten t 
w ere  tru ly  directed tow ard  com plex th ink ing  and problem -solving. In the nex t section w e 
discuss the system ic barriers to effective schooling in  the U SA . T hen , in the th ird  section, 
w e  present one possible strategy for developing the supportive organizational env iro n m en t 
and challenging con ten t needed for the next generation o f students.

S y stem ic  barriers to ed u ca tio n a l ch a n g e

M ost traditional explanations o f poor schooling in the  U SA  focus on low  standards and  
inadequate resources. Yet the h istory  o f school re form  dem onstrates th a t even w h e n  
standards are raised and m ore or b e tte r resources are allocated, little lasting change occurs 
in the classroom. (C uban 1984, 1990, Elm ore and M cL aughlin  1988). R eco g n iz in g  th is, 
som e critics argue that the teaching profession itself is inherently  conservative and resistan t 
to change, or that the increasing diversity of the US studen t population m akes broad-based 
acm evem ent gains unattainable. O f  course, such reasoning ignores the exciting  exam ples 
ot creative and successful schooling situaced in unfriendly  environm ents am ong studen ts
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only a vision but also an atmosphere - or 'school climate' - chat is conducive to teaching 
and leirning. 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, ic means the construction of a 
school workplace for teachers and students chat boch contains the resources and embodies 

the common purpose and mucual respec~ necessary for th;:n to be successful. This s .. me 
licer acure as well as tbac on school restructuring further suggests chat che common vision 
and positive school climate can best be promoted by a syscem of shared decision-making 
and shared responsibility where the instructional sea.ff, in particubr, have :an active voice in 
determining the conditions of work. This might involve shared control noc only over how 
the school is organized in time :md space to advance learning and te:.ching, but also over 
such things as the hiring of new staff and the expenditure of school discretionary funds. 

• While ocher commonalities may exisc among successful schools, lee us assume that 
these characteristics - a school wide vision and school climate conducive co learning, 

enthusiastic and knowledgeable teachers, a high quality curriculum and instructional 
strateg1es, 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 chis? Certainly we can all think of a 
handful, or probably more, of schools that exemplify this quality of education - that have 
coherent and challenging inscrucciona.l progr;;.ms, chat genuinely engage all or at le:ist most 
of their students , and that promote high achievement in their students . Yee these remain 
the exception rather than the rule in US education. 3 Their very existence represents 
tremendous commitment, expertise, and effort on the pare of school and perhaps district 
personnel. Moreover, even wicb all that effort, the stability and future of such schools are 

ac base quite fragile. Changes in principal, staff, school population or district policy may 
serve to undermine a hard-built buc nonetheless tenuous foundation. The question 
remains : why are these schools so exceptional and so vulnerable? 

It is our contention that sys.:emic barriers in the organization and governance of our 
educational institutions inhibit such schools from developing in :nose areas and se:--,re ro 
marginalize and undermine successful schools when chey do emerge. We also argue chat 
even the very best of these schools are not accomplishing what they could do if (a) the 
organizational environment were sufficiently supportive; and (b) che 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. The:1, in the third section, 
we present one possible strategy for developing the supportive organizational environme::it 
and challenging conce::it needed for che next generation of students. 

Systemic barriers to educational change 

Mose traditional explanations o f poor schooling in the USA focus on low standards and 
inadequate resources. Yee the history of school reform demoosrraces that even wbe:i 
standards are raised and more or betce:- resources are allocated, little lasting change occurs 
in the classroom. (Cuban 1984, 1990, Elmore and McLaughlin 1988). Recognizing this, 
some critics argue chat che teaching procession itseif is inhe:-encly conse::vative and resistant 
to c::iange, or th:.c the inc:-e:i.sing dive:-sicy of the US s.:udenc population m:.kes broad-based 
acnieveme::ic gains unacc;;.inable. Of course, such re:isoning ignores che exciting ex:unples 
oi cre:1tf ve and successful schooling sicuaced in unme::idly e:wiron.me::ics among srndents 
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perspective on  school im p ro v em en t W e argue that a fundam ental barrier to  developing 
and sustaining successful schools in the U SA  is the fragm ented, com plex, m ulti-layered 
educational policy system  in w hich  they  are em bedded (C ohen 1990, F uhrm an  1990).

This system  consists o f overlapping and often conflicting formal and inform al policy 
com ponents on  the one hand and, on the o th er, of a m yriad of con tend ing  pressures for 
immediate results that serve only to fu rth e r disperse and drain the already fragm ented 
energies of dedicated and well m eaning school personnel. O n  the form al policy side, 
school personnel are daily confronted  w ith  m andates, guidelines, incentives, sanctions, and 
program s construc ted  by a half-dozen different federal congressional com m ittees, at least 
that m any federal departm ents and independent agencies, and the federal courts; state 
school adm inistrators, legislative com m ittees, boards, commissions and courts; regional or 
county offices in  m ost states; district level adm inistrators and school boards in 14,000 
school d istricts (w ith  m ultip le boards and adm inistrative structures in large systems); and 

;al school bu ild ing  adm inistrators, teachers and com m ittees of interested parents. Every 
level and m any different agencies w ith in  levels attem pt to influence the curricu lum  and 
curricular m aterials, teacher in-service and pre-service professional developm ent, assess-
m ent, studen t policies such as attendance and prom otion , and the special services that 
schools provide to  handicapped, lim ited English-proficient and low -achieving students.

W e do no t m ean to  im ply here th a t structure and regulations are n o t necessary 
ingredients for a w ell-functioning public system. Indeed, we believe that they are 
absolutely necessary b o th  to  create a coheren t environm ent w ith in  w h ich  schools and 
school professionals can best perform  their jobs and to pro tect and p rom ote  the interests of 
those m ost needy in the society. P roperly  developed and organized, a consistent set of 
guidelines could create a nu rtu rin g  s tru c tu re  w ith in  w hich schools could legitim ately be 
held accountable for providing effective education to all students. Indeed, all of the energy 
currently generated and used by the m ultip le levels and responsible parties o f our 
educational governance system w ou ld  be w onderful if it w ere coordinated (even loosely) 
and focused on a set o f coherent, progressive, long-term  strategies to  achieve challenging 
com m on goals and outcom es.

U nfo rtunate ly , it isn ’t. W hile  there is considerable com m unication, there is little 
purposeful coordination . T h e  policy generation  machines at each level and w ith in  each 
level have independent timelines, political interests, m ultiple and changing special interest 
groups, and few  incentives to  spend the  tim e and energy to coordinate their efforts. And 
in the same sea as this governm ental octopus are independent for-profit and not-for-profit 
corporations generating curriculum  m aterials, tests, and teacher and adm in istrato r training 
program s -  corporations w hose b o tto m  lines are to stay in  business or to  represent their 
respective in terest groups, no t to m axim ize quality for the m ajority o f s tu d en ts .4

T he structu ra l convolutions o f the form al and inform al policy system s are only the 
beginning, how ever. Political pressures on  new  adm inistrators and elected officials to 
produce m easurable o r at least m em orable results in short periods o f  tim e lead to a 
‘project’ m entality . A  new  classroom m anagem ent system, an in-service day on  the ‘left 
and rig h t b ra in ’, a new  ‘laborato ry’ filled w ith  com puters b u t little appropriate softw are, 
a tougher attendance policy, a new  evaluation and accountability office and policy are all 
familiar concepts to  the n a tio n ’s teachers. Federal and state legislatures o ften  have a similar 
m entality; there seems to be great political capital in developing , n e w ’ approaches and 
program s portrayed to address m ajor social problem s. Similarly, universities and 
corporations get in to  the act -  ‘adopt-a-school’ program s, gifts of com puters, time off for 
employees to teach in schools, all are points of light that blink on and off. Some of these 
enorts axe w onderfu l, b u t m ost are short-lived ‘projects’, soon to be replaced by a
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perspective on school improvement: We argue that a fundamental barrier to developing 
::nd sustaining successful schools in the USA is che fragmented, complex, multi-layered 
educational policy system in which they are embedded (Cohen 1990, Fuhrman 1990). 

This system consists of overlapping and often confuccing formal and informal policy 
components on the one hand and, on the other, of a myriJd 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 le:m 
that many federal departme::m and independent agencies, and the federal courts; state 
school :administntors, legisbtive commfrrees, boards, commissions :ind courts; region::il or 
county offices in most states; district level administrators and school boards in 14,000 
school districts (wirh multiple boards and administrative structures in large systems); ;md 

: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 thac structure and regulations are not necessary 
ingredients for a well-functioning public system. Indeed, we believe that they are 
:ibsolutely necessary both to create a coherent environment within which schools and 
school professionals can best perform their jobs and co protect :md 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 poEcy 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 
corpor:;.tions generating curriculum materials, tests, and teacher and administrator training 
programs - corpor:;.cions whose bottom lines are to stay in business or to represent their 
respective interest groups, not to maJcirnize quality for the majority of students.~ 

The structural convolutions of the formal and informal policy systems are only the 
beginning, however. Policic;;l pressures on new administrators and elected officials to 
produce measurable or at lease 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 coacepcs co the natio□' s teachers. Federal and state legislatures often have a siroihr 
me:mlity; there seems to be great politic;;l capital in developing 'new' approaches and 
programs portrayed to :address major social problems. Similarly, universities and 
corporations gee inco the act - 'adopt-a-school' programs, gifts of compuce:s, cirne off for 
!::nployees to teach in schools, all are points of light chat blink on and off. Some of chese 
<!Eons ..re wonderful, buc most are short-lived •projects', soon co be replaced by a 
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different ‘concep t’, a new  panacea. T h o u g h  m any have a significant effect on  the 
particular school for a short period o f tim e, few leave m uch  o f a lasting trace. To m any 
long-term  employees o f the schools they are properly view ed as m arginal and political.

W h ere  does this uncoordinated energy, this short-range perspective, and this 
m ultip licity  o f purpose lead? O n  the one hand, they  help to produce the overall 
‘m ediocrity ’ in US education that was criticized by so m any  observers in the early 1980s. 
Indeed, the fragm ented policy system creates, exacerbates, and prevents the solution o f  the 
serious long-term  problem s in educational conten t, pedagogy, and support services tha t 
have becom e endem ic to  the system . O u r  teachers are badly trained, our curricu la are 
unchallenging, and o u r schools are inhospitable w orkplaces. M any o f these problem s have 
been the targe t o f periodic reform  measures, including those passed in the last decade. 
A lthough  generally identified as problem s of quality or quantity  in resources, these 
deficiencies ultim ately  m ust be a ttribu ted  to the lack o f a coherent strategy for allocating 
the resources w e do have or for overcom ing problem s in b o th  quality and q u an tity  w h en  
they arise.

A  second result o f the fragm entation w e have described is to fortify  the basic 
conservatism  th a t exists in any very large governm ental system . By and large, educational 
practice in this co u n try  is not very different from  w h a t it was half a cen tury  ago (C uban  
1990). Teachers ‘close their classroom doors’ and teach as they  w ere taugh t. T h e  m ultip le  
influences and sh o rt-te rm  policy perspective create a protective confusion th a t allows 
conventional practice to  prevail. W h e n  change occurs on  a large scale basis it is 
increm ental and reinforces the existing condition. T he first wave o f reform  in the 1980s, 
for exam ple, can be view ed as ‘intensification’ of cu rren t practice (Firestone et al. 1989). 
T he emphasis was on extending the school day, on increasing course requirem ents, and on 
greater am ounts o f testing. T he changes w ere quantitative, not qualitative, in  natu re .

Sim ilarly, the sw eeping m ovem ent tow ard  ‘basic skills’ in the late 1960s th ro u g h  the 
early 1980s em phasized the teacher-directed, skills-oriented, rote and factually-based 
curriculum  and pedagogy that now  dom inate schooling in the USA (Sm ith and O ’D ay  in 
press). O n e  m ig h t argue that the basic skills m ovem ent is an example o f a successful 
reform  -  one for w h ich  there was a generally com m on vision and relatively com m on  
practice, a reform  w hich  was therefore able to perm eate the entire system . T his 
m o v em en t,'h o w ev er, was ‘successful’ precisely because it reinforced the already ex isting  
norm s o f the system , because the teachers w ere com fortable w ith  the con ten t, because the 
pedagogical im plications w ere k n o w n , because the teacher developm ent in stitu tio n s did 
no t have to  change, because the curriculum  materials w ere easy to  develop and m arke t, 
and because the prevailing assessment instrum ents w ere generally appropriate. T his 
com fortable s ituation  allowed m any o f the different policy com ponents of the system  to 
line up in  support o f the m ovem ent -  com m itm ent to the m ovem ent did no t th rea ten  
their dom ain . In effect, the basic skills m ovem ent represented an affirm ation o f the m ost 
conservative elem ents o f the system.

In  sum , w e have argued tha t fragm ented au thority  structures and m ultip le  sh o rt-
term  and often  conflicting goals and policies have created dual conditions w ith in  the 
present educational system : m ediocrity  in resources and conservatism  in in structional 
practice. Before suggesting  how  the system  m ight overcom e these problem s, w e th in k  it 
im p o rtan t to  elaborate how  the conditions axe reflected -  and in fact reinforce one an o th er
-  in each o f the m ajor com ponents o f the educational system.

.. 
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different 'concept', a new panacea. Though many have ··a signific:mt effect on the 
particular school for a short period of time, few leave much of a lasting trace. To many 
long-ce:rn 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 bd? On the one hand, they help to produce the overall 
'mediocrity' in US eduCJtion 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 thac 
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 chose passed in the lase dec:.de. 
Although generally identified as proble:ns of quality or quantity in resources, these 
deficiencies ulcimately muse 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 chis country is not very different from what it was half a century ago (Cuban 
1990). Teachers 'close their classroom doors' and tc::ich as they were: caught. The multiple 
influences and shore-term policy perspective create: a protective confusion that allows 
conventional practice to prevail. When change: occurs on a large scale b1sis it is 
incremental and reinforces the existing condition. The fuse wave of reform in the 1980s, 
for ex:.mple, c:m be viewed as 'intensific:.cion' of current prac;ic: (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 th.xough the 
early 1980s em?hasized 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 encire system. This 
movement, · however, was 'successful' precisely because it reinforced the already existing 
norms of the system, bec:mse the te:icbers were comfortable with the content, bec:mse the 
pedagogic:u implicatioos were known, because the te:icher devdopment institt.:tions did 
not have to change, because the curriculum materials were e:isy to develop and market, 
and because the prevailing assessment instruments were generally appropriate. This 
comfortable siruation 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 affumation of the most 
conservative elements of the system. 

In sum, we have argued that fragmented authority structures and multiple short
term and often conB.iccing goals and policies have created dual conditions v.-itbin the 
present educational syste:n: mediocrity in resources and conservatism in ins:rucriona.l 
practice. Before suggesting bow the system might overcome these problems, we think it 
import.mt to elaborate how the conditions are reaecced - and in fact reinforce ooe another 
- in e:icn of the major compone:m of the educational syste:n. 
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Curriculum

ithough varied som ew hat in topic and form , the curricula typically found in Am erican 
hools share certain characteristics. W ith  notable exceptions, today’s typical school 
rriculum  contains little dep th  or coherence, em phasizing isolated facts and ‘basic skills’ 
er opportunities to׳  analyze and solve problem s (Goodlad 1984, C ohen 1989). Teachers 
d  students alike find the curricular materials un in teresting  and unim aginative; and bo th  
adents and their fu ture em ployers com plain that school learning bears no connection to 
al-life experience or problem s. It is no t surprising that such curricula lead to a pedagogy 
at rarely demands active involvem ent from  the learner: there are relatively few  hands-on 
tivities or g roup activities, few opportunities for cooperative learning, little and 
:r.erally unim aginative use o f com uuter technology, and little tolerance for activities that 
n נ '׳ r have a ‘r ig h t’ answ er or that dem and sustained and im aginative problem -solving.

part, the poor quality  o f US curricu lum  and instructional practice can be attribu ted  
the fragm ented policy system  described earlier. C onsider the developm ent and selection 

’ instructional m aterials as ju s t one exam ple. Diffuse au tho rity  structures and m ultiple 
5als w ith in  the system  foster m ediocrity  and conservatism  bo th  in the publishers’ supply 
curricular m aterials and in  the dem and generated by local educators. O n  the supply side, 

:blishers respond to the lack o f consistency and the m arket-driven approach to materials 
:velopm ent in tw o  w ays. F irst, they a ttem pt to pack all the topics desired or required by 
iferen t locales in to  the lim ited  space o f the typical tex tbook . As a result, in con ten t areas 
ce science, literature, and social studies,• textbooks end up merely ‘m en tio n in g ’ topic 
ter topic, covering each so superficially that the m ain points and connections am ong 
lem are often incom prehensible to the student. In addition, and again particularly in 
istory and social studies tex ts , publishers deal w ith  conflicting demands and controversial 
sues by w atering  dow n  co n ten t, evading sensitive areas, and choosing the least com m on 
:nom inato r am ong the various v iew poin ts. This approach often leaves the student w ith  
little נ  inform ation or co n tex t that he or she is unable to construct his or her ow n 
lalyses or form  his or her o w n  ju d g m en ts  (Tyson-Bem stein 1988, N ew m ann  1988).

'hese  criticisms are n o t new  and a few publishers have made attem pts to incorporate 
reater depth  o f m aterial and in ternal coherence into their textbooks. T he sad th ing  is that
1 the absence of a consistent dem and for such change from  the m ajority  o f educational 
onsumers -  i.e ., state and local educators -  these attem pts w ill remain isolated and short 
ved. N o r is such consistency in consum er dem and likely, given the curren t 
:agm entation o f the system . Educators m ust respond to  the same conflicting demands 
nd lack of com m on goals as do publishers. This fact leads m any districts, schools, and 
eachers to unin ten tionally  support and perpetuate m ediocrity  in con ten t by choosing 
urricula that are com fortable (familiar), easy to w o rk  w ith  pedagogically (fragm ented, 
actual, simple), and tha t lead to the m ost manageable classrooms (again, fragm ented, 
actual, easy to  m on ito r).

Indeed, as ironic as it m ay seem, this situation  has actually con tribu ted  to the 
!evelopment o f a com m on instructional practice and, as described earlier, a com m on basic 
kills curriculum . M any analysts and curriculum  scholars have attribu ted  the instructional 
ocus on  basic skills to a ‘factory m odel’ o f schooling, w hich  emphasizes con tro l and easy 
non ito ring  o f students, and to  rig id  hierarchical models o f learning (e .g ., M cNeil 1986, 
5eterson 1989). Such m odels, they argue, are clearly outm oded, inconsistent w ith  w hat 
ve know  about ho w  people leam , and unable to lead to the type of tho u g h tfu l educated 
־ :izenry w e require. H ow ever, w hiie  educators and observers have recognized the 
nadequaces o f these m odels and the curricula they engender and have w ritten  extensively
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Cuniculum 

.though varied somewhat in topic and form, the curricula typically found in Americ:m 
hools shaire certain characteristics. With 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). Te:ichers 
.d students alike find the curricular materials uninteresting and unimaginative; and both 
.1dencs and their future employers complain that school learning bears no connection to 
al-life experience or problems. It is not surprising chat such curricula lead co a pedagogy 
at rarely demands active involvement from the learner: there are relatively few hands-on 
tivities or group activities, few opporrnnicies for cooperative learning, little and 
:~e:;;lly ur.i...1;;.gi:1ative use of com!'.mter technology, and linle tolerance for activities thac 
, 1r• have a 'right' answer or that demand sustained and im:;.ginative problem-solving . 

•• 1 part, the poor quality of US curriculum and instructional practice c;;.n be attributed 
the fr;;.gmenced policy system described earlier. Consider the development and selection 

· instructional materials as just one example. Diffuse authority structures and multiple 
)als 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, 

1blishers respond to che lack of consistency and the market-driven approach to materials 
:velopmenc in two ways. First, they attempt to pack all the topics desired or required by 
..fferent locales into the limited space of the typical textbook. As a result, in content ;;re:is 
(e scie:1ce, literature, and social studies; textbooks end up merely 'mentioning' to!)ic 
te:- topic, cove:ing e:1ch so superficially that the main points and connections among 
1em are often incomprehensible to the student. In ;;.ddition, and again particularly in 
istory and social studies texts, publishers deal with conflicting demands and controversial 
sues by watering down content, evacl:-ig sensitive areas, and choosing the least common 
::nominator among the various viewpoints. This approach often leaves the student with 
> little information or context that he or she is unable to construct his or her own 
:ialyses or form his or her own judgments (Tysoa-Bemscein 1988, Newmann 1988). 

~hese criticisms are not new and a few publishers have made attempts co incorporate 
re:ite::: depth of material and internal coherence inco their textbooks. The sad thing is that 
1 the absence of a consistent demand for such change horn 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 
ragmentacion 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 
:::ichers to unintentionally support and perpetuate mediocrity in content by choosing 
urric-1.la that are comfortable (familiar), e:isy to work with pedagogically (fragmented, 
acruai, simple), and chat lead to the most manageable classrooms (again, fragmented, 
actw.l, easy to mooicor). 

Indeed, as ironic as it may seem, this situation has actually contributed to the 
!evelopmeo.t of a common instructional practice and, as described earlier, a common basic 
K.ii.l.s curriculum. M;;.ny analysts and c.irric-.ilum scholars have attributed the instructional 
ocus on basic skills to a 'factory model' of schooling, which emphasizes control and easy 
nonitoring of srudencs, and to rigid hie:-archical models of learning (e.g., McNeil 1986, 
'=~e:son 1989). Such models, they argue, are cle:rrly outmoded, inconsistent wich wh:;.c 
.ve know about how people le:im, and unable to lead to the type of thoughtful educated 
i :ize~ry we require. However, while educ:..cors and obser:ve:-s have recognized the 
n:1ciequac:es of chese models ;;nd the curricula they engender ~d have c..vrinen extensively 
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about them , the fragm entation  o f the policy system m akes substantial, w idespread change 
in instructional practice and the curriculum  virtually impossible.

W h a t is particularly  d isturb ing  is that, w ith  regard to  the higher-level cognitive goals 
no w  proposed, these basic skills models m ay fa rther disadvantage those students already at 
risk in our schools. W h ile  an emphasis on isolated facts and skills in unlikely to foster 
com plex th ink ing  skills am ong students generally, less-advantaged students often lack a 
su rround ing  -env ironm ent that helps them  fill in the gaps and d raw  the connections, 
necessary to construct com plex m eaning in such situations (Peterson 1986). T h e  problem  
is exacerbated in low er incom e areas w here poor quality  curricula com bine w ith  low  
expectations, w ith  the result that m any of these students are locked into failure.5

O f  course, am ong the over one million classrooms in the USA, there are m any 
exceptions to this general pattern . Innovative teachers or schools m ay experim ent w ith  
particularly  creative and prom ising curricula and instructional practices,' often w ith  
considerable success. B ut as w e observed earlier, m ost innovations End little  support 
w ith in  the system  and become m arginalized or die ou t a ltogether. T h e  same is true  for 
large-scale curricu lum  reform  movemencs such as the ‘new  m a th ’ or the science and social 
studies curricula spaw ned by Sputn ik . In part, this is because program s developed in one 
sector (e .g ., curriculum ) are rarely linked ;to the extensive necessary changes in o ther 
sectors (e .g ., the con ten t of wide-scale assessment in strum ents, in-service and pre-service 
teacher developm ent).6 A nd w e k n o w  that if teachers do n o t understand or do n o t support 
particular curricular changes, those changes are unlikely to  take hold in the schools.

Professional development

D espite p rogram  a;ter program  to im prove the quality  o f teacher education , the 
p reparation o f educational personnel in the USA remains w holly  inadequate. Typically, 
neither pre-service nor in-service professional developm ent program s are o f h igh  quality  or 
are w ell coordinated  w ith  the dem ands and needs o f the K -12  system.

elem entary school teachers have ever, a-rudim entary education in science and m athem atics, and many■ ju n io r  
-nd  senior h igh  school teachers o f science and m athem atics do no t m eet reasonable standards o f  preparation in those 
Eelds. U n fo rtunate ly , such deficiencies have long been tolerated by the institu tions that prepare teachers, the public 
bodies that license th em , the schools th a t hire them  and give them  their assignm ents, and even the teaching 
profession itself (AAAS 1990: 13-14).

T h e  average elem entary school student in the USA receives only 20 m inutes per day in 
science instruction  (R aizen and Jones 1985). A nd , in m athem atics, w here school 
regulations require specific m inim um  am ounts of instructional tim e, the co n ten t and form  
o f instruction  used by  m ost elem entary school teachers m inim izes the dem ands on their 
understand ing  o f m athem atics. For example, w hereas m any students in o ther 
industrialized  nations receive in troducto ry  instruction  in algebra ’ geomet: . grades
K -8 , few  o: cu r s:־.:.de:::s •■:re so c:^.'.;::■•׳׳׳:  fC ״ . : Lue al. 198 K n ig h t et at. 1987).
T h is should n o t be surprising -  teachers, like everyone else, tern.. :nun  tasks that they 
feel unable to  perform  w ell. Essentially, m any elem entary and secondary school teachers 
do n o t have the confidence in their understanding o f science and m athem atics to enable 
them  to do a creative jo b . T his pattern  is repeated for literature, h istory , and w ritin g  
th ro u g h o u t the K -12  grades.7

These are no t new  cricicisms. Yet, they persevere. W h y ?  For pre-service professional 
developm ent there are a variety o f  proposed reasons. O n e  is that the quality o f p ro sp e c t iv e  
teachers is w eak and declining. Teaching is a low  prestige and low  fay in g  profession, and
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about them, the frJgmentation of the policy system makes substantial, widespread change 
in instructional practice and the curriculum virtually impossible. 

What is particularly disturbing is that, with regard to the higher-level cognitive goals 
now proposed, these basic skills models may further disadvantage those students already at 
risk in our schools. While an emphasis on isolated facts and skills in unlikely to foster 
complex chinking skills among students generally, less-advantaged scudencs often lack a 
surrounding . environment that helps them fill in the gaps and draw the connections. 
necessary co 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 co chis ge:1erol patce:-n. Innov;;cive te;;c~ers or schools rn:.y expe:'imenc with 
particularly creative and promising curricula and instructional practices, often with 
considerable success. Bue as we observed earlier, most innovations find liccle support 
wichio the syscem and become marginalized or die out altogether. The same is true for 
large-scale curriculum reform movements such as the 'new math' or che science :md social 
studies curricula spawned by Spucnik. Io part, chis is because programs developed in one 
sector (e.g., curriculum) are rarely linked .to the extensive necessary ch:mges in ocher 
sectors (e.g., the content of wide-scale assessment instruments, in-service and pre-service 
teacher developmenc).6 And we know that if te:1.chers do not understand or do not support 
particular curricular changes, those changes are unlikely to take hold in the schools. 

Professional developmenc 

Despite program .. , i:er program to improve the quality of teacher educacion, 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 coordinaced wich the demands and needs of che K-12 system. 

- :·N c:cmc!'!Clrv scaool tc1chcr1 hlvc eve~ .;.rudimenc1ry educ1tion in sc:cncc lnd mlchemHics, led m1cy juc.ior 
. nd se~:or bigh school tclchcrs of science 2nd m1chemacic, do noc meet re:ison:iolc st:ind:irds of prc?:ir1tioo in cbose 
E.eids. Unfortua:itc!y, such dencic:icies h1ve long 'oeen toler1tcd by the icscicutions due prep:i.e ce:icberi. the public 
bodies ch1c license tbcm, the schools ch1t hire tbem ,ad give them che1r assignments, 2nd even che ceach.ing 
profesrioc itself (MAS 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 ti.me, the concent and form 
of inmucrion used by most elementary school teachers minimizes the de:nands on their 
understanding of mathematics. For example, whereas many students in ocher 
industrialized nations receive incrcvluctory instruction in algebra ' geomet· . grades 
K-8 f~w o:c,··,-·..:~-,-- .. ,...,c ... c-··-,. .. ~,. .-. · . .,. ,.,[ ln<: v-=gn'tet " l 1987). , ._ .. ... .. >·• .... J __ ._.;, ._,.__ .. -...J .._4 __ ..,..:, - .. • -l '-. ~ . ✓C ::'Ull '-6 • 

Th.is should ooc be surprising - teachers, like everyone eise, tenL. ,nun tasks chat 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 
chem to do a creative job. This paccern is repeated for literacure, history, and wrici.ng 
throughout the K-12 grades.7 

These are not new criticisms. Yee, they persevere. Why? For pre-se-rvice professioo:ti 
development there :ue a v:iriery of proposed re:isons. One is chat che qualicy of prospec:ive 
teachers is weak and declining. Teaching is a. low prestige and low :,ayiog professioo, aod 
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rom en, w ho  once saw  teaching as am ong their few professional alternatives, n o w  have 
ccupational opportunities that did no t exist in the past. According to this theory , the 
Diutions are to increase the standards for certification w hile sim ultaneously paying new  
:achers h igher salaries, thereby encouraging m ore talented people to en ter the profession, 
i. second reason given is that the con ten t and pedagogy o f the curriculum  in m any schools 
f education are particularly  w eak. C ritics are especially disdainful of courses tha t focus on 
edagogical strategies. O n e  proposed rem edy here includes elim inating  schools of 
ducation and tu rn in g  aw ay from  pre-service pedagogical training altogether, preferring 
istead alternative routes to  certification. A  second proposed remedy focuses on  reform ing 
:acher education by lim iting  teacher train ing  in schools of education to  only graduate 
rograms (H olm es G roup  1986, D arling-H am m ond w ith  Green 1990).

Both these criticism s have some tru th  and the proposed solutions m ay have some 
m. i  m erit. Typically, how ever, the solutions address the quality o f teachers and 
:aching w ith o u t consideration o f the overall con tex t. For example, raising beginning  
:achers’ salaries to  be m ore com petitive w ith  o ther professions does appear to attract 
igher scoring candidates and to increase their leng th  o f stay in teaching (M urnane and 
)lsen 1989, 1990). H o w ev er, w hile such increases m ay enlarge the pool o f prospective 
:achers som ew hat, they  do not guarantee that incom ing faculty will have the kinds of 
aow ledge and skills required in  today’s schools. M oreover, if the dem and is for teachers 
rith particular know ledge or expertise -  such as science and m athem atics -  across-the- 
oard salary increases tu rn  ou t to be a very costly solution that may n o t sufficiently alter 
1e supply in the desired direction (Levin 1985).

W ith  regard to the second set o f proposals, elim inating schools o f education and pre- 
:rvice pedagogical tra in ing  in favor o f alternative certification strategies has u n k n o w n  
lent -  w e do k n o w  th a t pre-service pedagogical train ing is even m ore extensive in o ther 
ations than  ours, nations such as Japan w here students achieve at h igher levels than  in the 
fSA (M cK night et al. 1987). C oncen tra ting  teacher train ing  at the graduate level m ight 
: a strategy to raise the prestige of teachers, b u t ju d g in g  from  existing data, it offers little 
: 'se of a m ajor change in their effectiveness (Sm ith and O ’D ay 1988). Finally, none of
iese strategies addresses the lack of con ten t know ledge of m any prospective־ teachers.

A n alternative approach to the problem s in professional developm ent em phasizes the 
ck of fit betw een w h a t prospective teachers are tau g h t and are expected to k n o w , on the 
ne hand, and the know ledge and skills they need to  perform  their jo b s , on  the other, 
his disjuncture betw een  teacher know ledge and teaching practice begins w ith  the 
!trenched condition o f teaching in the na tion ’s post-secondary system . M ost o f the 
ation’s teachers learn the  con ten t o f the disciulines in the arts and sciences schools apart 
om  :he schools o f education w ith in  colleges and universities. T he courses offered in these 
:ttings are no t designed for people w h o  w ill need to  teach the disciplines to elem entary 
id  secondary students in  the fu ture , and they are typically taught in a lecture style, fact- 
riented fashion tha t w o rk s only because the students k n o w  they need to pass the course 
) move their life ahead. In m any o f the larger post-secondary institu tions, courses in 
lathematics, science, and h isto ry  typically have exam inations w ith  short answ er questions 
lat can be graded by m achine, w hile literature courses require papers o f only  a page or 
wo. T hus, neither the  con ten t nor the pedagogy o f the higher education institu tions 
:rves to prepare fu tu re teachers w ell. T his is a particularly difficult p roblem  to address 
:cause there are no incentives for professors in m any colleges and universities either to 
ter tneir teaching approach or to teach courses designed to meet the needs o f fu tu re K -12 
■achers.

T he colle2es and universities are nnr snlplv rn fnr rt1J« sin isnon A c m-m•״■ r-rinVt
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.-omen, who once saw teaching as among their few professional alternatives, · now have 
ccupational opponunicies chat did not exist in the past. According to this theory, the 
:>lucions are to incre:ise the st:md:irds for certific:aion while simultaneously paying new 
!:.c:1ers higher sal:iries, thereby encour:iging more talented people to enter the profession. 
~ second re:ison given is that the content and pedagogy of the curriculum in many schools 
f education are particularly we:ik. Critics are especially disdainful of courses that focus on 
edagogical strategies . One proposed remedy here includes eliminating schools of 
:iuc:.tion and turning away from pre-service pedagogical training altogether, preferring 
1stead alternative routes to certification. A second proposed remedy focuses on reforming 

:ac!:ie:- education by limiting teacher training in schools o[ educacion to only graduate 
rograms (Holmes Group 1986, Darling-Hammond with Gree!l 1990). 

Both chese criticisms have some truth and the proposed solutions may have some 
m. .± merit. Typically, howeve:-, the solutions addre!s the quality of teachers and 
:ac:iing without consideration of che over:ill context. For example, raising beginning 
::ichers' salaries to be more competitive with other professions does appear co accr:icc 
igher scoring candidates and to increase their length of scay in teaching (Murnane aP..d 
llsen 1989, 1990). However, while such increases may enlarge the pool of prospective 
:achers somewhat, they do nae guanncee that incoming faculty will have the kinds of 
oowledge and skills required in today's schools. Moreover, if the demand is for te1chers 
•ich particular knowledge or expertise - such as science and mathematics - across-che
::iard salary increases tum out co be a very costly solution chat may not sufficiently alter 
1e supply in the desired direction (L~vin 1985). 

With regard co the second set of proposals, eliminating schools of educ:ition and pre
:rvice pedagogical training in favor of alternative ce::cilication strategies has unknown 
1enc - we. do know that pre-service pedagogical training is even more extensive in ocher 
ations than ours, nations such as Japan where students achieve at higher levels than in the 
fSA (McKnight er al. 1987). Coocencraciog teacher training at the graduate level might 
= a strategy to raise the prestige of ce1chers, but judging from existing daca, it offers little 

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

An .Jcernacive approach co the problems in professional developme::1.t emphasizes the 
ck of fie 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 
1trenched condition of teaching in the nation's post-secondary system. Mose of the 
ation's teachers learn the content of the disciplines in the .. res .. nd sciences schools apart 
om the schools of education within colleges and universities. The courses offered in these 
:ccings are not designed for people who will need to teach the disciplines co elementary 
1d secoadary stude!lcs in the future, and they are typically taught in a lecture style, fact
:ienced fashion chat works only because the scudencs know they need to pass the course 
> move their life ahe1d. In many of the larger post-second:uy institutions, courses in 
1ad:.e~atics, scie::i.c:=, and history typic:illy have e:x.;;..-n.inations with short answer questions 
1ac can be graded by machine, while liceracure courses require papers of only a page or 
110. Thw, neither the content nor the pedagogy of the higher education institutions 
:::ves to pre?are future teachers well. This is a particularly di.mcult problem co address 
!cause there are no ince::icives fo r professors in m..ny colleges and universities eithe:: co 
ce~ cneir teaching approach or co te:ich courses designed co meet che needs of future K-12 
·~c:ie=s .. 

The colie2es .. nd universicie~ ::re nnr ~nl~lv tn hi, ...... f,-,r · h;. ~irn,t;,..,.., A< ...,,,,-,v m,;,.., 
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have pointed o u t, the licensing and certification systems used by the states typically 
represent a w eak a ttem pt to ensure that prospective teachers have the know ledge of 
con ten t and skill in pedagogy to  do an effective job  in the classroom. Indeed, there is often 
little  planned relationship betw een  the content and skills required o f prospective teachers 
and the curriculum  o f the schools. Part of this, of course, is due to the fact that there is no 
com m on curriculum  beyond the emphasis on basic skills. T he m ost w idely used 
exam ination , the N ational Teachers E xam ination, has no predictive validity. Its face 
validity is predictive on the argum ent that its con ten t is derived from  curren t practice and 
is broad enough in scope to be representative of practice in all o f the states in the U n io n . 
H ow ever, basing the content on current practice is inherently  conservative, for it 
reinforces and legitim izes contem porary  m ediocrity. M oreover, creating a test w ith  a 
con ten t so broad (and consequently, shallow) that it is not inaDproDriate for any state or 
d istrict surely makes it practically valueless for all o f the states and districts (Sm ith and 
O ’D ay  1988, H aertel 1987).

T h e  in-service professional developm ent situation is little better than  the pre-service 
train ing . O ne reason for continuing  education is the requirem ent that individual teachers 
have to  obtain a certain  num ber o f graduate credits over a period o f tim e to m aintain  their 
job and to receive salary increm ents. A fter tenure is reached, obtaining a few credits every 
few years is often the only educational hurdle teachers m ust clear to keep their positions. 
Because of scheduling problem s and a lack of coordination betw een higher education 
in stitu tions and K -12  school systems, the courses teachers take for individual developm ent 
and advancem ent are typically badly coordinated w ith  the dem ands o f the teachers’ jo b s.
T h eir con ten t often depends m ore on the intersection o f the teachers’ schedule and the 
interests o f professors in the local h igher education in stitu tions than on the needs o f their 
K -12  students.

O th e r  professional developm ent experiences are organized by the school or d istrict 
and are generally m ore closely a ttuned  to the specific needs o f the schools. These sessions, 
how ever, are severely lim ited in scope and duration, frequently  lasting a day or less only 
once or tw ice a year. O n ly  rarely are they  of sufficient dep th  and scope to give teachers the 
experience necessary to make m ajor changes in their approach to instruction . Too o ften , 
these experiences are focused on a new. innovation or technique w hich bears very little  
relationship to the curricula o f the schools. Even w hen  the developm ent activity is directly  
related to  the in troduction  o f a new  curriculum , the tra in ing  generally suffers from  a lack 
of dep th  and tim e. Perhaps as a consequence o f these badly organized experiences, 
conventional professional developm ent program s show  few positive and lasting effects.
A nd, even m ore dam aging to prospects for productive change, the federal, state, and local 
budgets for in-service professional developm ent are tiny  and extrem ely vulnerable to 
budgetary  constraints (Guskey 1986, L ittle et al. 1987, M cLaughlin 1990).

W e do no t w an t to leave the impression tha t there are no productive in-service 
experiences. T h e  reports from  tens o f thousands o f teachers w ho  have been to N SF 
sum m er institu tes in m athem atics and science, from  the m any teachers w h o  have 
participated in groups such as the Bay Area W ritin g  Project, and from  m any o f the  
teachers w h o  have used teacher centers all over the nation attest to the pow er tha t in -
service experiences can have on individual teachers. O n e  key to m aking these experiences 
successful has been th a t they are focused on con ten t that is relevant to  the teachers’ 
classrooms and on ways of presenting that conten t; another is that they are often  o f 
sufficient leng th  to be a pow erful in tervention. U nfo rtunate ly , in m any instances o f 
pow erfu l individually-oriented in-service experiences, the teachers re tu rn  to an 
environm ent thac is no t particularly supportive of new  curricula or m ethods o f teaching.
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have pointed out, the licensing and cercific:icion systems used by the sc:ices typically 
represent a weak attempt co ensure chat prospective te:i.chers have che knowledge of 
content and skill in pedagogy to do an effective job in che 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 co the foct that t:1ere is no 
common curriculum beyond the emphasis on basic skills. The most widely used 
examination, the National Teachers Examin:i.cion, has no predictive v:ilidicy. Its face 
validity is predictive on the argument chat ics content is derived from current practice and 
is broad enough in scope co be representative of pr.:ctice in all of the scates in che Union. 
However, basing che content on current practice is inherently conservative, for it 
re:oforces :md legitimizes contemporary mediocrity. Moreover, cre:icing :a ce:;c wich a 
content so broad (and consequencly, shallow) chat it is not inaooro?riace for any st.:ce or 
district sureiy makes it practically valueless for all of the scares and districts (Smich and 
O'Day 1988, Haertel 1987). 

The in-se:-vice professional development situation is little better ch:m che pre-service 
training. One re:i.son for continuing educ:1cion is che requirement tb:1c individu:tl teachers 
have to obtain a ceruin number of graduate credits over a period of time co maintain their 
job and to receive salary increments. After tenure is re:iched, obc:iining a few credits every 
few years is often the only educ:icional hurdle teachers must cle:ir 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 cake for individual development 
and adv,mc;emenc ai;e typic;;.lly badly coordinated with the demands of the teachers' jobs. 
Their conce::it often depends more on the intersection of the teachers' schedule and the 
incerescs of professors in the loc:tl higher education institutions than on the needs of cheir 
K-12 students. 

Ocher professional development experiences are organized by the school or district 
and are generally more closely attuned co 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 co make major changes in their approach co instruction. Too often, 
these experiences are focused on a ne,v. ir•_novacion or technique which bears very lictle 
relationship co che curricula of the schools. Even when the development acti,.;cy is directly 
related co che 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 posicive and lasting effects. 
And, even more damaging co prospects for productive change, the federal, stare, and local 
budgets for in-semce professional development are tiny and extremely vulnerable to 
budgetary constraints (Guskey 1986, Little er al. 1987, McLaughlin 1990). 

We do not wane to leave che impression chat there are no productive in-se:vice 
experiences. The reports from tens of thousands of te:;.chers who have been co NSF 
summer institutes in mat:iemacics and science, from the manv teachers who have 
participated in groups sucn as the Bay ArC3 Wricing Project, a~d from many of the 
teachers who have used te~cher centers all over che nation attest co the power that in
service experiences can have on individual teachers. One key to making these experiences 
successful has been chat they are focused on content chat is relevant co che ce:ichers' 
dassrooms and on ways of presenting chat coocenc; anoche::- is chac they a.re often of 
sufficient length to be a powerful inte:-,re:uion. Unforcun:.cely, in many instances of 
powerful individually-orie::iced in-service experiences, the teac:iers ::-ecurn to an 
e::ivu:onmenc chac is not particularly supportive of new curricula or methods of ce:i.ching. 
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This has led som e schools to develop an alternative strategy in w hich the en tire  faculty of 
the school or o f a particular departm ent in the school w ill participate collectively in an in-
service train ing  experience o f their o w n  choosing, based on their particu lar curricular 
needs. T here is som e evidence that such a strategy, w hich combines the  a ttribu tes of 
collective decision-m aking by  the teachers w ith  a focus on relevant co n ten t, has a positive 
effect on studen t achievem ent (Purkey and Sm ith 1983).

Accountability assessment systems

A ccountability assessment systems in the  U SA  suffer from  a variety o f problem s. O ne is 
that m any o f o u r policym akers and educators are hoplessly confused about the purposes of 
testing in  the schools. D ifferent parts and levels of the system use the same assessment 
rum ׳ ; ent for different and often conflicting purposes. In this chapter w e are m ost 
interested in the use o f assessment as an in strum en t o f accountability to gauge the quality 
of schools and school system s, not in the m ore directly pedagogical uses o f tests to 
diagnose, assess, and guide the progress o f individual students, or in the  use o f tests to 
evaluate particular program s or projects. Each of these uses is im portan t, b u t it.is critical 
to keep the distinctions am ong them  clearly in  m ind for, m ore often than  n o t, the same 
instrum ent or in strum en ts should not be used for m ultiple purposes.

A nother problem  is tha t the lack o f a com m on curriculum  w ith in  m ost states and 
many districts m akes it impossible to  construct a broadly-used, valid accountability 
assessment in s tru m en t. If the con ten t o f the curriculum  purposefully v a rie s ' across 
jurisdictions, so logically should the assessment instrum ent that is in tended  to assess how  
well the school or d istrict m eets their curricular purposes. T hough  there is no com m only 
adopted curricu lum , m ost states and school systems are heavy users o f one or m ore of a 
small set o f norm -referenced, m ultiple choice, standardized tests -  tests th a t each purport 
to be appropriate for m ost variations o f cu rricu lum .8

A final issue is tha t m any school people take seriously their school’s and d istric t’s 
rformance on the standardized tests and use it as a gauge o*׳'־ f the quality  o f their 
.^struction. Schools often  use individual test perform ance for student placem ent, while 
districts and states use aggregate s tuden t perform ance for school and system 
accountability. T h u s , the tests have h igh  stakes, n o t only for students b u t also for 
teachers, schools, and system  adm inistrators. As a consequence, teachers -  generally w ith  
encouragem ent and even pressure to  do so -  w ill frequently adjust their teaching to 
improve test scores, n o t by  teaching the  subject m atter in m ore creative and productive 
ways b u t by  tailoring  their instruction  to  the form  and nature of the standardized tests 
(Fredericksen 1984).

Such an influence m ig h t be productive if tests w ere constructed to  m easure com plex 
thinking and problem -solving and thus served to  m ove curriculum  and instruction  in the 
direction o f developing these skills. O f  course, this w ou ld  require tha t teachers k n o w  and 
be able to teach the co n ten t and skills assessed by the tests. Indeed, challenging tests or 
examinations used for accountability purposes m igh t be a particularly  pow erful 
intervention if teachers had the con ten t and pedagogical know ledge, the curriculum  
materials, and the support services th a t w ou ld  enable them  to , teach to  the challenging 
tests’. In the absence o f such know ledge and m aterials, how ever, the gap betw een the 
content of the tests and the capacity o f the teachers to teach the con ten t could be 
extraordinarily fru stra tin g  and possibly counterproductive.

A t present there seems to be little  overall conflict betw een the capacity and pedagogy
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This has led some schools co develop an alcern::itive strategy in which the entire faculty of 
tbe school or of a particular department in the school will parcicipate collectively in an in
service training experience of their own choosing, based on their p::inicular curricular 
needs. There is some evidence th::it such a strategy, which combines the attributes of 
collective decision-making by the te:ichers with a focus on relevant content, has a positive 
effect on student achievement (Purkey and Smith 1983). 

Acco:mtability assessment systems 

Accountability assessment systems in the USA suffer from a variety of problems. One is 
chat many of our policymakers and educ::icors are hoplessly confused about the purposes of 
testing in the schools. Different parts and levels of the syscem 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 co 
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 import ant, 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 
:.ssessmenc instrument. If the content of the curriculum purposefuUy varies· across 
jurisdictions, .so logically should the assessment instrument that is intended co assess how 
well the school or di.strict meecs 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 linal issue is that many school people take :seriously their school's and district's 
~~rfonnance on the standardized tests and use it as a gauge of the quality of their 
... sm1ction. Schools often use indiV1dual test performance for student placement, while 
districts and states use aggregate student perfor~anc:: for school and system 
accountability. Thus, the tests have high stakes, noc only for students but also for 
teachers1 schools, and system administrators. As a consequence, teachers - generally with 
encouragement and even. pressure to do so - will frequently adjust their teaching co 
improve test :scores, not by te:iching 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 in.Buence might be productive if tests were constructed to measure complex 
thinking aod problem-solving and thus served to move curriculum and instruction in the 
direction of developing these skills. Of course, this would require that teachers know and 
be able to tea.ch the content and skills assessed by the tests. Indeed, challenging tests or 
examinations used for accountability purposes migbt be a particularly powerful 
intervention if teachers had the cootenc and pedagogical knowledge, the curriculum 
materials, and the support services that would enable them to 'teach co the challenging 
,escs'. In the absence of such knowledge and materials, however, the gap between the 
content of the tests and the capacity of the te::iche:-s to teach the content could be 
exmordin:uily frustr:icing and possibly counterproductive. 

Ac present there seems to be little overall conflict between the c:i.pacity and pedagogy 
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of the teachers and the con ten t o f the tests. In general the m ost com m only used assessment 
in strum ents, like tex tbooks and o ther curricular m aterials, are designed to reflect the least 
com m on denom inato r in a fragm ented and ill-structured  system. Standardized, norm - 
referenced tests are developed to be so broad and general that they can assess learning 
across a w ide range o f curricular purposes. T heir form  emphasizes broad coverage o f 
unconnected facts, and the ability to w ork  very quickly on m ultiple choice, lim ited  tim e- 
.span, unrelated problem s that have only one righ t answ er. It is■ therefore not surprising  
tha t apparently substantial and progressive changes in curricu lum  produce little  effect on 
such tests or that scores m ay be m ore accurate indicators o f social class background than  o f 
w h a t is actually learned in the classroom (H aw ley 1984, Fredericksen 1984, R esnick and 
R esnick 1985, A rchbald and N ew m ann  1988).

O ver the past 20 years m any states have tried to  address these inadequacies by 
adopting  a second form  of assessment instrum ent: criterion-referenced, m in im u m  
com petency exam inations. W h ile  these tests are developed w ith  a clear curricu lar 
conception, they typically contain m any of the same problem s in form  as the standardized 
norm -referenced tests, and they have the additional problem  o f focusing only on very lo w  
level skills and standards. T h u s, they cannot appropriately be used to assess the overall 
curricular aim o f a school, if the school has one. Instead, for very low -achieving studen ts, 
schools often focus their instruction  on the con ten t o f  the m inim um  com petency tests, 
thereby reinforcing their already low  aspirations for these students.

T h e  m ain po in t here is that b o th  types o f tests exist, in part, because o f a lack o f 
coherence in the curricular policy of state and district school systems. Standardized no rm - 
reference tests, w ith  their general all-encompassing natu re , are used for accountability  
purposes because there is no com m on set of curricular goals am ong schools and system s; 
criterion-referenced, m in im um  com D eten cv tests are based on such restricted and elem ental7 x J
sets o f curricular goals th a t it is easy to  im agine that all districts and schools could  m eet 
their dem ands, as has been the case in Florida and V irg in ia . M oreover, b o th  tests, w h en  
used for accountability , serve to reinforce an instructional emphasis on facts and skills 
ra ther than  problem -solving and perform ance in m eaningful situations. T h e  m ultip le  
choice and tim ed form at reinforces quickness and recogn ition  rather than th o u g h t and.-;•,., 
recall. These tests thus fortify  the tendency o f the system  to  be conservative and m ediocre. 
Indeed, w ith  a few exceptions, such as the A dvanced Placem ent exams, the In ternational 
Baccalaureates, and the N ew  Y ork R egents, there are no w idely-used exam inations in this 
co u n try  w hich  either clearly assess curricula in a rich form  o r stand as a serious in tellectual 
challenge for the studen t.

Support services

A critical elem ent o f  the second wave of reform  is th e  issue o f how  to enhance the  
professionalism  o f teachers. Sykes (1990) argues that professionalism w ill be enhanced as 
te3chers are given m ore and greater con tro l over resources w ith in  their schools.9 
C ertain ly , it w ill be im possible for m ajor changes in the quality  of schooling to take place
11 the quality  o f teacher w orkplaces continues to  be as shabby as now .

T his issue has a variety of dim ensions. F irst, there are few resources and services in 
the system  to develop, support, or m aintain processional creativicy and com m itm en t. F ew  
schools have libraries for teachers, few offer tim e off for reflection and developm ent o f new  
ideas to r teaching, few  provide serious support for new  teachers, few provide the m eans by  
w n ica  teachers can experim ent w ith  new  ideas. O n  a m ore m undane level, m any schools -

244 M. S. SM IT H  A N D  J. O ’D A Y244 M.S.SMITH ANDJ.O'DAY 

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 reaect 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. T heir 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 righc answer. It is· therefore nae surprising 
that apparently substantial and progressive changes in curriculum produce liccie efect on 
such tests or that scores may be more accurate indicators of social class background than of 
what is accually le:irned in the classroom (Hawley 1984, Fredericksen 1984, Resnick and 
Resnick 1985, Archbald and Newmann 1988). 

Over the pasc 20 years many states have tried to address these im.dequac.es by 
adopting a second form of assessment instrument: criterion-referenced, minimum 
competency examinations. While these tests are developed with a de:ir curricubr 
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 apprnpriacely be used to assess the overall 
curricular :.im of a school, if the school has one. Inste:id, for very low-achieving stude~m, 
schools often focus their instruction on the content of the minimum competenC'J tests, 
thereby reinforcing their already low aspirations for these students. 

The maio point here is chat both types of tests exist, in pare, because of a lack of 
coherence in the curricular policy of state and district school systems. Standardized norm
reference tests, with their general ail-er.compassing nature, are used for accoun~ability 
purposes because there is no common sec of curricular goals among schools and S)'Stems; 
criterion-referenced, minimum competency tests are based on such restricted and elemental 
sets of curricular goals that it is e:isy to imagine chat all districts and schools could meet 
their demands, as has been the case in Florida :ind Virginia. Moreover, both tests, when 
used for accountability, serve to reinforce an inscruccional emphasis on fac:s and skills 
rather than problem-solving and pe:formance io meaningful siru;;cions. The multiple 
choice :.nd timed fonnac reinforces quickness acd recognition rather than thought and . 
rec:i.ll. These tests thus fortify the te::i.de::i.cy of the system co be conserv:.tive and mediocre. 
Indeed, with a few exceptions, such ;;s the Advanced Placemenc ex:.ms, the International 
B:.ccalaureates, and the New York Regents, there are no widely-used examinations io this 
country which either clearly assess curricula in a rich form or stand as a serious incelleccual 
challenge for the student. 

Support services 

A cicic;;l element of the second wave of reform is the issue of how to enhance the 
probsionilism of teachers. Sykes (1990) argues that professionalism will be enhanced .. s 
te:i.chers are given more :.nd greater control over resources within their schools.9 

Cmo.inl.y, ic wiil be impossible for major c~anges io the quality of schooling to take place 
ir the quality of teacher workplaces continues to be as shabby as now. 

This issue bas :1 varie:y of dimensions. Firs,, there ..re few resour::es and se:vices in 
the syscem to deve!op, support, or m:iinc::in proc·essiooal cre::civicy :ind commitme:ic. Few 
sc:iools have libraries for teachers, few orfe: tir.i.e off for reaeccion and develoome:it of new 
icie:.s tor teaching, few provide serious support for new te:ichers, few provide· the means by 
wnicS. ce:.cbe::-s c:m e:rnerimenc wicn new ide1s. On a more mundane le·,el. many schools -



:articularly those in areas w ith  h igh  concentrations o f poor people -  are terrible 
workplaces. Teachers have no space to m eet and talk w ith  o ther professionals, no or very 
ittle  access to  telephones, few if any photocopiers to reproduce class m aterials. W hen  
3apers, books, and pencils are m issing, teachers m ust go w ith o u t or supply these materials 
xom their ow n  resources, often receiving little respect or reinforcem enc from  their 
;upervisors for their efforts. Generally teachers do not have a private place outside of the 
:lassroom to m eet w ith  parents, and there is no place for parents to m eet and talk or to 
wait during  the school day.

T he ex traord inary  th ing  about these conditions is that it w ould  take very little  m oney 
:0 overcom e them  in m ost of the schools in the nation. T he only really costly item  w ould 
j s  time off for reflection and developm ent of new  ideas. T he rem ainder prim arily  require 
״ eative and energetic leadership on the part of princinals and central office staff. 
U nfortunately, instead of basing their actions on w hat w ill m axim ize the quality or 
ic'i. jIs and on principles of good adm inistrative behavior, principals and district 
adm inistrators often  fall back on rules and regulations to rationalize the status quo.

Frustrated  h igh  expectations for creative w o rk  in such a difficult env ironm ent lead 
many educators to  focus on survival. Ironically, the fragm entation of the system  actually 
assists in this effort by operating  as a k ind o f filter, pro tecting  teachers from  som e of the 
otherw ise deafening policy noise. O f  course, policy demands do get th ro u g h , often in a 
form that is b o th  incoherent and divorced from  the needs and contex t of the  teacher. It is 
not surprising, u nder these conditions, tha t m any teachers simply close their classroom 
doors and do their o w n  th ing . N o r is i t surprising that even w־ idely acclaimed reform  
efforts have little  long-term  effect on classroom practice. Educational institu tions have 
truly becom e ‘loosely coupled’ systems in w hich  instructional practice is only  w eakly tied 
to organizational policies, and the system  as a w hole remains conservatively b o u n d  to the 
processes and co n ten t o f the past.

If the new  refo rm  m ovem ent is to  have a lasting effect on  w ha t happens in the 
classroom, it w ill thus have to overcom e the curren t fragm entation  o f 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 . ....
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A  stra teg y  for sy stem ic  reform

W e suspect th a t there are m any possible paths to a coherent, productive, and progressive 
educational system . T h e  one w e present here seeks to com bine the vitality and creativity of 
bo ttom -up change at the school site w ith  an enabling and supportive s tru c tu re  at m ore 
centralized levels o f the system . W h ile  recognizing that change m ust occur at all levels of 
the system and tha t the u ltim ate goal is to transform  w hat happens at the school and in the 
classroom, w e have chosen for the purposes of this paper to focus m ost o f o u r a ttention  on 
the role o f the state apparatus in  this process. W e do so for several reasons.

First, m ost o f the curren t res tru c tu rin g  literature focuses exclusively on  the school 
and district levels o f the system . W h e n  states are m entioned at all, it is usually in the 
context o f providing waivers from  various regulations currently  in force. Y et, if w e w ish 
to influence m ore than a few  schools or districts at a tim e, the state is a critical actor. 
Second, du ring  the past 20 years, m ost states have gradually amassed greater au thority  and 
responsibility over their educational systems as their share o f the educational budget has 
risen, as the econom y and p roductiv ity  o f the state have been seen to be m ore and m ore 
dependent on its educational system , and as issues of equity and fairness in  the distribution

S"iS7c.MiC SCi-iOOL .?.E:OR~t 245 

mcicula.rly those in areas with high concentrations of poor people - are terrible 
Norkplaces. Teachers have no space to meet and talk with other professionals , no or very 
ict!e access to telephones, few if any photocopiers to reproduce class materials. \Vhen 
Japers, books, and pencils are missing, teachers must go without or supply these materials 
:ram their own resources, often receiving little respect or reinforcement from their 
,upervisors for their efforts. Generally te:ichers do noc have a private place outside of the 
:bssroom to meet with parents, and there is no place for parents to meet and talk or to 
.v;;ic during che school day. 

The extraordinary thing about these conditions is chat it would cake very little money 
:o overcome them in most of the schools in the nation. The only reilly costly item would 
Je time off for reflection and development of new ide:is. The rem:.inder primarily require 
.. eac:ve and e::iergetic le:2dership on the part of princi~als and central office mfr. 
u nfortunately, instead of basing their actions on what will maximize the quality or 
;c~ Jls and on principles of good administrative behavior, principals and dimic: 
1dministrators often fail back on rules and regulations to rationalize the status quo. 

Frustrated high expectations for creative work in such a difficult environment le::id 
many educators to focus on survival. Ironic::illy, the fragmentation of the system actually 
assists in this effort by operating as a kind of filter, protecting teachers from sorrle of che 
otherwise de::ifening policy noise. Of course, policy demands do get through, often in a 
form that is both incoherent and divorced from che needs and context of the teacher. le is 
not surprising, under these conditions, that many teachers simply close their classroom 
doors :md do their own thing. Nor is it· surprising th at even widely acclaimed reform 
efforts have litcle 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 syitem 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 di.reccion for chaage and the resources to accomplish those changes. 

· next section discusses one possiole 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 strucmre at more 
ce::milized levels of the sysce:n. While recognizing that change must occur at all levels of 
the syste:n and thac che ultimate goal is to transform what happens at the school and in the 
classroom, we have chosen for the purposes of chis paper to focus most of our attention on 
the role of the state appanrus in t.b.is process. We do so for several reasons. 

Fi.rsc, most of the current restructuring Literature focuses exclusively on the school 
ac.d district levels of the system. When states are mentioned ac all, it is usually in the 
conte.."'Ct of providing waivers from various regulations currently in force. Yee, if we wish 
to influe::i.ce more than a few schools or districts at a time, che state is a cricical actor. 
s~cond, during the past 20 ye:irs, most sc:ites have graduilly amassed gre::ter authority and 
:::s~onsibility over their educitional systems as their share of the educ:.cional budget bas 
:-:se:i, as the economy and produccivity of the sc.ate h .. ve been. seen to be more and more 
c:?e;ideoc on ics educ;;.ciona.l syscem, and as issues of equity :md fairness in the distribution 
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o f resources and services am ong districts became an im p o rtan t part o f the n a tio n ’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 n o t only have the co n stitu tio n a l 
responsibility for education o f our you th , b u t they are the only level o f the system  th a t can 
influence all parts o f the K -12 system: the curriculum  and curriculum  m aterials, teacher 
train ing and licensure, assessment and accountability. In addition, the states, at least in 
theory, could p roductively  affect the w ay in w hich  the state system of h igher education  
m ight operate to help the K -12  educational system . Finally, because o f the size o f  the 
m arkets they represent, the states are also in  the best position  to effectively leverage o th e r 
aspects o f education th a t are outside the system  itself, such as tex tbook  and m aterials 
developm ent.

W e do n o t m ean to  suggest that such leadership w ill come easily to all o r even to  
m ost states. T h e  n a tio n ’s tradition  of local contro l had often led to passive, conservative 
behavior by  state departm ents of education. Party  politics and conflicting agendas in  state 
legislatures and gov ern o rs’ offices often im pede collective action. A nd  states differ 
considerably in their technical capacity to  im plem ent m any of the suggestions w e  m ake 
below . Yet there is a basis for optim ism . M ore and m ore, policymakers are b eg in n in g  to 
understand the interconnectedness of the system , and cooperative endeavors such as th e  
C ouncil o f C h ief State School Officers and the Educational Com m ission o f the States 
provide m echanism s for sharing technical resources am ong 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 d irec tion  
and strategy for educational reform  th ro u g h o u t the system  -  it m ust have a co m m o n  
vision of w h a t schools should be like. A ny vision w ill have a variety o f facets. O n e  
straigh tfo rw ard  conception is that all of ou r children should  be able to a ttend  a *successful 
school’ , in the term s w e described earlier. A no ther v iew  o f the vision suggested  here is 
that schools w ith in  a state should operate w ith in  a coheren t set of policies and practices 
th a t encourage and su p p o rt.a  challenging and engaging  curriculum  and in stru c tio n a l 
p rogram . State vision statem ents w ould  clearly go far deeper than  these general 
statem ents.

It is im p o rtan t to  emphasize that underly ing any coherent conception w ill be 
im portan t sets o f values. W e see tw o such sets o f values as particularly significant. O n e  set 
is the collective dem ocratic values critical to  our society: respect for all people, to lerance, 
equality o f o p p o rtu n ity , respect for the individual, participation in the dem ocratic  
functions o f the  society, and service to the society. A  second set has to do w ith  the  tasks 
and attitudes o f the teacher and learner -  to prize exploration and p ro d u c tio n  of 
know ledge, rig o r in th ink ing , and sustained intellectual effort. W e believe th a t these 
values already exist in a laten t form in the m inds o f m ost Am ericans, and especially 
teachers, w h en  they th in k  about the educational system . B ut they need to be aw akened  
and to perm eate and guide the system and the schools. H eld  in com m on, these values can 
help nourish  and sustain over time environm ents in the schools that can in tellectually  
stim ulate and engage A LL children in the w ay  that w e should exnect. T h e  crisis rh e to ric  
that has p ro m p ted  m any o f the recent reform s often  has no t been productive in  this 
regard. It has instead fostered project-oriented, ‘m agic bu llet’ solutions th a t satisfy 
im m ediate political ends, w ith o u t substantively chang ing  the core o f the educational 
process. T he new  reform s m ust cut deeper; to do so they need to be derived from  a deeper 
system o f shared beliefs.
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of resources and services among district:s bee1me an important part of the nation's agenda. 
Finally, the states are i.n 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 chat 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 lease 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 ocher 
aspects of education that are outside the system itself, such as textbook and materials 
development. 

We do not mean to suggest that such le:idership will come easily co all or even to 
most st:ices. The nation's tr:idition of local control had often led to passive, coP.ser✓acive 
behavior by state departrne:m of education. Pany policies and conilicting ageud::.s in state 
legislatures and governors' offices often impede collective action. And staces differ 
considerably in thei.r technical capacity co implement many of the suggestions we make 
below. Yee there is a basis for optimism. More and more, policymakers are beginning to 
understand the i.nterconnectedness of the system, and cooperative endeavors such as the 
Council of Chief Scace School Ofiicers and the Educational Commission of the States 
provide mechanisms for sharing technical resources among states of varying capacity. 

A ,.mifying vision and goa!.s 

In orde:: for a state to fulfill this unique role - that is, for ic to provide a coherent direction 
and str:itegy for educational reform throughout the system - ic must have a common 
vision of whac schools should be like. Any vision will have a variety of facets. One 
scraighcforward conception is that all of our children should be able to attend a 'successful 
school', in the t~nm we described earlier. Anoche:: view of the vision suggested here is 
chat schools within a state should operate within a coherent sec of policies and practices 
chat encourage and support .a challenging and engaging curriculum and ins:ructional 
program. Scace vision statements would cle:irly go far deeper than these general 
stacemencs. 

It is important to emphasize chat underlying any coherent conception will be 
important secs of values. We see two such secs of values as particularly significant. One sec 
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, anci service to the society. A s~ond set has to do wich the tasks 
and attitudes of the te:.che:: and learner - co prize exploration and production of 
knowledge, rigor in thinking, and sustained incellecrual effort. We believe that these 
values alre:idy exist in a latent form in the minds of most Americans, and especially 
teachers, when they think ~bout 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 
heb nourish aod sustain over time environments in the schools that can intellectually 
s~ulace and engage ALL children in the way that we should expect. The crisis rhetoric 
chat has prompted many of the recent reforms often has not been productive in this 
regard. le has insce:id fostered project-oriented, 'magic bullet' solutions that satisfy 
,znmediace policic:i.l e:1ds, without subscaociveiy changing cne core of the educaciontl 
process. The new reforms muse cue de:-:per; co do so cney need co be derived from a deepe:: 
system of sho.red bdieis. 



B road conceptions and values, how ever, w ill not be enough. W e need goals that can 
be com m unicated and m easured if w e are to m obilize the political support necessary to 
sustain the reform s over tim e. A carefully selected set o f goals and a related system o f 
indicators w ould  give those w ith in  the system and the general public a sense o f purpose 
and direction and a basis on w h ich  to evaluate progress. Some o f the goals could  address 
desired changes in the nature or quality  of educational inputs, such as the quality of the 
teaching force or o f the curricu lum  used in the schools.

O th e r  (and w e argue m ore pow erful) goals w ould  be those related to  students. 
S tatew ide student outcom e goals m ay be an extension and particularization o f  the national 
goals developed recently by the governors. T hey  could cover m ore than  academic 
achievem ent, including such th ings as ensuring school readiness, developing s tuden ts’ self-
w o rth  and p ro m o tin g  collective responsibility. W e believe that the goals should focus 
[ Tiariiy on the core functions o f the system; that is, on teaching and learning. To m eet 
tne dem ands o f the fu ture , how ever, they m ust go well beyond the ‘basic skills’ goals o f 
the 1960s, ’70s and early ’80s. T h ey  m ust provide a standard that challenges the  public and 
the educational system  to prepare our y o u th  to grapple though tfu lly  w ith  those problem s 
that defy algorithm ic solutions and to be skilled and confident learners in school and later 
on. M oreover, the goals and indicators m ust address not only the average level of 
opportun ity  and student achievem ent in the state bu t also the variation. Justice requires 
that the goals of the state p ro m o te  equality as w ell as quality.

G iven an agreed upon direction for reform , w e suggest a tw o-pronged  approach for 
attain ing the established goals. T h e  first p rong  o f the strategy is to create a coherent 
system o f instructional guidance, the purpose o f w hich is to ensure that all students have 
the o p p o rtu n ity  to  acquire a core body o f challenging and engaging know ledge, skills, and 
problem -solving capacities.10 Im plem enting  this w ill require overcom ing the 
fragm entation o f the system  th ro u g h  coordinating three key functions affecting 
instruction : curricu lum , pre- and in-service teacher train ing, and assessment. T he actual 
coordination of these functions, w e argue, can best be handled on the state level, bu t it 
m ust be linked to the second p ro n g  o f the strategy: an exam ination of the responsibilities
- .1 policies of each level of the governance structure so that all levels operate in support of 
each o ther and of the im plem entation  o f the reform s.
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A  coherent system o f  instructional guidance

T he first step in developing a coherent system of instructional guidance is to  w o rk  tow ard  
agreem ent on w h a t students need to  k n o w  and be able to do w hen  they leave the system . 
T he second is then  to m axim ize the probability  that all or m ost students w ill acquire the 
desired capacities by ensuring at the very least th a t they have the o p p o rtu n ity  to do so -  
that is, by  ensuring th a t students are exposed to the requisite know ledge and skills 
th ro u g h  the highest quality , m ost appropriate hum an and m aterial resources possible. For 
the statew ide instructional guidance system to w o rk  w ould  thus require coordination 
am ong state curriculum  fram ew orks, the m ore specific curricula o f the schools, pre-service 
and in-service professional developm ent and teacher certification, and system level 
assessment and m o n ito rin g  m echanism s. Each o f these asnects of the system  is discussed 
briefly below .

C'Arr.c'Mum frameworks: T h e  basic drivers o f the instructional guidance system  %vould be 
curriculum  fram ew orks w h ich  set o u t the best th ink ing  in the field about the know ledge,
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Broad conceptions and values, however, will not be enough. \Ve 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 sec of goals and a related system of 
indicators would give chose 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 co 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 acade!"llic 
achievement, including such things as ensuring school readiness, developing scude'1ts' self
worcn .. nd promoting collective responsioilicy. \~/e believe chat the goals should focus 
r -nariiy on the core functions of the system; chac is, on teaching and leJrning. To meet 
tne demands of the future, however, they muse go well beyond the 'basic sk.iils' goals of 
the 1960s, '70s and e:u-ly '80s. They muse provide a standard that challenges the public and 
the educational system to prepare our youth co grapple thoughcfolly with those problems 
that defy algorithmic solutions and to be skilled and confident learners in schoo} and lacer 
on. Moreover, the goals and indicators must address not only the average level of 
opportunity and student .. chievement in the state but also che variation. J uscice requires 
chat 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 

ma.io.iog the established goals. The first prong of che strategy is to create a coherent 
system of instructional guidance, the purpose of which is to ensure that all stude=irs have 
the opportunity to acquire a core body of challenging and engaging knowledge, skills, and 
problem-solving capacities .10 Implementing chis will require overcoming the 
fr .. grnentation 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 
_ .i policies of each level of the governance structure so chat all levels operate in support of 
each other and of the implementation of the reforms. 

A coherent syscem of inscrnccional guidance 

The fi.rsc seep in developing a coherent system of instructional guidance is to work toward 
agreeme::i.t on what students need to know .. nd be able to do when they leave the system. 
The second is then to maximize the probability chat all or most students will acquire the 
desired c:.pacicies by ensuring at the very least that they have the opportunity to do so -
chat is, by ensuring thac students are exposed to the requisite knowledge and skills 
through the highest quality, most appropriate human and material resources possible. For 
the sc;.cewide iosn:ucrional guidance system to work would thus require coordioacioo 
&!':'long state curriculum frameworks, the more specific curricula of cbe schools, pre-service 
and in-service professional development and teacher cerruicacioo, and system level 
assessment md monitoring mechanisms. Each of these aspects of the system is discussed 
I • r 1 1 or::!ly DC.OW. 

C:.1r.:c:tbm frameworks: The basic drivers of the inscruc.ional guidance system would be 
C"..l:7lc.!lum frameworks whic::i sec out che best chinking in the 6.e!d .. bout the knowledge, 
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processes, and skills students from  K -12  need to know . T h e  fram ew orks w ou ld  be 
developed for at least the core curricu lum  areas: reading and language arts, English, 
m athem atics, science, social studies and history , foreign languages and the arts. T he 
fram ew orks m ust provide a viable and com pelling alternative to  the ‘basic skills’ fact-based 
o rien tation  that is the norm  in US schooling today. T hey  should em phasize depth of 
understanding , know ledge construction  th ro u g h  analysis and synthesis o f real life 
problem s, hands-on experiences, and the in tegration  of con ten t and pedagogy. H ighly- 
qualified team s of teachers and disciplinary experts should develop the fram ew orks w hich 
should then  be continually  updated and review ed by similarly qualified expert panels. 
Possible p ro to types for such fram ew orks are already being developed in m athem atics by 
the N ational C ouncil o f Teachers o f M athem atics (N C T M ), the M athem atics B oard o f the 
N ational Research C ouncil (N R C ) and the N ational Assessm ent o f E ducation Progress 
(N A EP), in the sciences by the A m erican Association for the A dvancem ent of Science 
(AAAS), in reading by  N A EP, and in these and other areas by  the departm ents o f 
education in several states.

It is im p o rtan t to distinguish the no tion  o f core curriculum  frameworks from  the m ore 
specific curricula actually taught in the schools and classrooms. T he purpose o f the 
fram ew orks is neither to  legislate a particular pedagogy nor ׳ to  specify sho rt-term  
curricular scope or sequence. R ather, the fram ew orks should set o u t desired intellectual 
curricular them es, topics, and objectives in sufficiently long-range chunks (e .g ., four-year 
blocks) to  allow  for a m axim um  o f flexibility and creativity at the local level w hile still 
establishing the clear instructional direction and goals for the system  as a w hole. O n e  
aspect o f this flexibility m ay be to open the door for m ore dep th  in areas of local choosing. 
For exam ple, if the elem entary science fram ew ork is organized around 30 great ideas in 
science, each studen t by the end of the e igh th  grade may be expected to have a general 
acquaintance w ith  15-20 of these w ith  some greater depth in the rem aining 10-15. Schools 
m ay choose the areas for deeper coverage based on local conditions, resources, and 
interests.

C alifornia is illustrative of a state tha t has already developed quite progressive 
curricular fram ew orks in a num ber o f areas. These fram ew orks set ou t the expectations 
that teachers, business people  ,and professionals in the field (historians, scientists ׳
m athem aticians) have for the con ten t that K -12  students should all learn. U nlike the 
m in im um  com petency requirem ents of the 1970s, these expectations reflect the p rob lem -
solving and h igher-o raer th ink ing  requirem ents proposed by the m any recent refor 1־ 
reports. T h e  fram ew orks do no t detail a day-to-day, a w eek-to-w eek, or even a m o n th -to - 
m o n th  curricu lum  for teachers to follow . Instead, for the m ost part, they  describe the 
know ledge, skills, and attitudes expected o f students at the end o f certain periods o f tim e, 
such as fo u rth , e ig h th , and eleventh grades.

T h e  fram ew orks should provide a structu re  w ith in  w h ich  to organize the o ther 
im p o rtan t educational com ponents. Teacher professional developm ent program s, in -
service and pre-service, and teacher licensing standards should be designed to  insure tha t 
the teachers are w ell prepared to teach the con ten t set out in fram ew orks. T ex tbook  and 
curricular m aterial used in the schools should be congruen t w ith  the curricu lum  
fram ew orks. Test instrum ents used to assess pupil progress and to hold  schools and 
teachers accountable should reflect the con ten t of the fram ew orks. In short, the 
rram ew orks should  provide a w ay o f organizing a coherent instructional guidance system .

T w o cricical conditions are necessary to ensure that the system  w orks to help provide 
high quality  instrucrion . T he first condition  is that the fram ew orks are o f the highest 
quality possible and that they are continually  and carefully im proved. T h e  fram ew orks
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processes,. and skills students from K-12 need to know. The fnmeworks would be 
developed for at lease the core curriculum areas: re:1ding and langu:age arcs, English, 
mathematics, science, social studies and history, foreign languages and the arts. The 
frameworks must provide a viable and compelling altem::icive 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 contenc and pedagogy. Highly
qualified teams of telchers and disciplinary expem 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 Nacional Council of Te:ichers of Machemacics (NCTM), the Mathematics Board of the 
National Research Council (NRC) and the National Assessment of Education Progress 
(NAEP), in the sciences by the AmeriCln Associ1cion for the Advancement of Science 
(AAAS), in relding by NAEP, and in these and ocher areas by the departments of 
education in several states. 

It is important to distinguish the notion of core curriculum Jramei111orks &om the more 
specific curricula actually taught in the schools and classrooms. The purpose of che 
frameworks is neither to legislate a pa.rticular pedagogy nor · to specify shore-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-ye:i.r 
blocks) to allow for a maximum of flexibility and creacivicy ac the local level while still 
establishing the clear inmuctional direction and goals for the system as a whole. One 
aspect of this flexibility may be to open che door for more depth in areas of locll choosing. 
For example, if the elementary science framework is organized around 30 great ideas in 
science, e::.ch student by che end of the eighth grade may be expected to have a general 
acquaintance wich 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 ::. the field (historians, scienciscs, 
mathematicians) have for the content chat K-12 students should all learn. Unlike che 
minimum competency requirements. of the 1970s, these expectations reflect the problem
solving and higher-order chinking requirements proposed by the many recent refor , 
repon:s. The fnmeworks do noc detail a day-to-day, a week-to-week, or even a month-to
monch curriculum for teachers to follow. Instead, for che most part, they describe the 
knowledge, skills, and attitudes expected of students at the end of certain periods of time, 
such as fourth , eighth, :.nd eleventh grades. 

The frameworks should provide a structure within which to organize the ocher 
important educational components. Teacher professional development programs, in
service and pre-service, and teach.er licensing standards should be designed to insure thac 
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 curriculwn 
&ameworks. Test instruments used to assess pupil progress and co hold schools and 
teachers accountable should reflect the content of the frameworks. In short, the 
r::-:;.meworks should provide a way of organizing a coherenc instructional guidJ.nce system. 

Two critical conditions are necessary to ensure thac the system works co helo provide 
high quiliry inscrucnon. The 6.rsc condition is chat the frameworks are of the highest 
quaiicy possible ;;.nd that they are continually and c:.refuUy improved. The fn.rneworks 
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lould em body an in tegrated , challenging, and engaging conception o f the subject m atter 
: the schools. If they are of sufficiently high quality, w e believe that they w ould 
im m and the respect and enthusiasm  o f capable teachers. T he second condition  is that 
cal school personnel are given the freedom  w ith in  the fram ew ork to in terp re t and 
nplement instructional strategies that m ost effectively meet the needs of their students, 
s w ith  the In ternational Baccalaureate, the state fram eworks w ould  set ou t the general 
intent and skills that students need to k n o w , bu t it w ould  rem ain the jo b  o f local school 
:rsonnel to  decide how  best to organize and teach the material.

rhool curricula: T h e  states m ust provide sufficient support to ensure tha t schools and 
istricts have b o th  the flexibility and support they need to construct strong  and locally 
:sponsive curricula w ith in  the s tructu re  provided by the state con ten t fram ew orks, 
:hools m ust have the u ltim ate au th o rity  to select an d /o r revise and develop curricular 
laterials best suited to their students and teachers. H ow ever, the state has bo th  the 
:sp isibility and the poten tial leverage to  ensure that there is an adequate supply of high 
jality  tex tbooks and o ther m aterials tha t are in line w ith  bo th  the le tter and the spirit of 
le state curricu lum  fram ew orks, so th a t teachers in every school or district do no t have to 
:invent the wheel for every subject and every grade.

T here are a num ber o f m echanisms available to the state to stim ulate the.,supply of 
igh quality  instructional m aterials. O n e  is to establish a statew ide adoption system that 
nphasizes b o th  quality and coord ination  w ith  the fram ew orks. States w ou ld  then -  
ther singly or in conjunction  w ith  o ther states w ith  similar fram ew orks -  stim ulate 
id /o r  require tex tbook  publishers to  m eet those guidelines. A num ber o f states already 
se this approach, b u t in o u r view  they need to be m uch tougher and m ore rigorous than 
ley are now ; tex tbook  m anufacturers can and should be held to h igher standards of 
uality and coherence. T h e  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 developm ent and use of technological softw are -  
nm puter, video, and m ulti-m edia -  in  support of the fram ew orks. T he local districts 
3uld choose from  am ong these resources although schools and districts could also be free 
ect or develop alternative curricular materials as long as the outcom נ e objectives are 
eing m et.

'rofessional development: States m ust ensure that bo th  new and practicing teachers have the 
ontent know ledge and instructional skills required to teach the con ten t of the 
ram eworks. T his m eans, for exam ple, tha t elem entary school teachers w ill need to know  
/ell and k n o w  ho w  to teach the m athem atics, literature, science, reading, and history that 
re set o u t in the curriculum  fram ew orks for K -6  or K -8  students. A t the high school 
:vel teachers m ust k n o w  w ell and k n o w  how  to teach the con ten t set ou t in the 
ram eworks in the subject m atte r areas they  are expected to teach. T h e  key here is that the 
urricu lum  fram ew orks operate to s tructu re  w hat w e m inim ally expect teachers to know  
nd be able to teach as w ell as w h a t w e expect students to learn. In m ost states this w ould 
squire drastically reform ing  the pre-service and in-service professional developm ent 
/stem s. These systems m ust provide an adequate foundation b o th  in the con ten t set out 
the subject-m ב atter fram ew orks and in  a variety of pedagogical strategies for facilitating 
raaen t acquisition o f tha t con ten t.

Pre-service professional development: T h e  low  quality of pre-service teacher education has 
roven  to  be one of the m ost intractable problem s in the entire educational system . Critics
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iould embody an integrated, challenging, and engaging conception of the subject matter 
: the schools. If they are of sufficiently high quality, we believe ch:it they would 
immand the respect and enthusiasm of capable teachers. The second condition is chat 
cal school personnel are given the freedom within the framework to interpret and 
:iplement instructional strategies chat most effectively meet the needs of their students. 
s wich the Internacional Baccabure:ite, the state frameworks would set out the generJ! 
intent and skills chat students need to know, but it would remain the job of loc:il school 
:rsonnel to decide how best to organize and teach the material. 

:hool rnrrirnla: The states must provide sufficient support to ensure chat schools and 
:scriccs have both the flexibility and support they need to construct strong and locally 
:sponsive curricula within the structure provided by the state content frameworks. 
::1.ools mrusc have the ultimate acthority to select and/ or revise and develop curricular 
tacerials best suited co their students and teachers. However, the state has both the 
:s~ ,sioility and the potential lever:.ge co ensure chat there is an adequate supply of high 
.1ility textbooks and other macerials thlt are in line with both the letter and the spirit of 
1e state curriculum frameworks, so chat ce::ichers in every school or district do not have co 
:inve:1.c 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 co establish a statewide adoption system that 
nphasizes both quality and coordination with the frameworks. States would then -
cher singly or in conjunction with ocher states with similar frameworks - stimulate 
id/ or require textbook publishers to meet those guidelines. A number of states alre:idy 
se chis approach, but in our view they need to be much cougher and more rigorous than 
1ey are Gow; textbook manufacturers can and should be held to higher standards of 
uality and coherence. The state could also try co stimulate a cottage industry to provide 
naginacive innovations for teaching the core concepts, popularize particularly successful 
lcal ende:ivors, and encourage the development and use of technological software -
Jmputer, video, and multi-media - in support of the frameworks. The local districts 
)uld choose from among these resources although schools aod districts could also be free 
) !Ct or develop alternative curricular materials as long as che outcome objectives are 
eing met . 

'rofessional developmenc: States must ensure that both new and pr:iccicing te:ichers have the 
)ntent knowledge and instructional skills required co teach the content of the 
:ameworks. This means, for example, thac elementary school teachers will need to know 
,ell and k..-:iow how to teach the mathematics, literature, science, re:iding, and history thac 
re set out in the curriculum f:rameworks for K-6 or K-8 students . A t the high school 
:·,el teachers muse know well and know how co teach the content set out in the 
:ameworks in che 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 srudents to le.:.rn. In most states this would 
equire drastically reforming the pre-service and in-service professional development 
yw::ns. These systems must provide an adeqtute found.anon both in the content sec cue 
1 the subject-matter frmieworks and in a variety of ped.agogic:il strategies for facilitating 
.ucient acquisition of chat content. 

P.-e-service professional developrnenc: The low quality of pre-service te:icher educ:icion has 
·rove::i to be one of the most incrac-.:able problems in ,he entire eduotional system. Critics 
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End lacking b o th  the subject m atter train ing , generally the responsibility o f schools o f  arts 
and sciences, and the pedagogical and professional train ing, the responsibility o f schools o f 
education. Prospective elem entary teachers are seen as underprepared in the disciplines and 
badly served by non-rigorous pedagogical and professional train ing . Prospective secondary 
teachers are view ed as too narrow ly trained in their con ten t fields and as having  only  
lim ited opportun ities to obtain training in instructional strategies. For bo th  elem entary  
and secondary prospective teachers, the supervision of practice ■teaching is seen as w eak . 
Finally, in general, the teaching of undergraduates is seen as unim aginative and pedantic , 
thereby provid ing  a poor m odel for the fu tu re  teachers.

O ver the past decade a substantial num ber of schools o f education have in itia ted  
changes in their curriculum  and requirem ents, bu t few have succeeded in establishing their 
program s as exem plary courses of instruction . Beyond the individual campuses the form al 
attem pts to im prove the quality  of teacher train ing  typically depend on the regu la tion  o f 
inputs. N either state regulation o f required courses nor the efforts of independent p ro g ram  
certification agencies like N C A T E  has had m uch effect on  the conten t or form  o f p re -
service education.

T he m ost optim istic signs of im provem ent of teacher preparation com e from  efforts 
of the teacher preparation profession, such as the Holm es group.' These ventures have had 
success in raising the quality  o f discussion and in encouraging m em ber in stitu tions to  
conduct self-exam inations and often to alter their program s to provide m ore rigo rous 
training in  the con ten t and pedagogical areas and in practice teaching.

To date, how ever, teacher preparation reform s proposed by the professional groups 
and m ost others have conform ed to the traditions of m any higher education in stitu tio n s. 
T hey  have thus been fiercely independent o f educational reform s at the K -12  levels. W e 
know  o f no m ajor national reform  effort tha t has deliberately addressed the substan tive 
needs o f teachers beyond listing general course and degree requirem ents. Even in  a state 
such as C alifornia, w here there are well specified curriculum  fram ew orks for grades K -1 2 , 
there is little  form al linkage betw een the conten t of the fram ew orks and the  s ta te ’s 
requirem ents for teachers.

Given this independence o f higher education from  K -12  education, w e suspect th a t 
the m ain leverage for im proving  pre-service education is likely to come not from  a ttem pts 
to regulate pre-service h igher education requirem ents b u t from  the sta te’s au th o rity  to 
screen and credential new  teachers. In the con tex t of the systemic reform s proposed here, 
the goal is to  ensure that teachers come ou t o f teacher preparation institu tions w ith  at least 
the know ledge and capacity to  teach w ell the content set ou t by the state fram ew orks.

T h e  cleanest w ay to do this from  a policy perspective is to establish w h a t teachers 
need to k n o w  and be able to do and then  to  assess for licensing purposes their ability to  use 
this know ledge and com petence. W e are n o t suggesting a higher passing level o n  the 
current or fu tu re  N T E . W e are suggesting a strong, progressive, carefully developed 
perform ance assessment, one based prim arily  on the sta te’s K -12  curriculum  fram ew orks 
and designed to evaluate the prospective teacher’s know ledge b o th  of con ten t and o f 
m ultiple pedagogical strategies for teaching the  content to students of varying abilities and 
backgrounds. W e are also suggesting the establishm ent of standards th a t are sufficiently 
challenging to ensure th a t those w ho  pass have at least the conten t and pedagogical 
know ledge required  to be a successful teacher. W e come to these suggestions re luc tan tly , 
for w e w ou ld  ra ther rely on the good w ill and com m itm ent of the h igher education  
institu tions and the professional com m unity  to reform  teacher education than  on the b lu n t 
instrum ent of outcom e accountability.

N onetheless, such a strategy continues to place a great deal o f au th o rity  and
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find lacking both the subject matter training, generally the responsibility of schools of arcs 
and sci.ences, and t he pedagogical and professional training, the responsibility of schools of 
education. Prospective elementary teachers are seen :is underprepared in che disciplines and 
badly served by non-rigorous pedagogic:.! and professional. training. Prospective secondary 
teacher:s are viewed as too narrowly tnined in their content fields and as having only 
limited opporcuni ties to obt:iin training in instruction:il strategies.. For both elementary 
and secondary prospective teachers, the supervision of practice- teaching is seen as weak. 
Finally, in general, the teaching of undergraduates is seen as unim:iginacive and pedantic, 
thereby providing a poor model for the fucure teachers. 

Over the past dec:1de a substantial number of schools of education have initiated 
changes in their curriculum and requirements, but few have succeeded in establishing che!r 
progr;;ms as exemplary courses of inHruction. Beyond the individual campuses the formal 
attempts to improve the quality of te-:icher training typically depend on the regulation of 
inputs. Neither state regulation of required courses nor the efforts of independent program 
cerci.fic;;.tion agencies like NCATE has had much effect on the concem or form of pre
service educ:ition. 

The most oprtimiscic signs of improvement of te:icher 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 prognms co provide more rigorous 
training in the content and pedagogical. areas and in practice te:iching . 

To date, however, teacher preparacion reforms proposed by the professional groups 
and most ochers have conformed to the traditions of many higher educacion inscicucions. 
They have thus been fiercely independent of educational reforms at the K-12 levels. We 
know of no major national reform effort that has deliber:itely addressed the substantive 
needs of teachers beyond listing general course and degree requirements . Even in a state 
such as California. where th ere are well specified curriculum frameworks for grades K-12, 
there is little formal linbge between the content of the frameworks and the state's 
requirements for ce:ichers . 

Given chis independence of higher education from K-12 education, we suspect chat 
the main leverage for improving pre-service education is likely to come noc from attempts 
to regulate pre-service higher education requirements but from the state's authority to 
screen and credential new te:ichers. In the context of the systemic reforms proposed here, 
the goal is to ensure that te:ichers come out of te:icher preparation inscicucions with at least 
the knowledge and capacity co teach well the concem set out by the state frameworks. 

The cleanest way to do this from a policy perspective is to establish w hat ceache:::-s 
ne:d to know and be able to do and then to assess for licensing purposes their ability co use 
this knowledge and competence. We are not suggesting a higher passing level on the 
current or future NTE. We are suggesring a strong, progressive, carefully developed 
performance assessment, one based primarily on the state's K-12 curriculum frameworks 
and designed co evaluate the prospective teacher' s knowledge both of content and of 
multiple pedagogical strategies for te.1ching the content to students of varying abilities and 
b.1clcgrounds. We are also suggesting the establishment of standards chat are sufficiently 
challenging to ensure that those who pass have ac least the content and pedagogic:.!. 
knowledge required co be a successful teacher. We come to these suggestions reluctancly, 
for we would r::cher rely on che good will and commicmenc of the higher education 
iasticucions and the professional community co reform teacher educ:icioo than on the blunt 
instrument of ouccome ::ccounc:.bilicy. 

N one~heless, suc:i a srr .. cegy continues to place a gre:i.: deal ot authority and 
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professional discretion in the hands o f h igher education institu tions, b o th  the faculties of 
arts and sciences and o f education. O u r strong  sense is that, if enacted, the strategy  w ould  
result in increased standards and requirem ents for prospective teachers. W e w ou ld  expect 
prospective teachers to have the experience o f delving deeply into co n ten t th rough  a 
disciplinary m ajor, w hile also having a broad enough academic experience to be able to 
teach com peten tly  in the o ther areas o f their fu ture responsibility. W e w ou ld  also expect 
m any institu tions to alter their courses and perhaps even their ow n  pedagogical approaches 
to help insure that their graduates succeed on the new state licensing exam inations.

In-service professional development: In-service professional developm ent m ust be a key 
com ponent o f the overall instructional guidance system for tw o  reasons. F irst, there is no 
question tha t the m ajority  o f the curren t teaching force has been inadequately trained in at 
least som e of the areas o f the fram ew orks for w hich they w ould  be responsible. Since most 

’ these teachers w ill rem ain on  the job  during  and after the im plem entation o f the new 
fram ew orks, they w ill need to  acquire the know ledge and expertise necessary to teach 
adequately the new  co n ten t. Second, a well-designed professional developm ent system, 
based on build ing netw orks o f teacher cadre and trainer-practitioners, can serve another 
less obvious function in the system . It can foster bo th  the know ledge base and the 
leadership experience necessary to  help em pow er the teaching force, thus fu rther liberating 
the in itiative and creativity  o f ‘b o tto m -u p ’ reform .

W h ile  the state cannot sim ply establish such a system , it can encourage its 
developm ent by  influencing b o th  the supply of and dem and for in-service program s and 
materials that are o f h igh  quality  and m eet specifications derived from  the curriculum  
fram ew orks. F urtherm ore , the state could w o rk  from  a system atic, long-range plan to 
reach and re train  all o f the teachers w ith in  the state, and to develop and m aintain  a viable 
in-service professional developm ent system . W e w ould  im agine that a strong  system 
w ould  have a coherent set o f opportun ities, b o th  for the developm ent and refinem ent of 
individual teachers and for w o rk in g  on im provem ent strategies w ith  groups of teachers 
such as h igh  school departm ents or the entire staff of elem entary schools.

To influence the supply o f quality professional developm ent program s and materials, 
states can allocate resources either directly in to  program  developm ent or in to  incentives for 
independent organizations and sub-units to generate such program s. For example, 
incentives m ay be given to universities, museums,, libraries, and o th er non-pro&t 
educational groups to  develop program s tied to the fram ew orks or to d istricts and schools 
to establish professional developm ent schools, teams of trainers, and so fo rth . T he state 
could provide incentives and resources to develop a cadre o f practicing teachers in the 
schools w h o  could serve as le3d teachers, m entors, and in-service trainers to assist o ther 
teachers in m astering the con ten t required by the fram ew orks. Special funds for 
professional developm ent should be available for individual teachers and sets o f teachers for 
particularly innovative ideas related to  the core curriculum  and for areas outside of the core 
curriculum  including hum an  developm ent. Finally, the state could require any professional 
developm ent program s supported  by  federal funds to be fully coordinated  w ith  the 
fram ew orks.

States can also influence teacher dem and for and use o f professional developm ent 
opportunities in a variety  o f ways. For example, if teachers and schools are held 
accountable for im prov ing  studen t outcom es on assessment instrum ents th a t are based on 
:he fram ew orks, it behooves the teachers to be know ledgeable in the relevant areas of the 
fram ew orks and in effective pedagogy. A nother available tactic m ight be to use the state 
licensing system r.o encourage professional developm ent. For example, after a set period oc
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professional discretion in the hands of higher educJtion institutions, both the faculties of 
ans and sciences and of education. Our strong sense is that, if enacted, the strategy would 
result in incre:ised 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 ac:idemic experience to be able to 
te:ich competently in the ocher are:is of their future responsibility. We would also expect 
many institutions to ..leer their courses and perhaps even their own pedagogical approaches 
to help insure that their graduates succeed on the new state licensing exarni?ations. 

In-service professional development: In-service professional development muse be a key 
component of the overall instruction:il guidance system for two re:isons. First, there is no 
question that the majority of the current te:iching 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 
rrameworks, they will need to acquire the knowledge and expertise necessary to te:ich 
adequately the new content. Second, a well-designed professional development system, 
based on building networks of teacher c:idre and trainer-practitioners, can serve another 
less obvious function in the system. It can foster both the knowledge base and the 
le:idership experience necessary to help empower the te:iching 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 
f:ameworks. Furthermore, the state could work from a systematic, long-range plan to 
reach and retrain all of the teachers wichin the state, and to develop and maintain a viable 
in-service professional development system. We would imagine chac a strong syscem 
would have a coherent sec of opportunities, both for the development and refinement of 
individual teachers and for workiDg on improvement strategies with groups of teachers 
such as high school departments or the entire staff of elementary schools. 

To in8uence the supply of quality professional development programs and materials, 
Jcates can allocate resources eithe:- directly into program development or into incentives for 
independent organizations and sub-units to generate such programs. For example, 
inceucives may be given to universities, museums,. libraries, and other non-profit 

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 se:ve as lead teachers, mentors, and in-service trainers to assist other 
teachers in ma:ste~g the content required by the frameworks. Special funds for 
professional development shoulid be available for individual teachers and sets of teachers for 
pciticularly innovative ide1s related to the core curriculum and for areas outside of d:::e core 
curriculum including human development. Finally, the state could require any professional 
development programs supported by federal funds co be fully coordinated with the 
frameworks. 

Scates can also influence teacher demand for and use of professional development 
opporrunities in a variety of ways . For example, if teachers and schools are held 

accouoc;;.ble for improving scudenc outcomes on assessment instruments that are based on 
d:e frameworks, it behooves che te:ichers to be k.."1owledgeable in the relevant are:is of the 
f!-:.rneworks and in errective pedagogy. Anoe.her av:.ibble tactic might be co use the scace 
lic::~siog syste:n ro e:icourage professional development. For example, after a sec period oc 
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tim e follow ing the in stitu tion  o f the fram ew orks (e .g ., Eve years), the state m igh t require  
that all teachers (bo th  practicing and new ) pass a state licensing exam  based on those 
fram ew orks.

This short discussion does no t do justice either to the im portance of this area or to  the 
substantial institu tional changes in schools and universities required to create effective 
continu ing  professional developm ent systems w ith in  states. A great deal o f inertia and 
skepticism w ill have to be overcom e. O u r  belief is th a t productive and substantial 
im provem ent is extrem ely unlikely in the present fragm ented and ill-structured policy 
environm ent. By con trast, the kind of coheren t and system ic reform  strategy w e have 
suggested here could provide the structure and purpose necessary for states, universities, 
and local education agencies to w ork  together to develop a progressive and high quality  
continuing  professional developm ent system .

Accountability assessment: States m ust construct and adm inister high quality assessment 
instrum ents on  a regular basis to m o n ito r progress to w ard  achievement goals for 
accountability purposes and to  stim ulate and support superior instruction. T h e new  state 
assessments, like the teacher train ing  systems, and  the curricu lum , w ould  be based o n  the 
state curriculum  fram ew orks. T he purpose o f the assessments w ould  be to provide 
inform ation abou t the progress o f the state, districts and schools in achieving the goals 
established by  the  state.. These data w ould  also be used to  hold the various parts o f the 
system accountable and to help stim ulate curricula and in struc tion  in the schools to achieve 
the sta te’s instructional goals.

In m ost states the approach to assessing student outcom es w ill have to be com pletely 
overhauled if the instructional guidance system  is to operate effectively. T h e  rheto ric  in 
the US is tha t w e  dem and educational accountability o f  ou r schools and that s tu d en t 
achievem ent tests are the central measures by w hich  w e should  hold teachers, principals, 
and superin tendents accountable. In fact, w e do a terrib le job  o f ho lding anyone 
accountable. In the  typical situation, facing falling test scores, our local and state policy 
makers threaten , cajole, re-em phasize ‘basic skills’, and adopt a new program  as a panacea. 
Occasionally, a principal o r  superintendent is rem oved as a scapegoat, b u t rarely is the 
system  altered in  any significant fashion. In  the w orst cases, the pressure to  dem onstrate  
im provem ent leads some educational personnel in ten tionally  or un in ten tionally  to 
m anipulate the •accountability system. For example, school, d istrict, and state 
adm inistrators m ay delude themselves and the public w ith  bogus test scores increases 
generated by using  precisely the same tests year after year.

M uch o f the  reason, w e suspect, for th is unproductive behavior is tha t m ost school 
people and m uch  o f the public realize that it is impossible for assessment instrum en ts to  
tru ly  serve a m o n ito rin g  and accountability function unless they measure w h a t the schools 
are actually supposed to teach. Yet, as w e argued  earlier, th is is no t the case in the U S. T h e  
m ain accountability  instrum ents used in m ost places are standardized norm  referenced 
tests, w hich  are purposefully  divorced from  the curricula o f the schools. To a substantial 
degree this problem  w o u ld  be elim inated in  states that adopted  the kind o f con ten t-d riven  
systemic reform  strategy  proposed here. T h e  assessment instrum ents w ould  be construc ted  
to m easure s tu d en t achievem ent in the con ten t set out in the state curriculum  fram ew orks. 
In this regard  the form  o f the new  assessments, w h ich  w ould replace the old 
accountability instrum en ts, w o u ld  be m uch like that o f the International Baccalaureate or 
Advanced P lacem ent exam inations.

A nother criticism  often  raised of cu rren t accountability assessments is that schools,
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time following the institution of the frameworks (e.g., five ye:m). the state might require 
chat all te:icher:s (both practicing and new) pass a state licensing exam based on those 
frameworks. 

This shore discussion does not do justice either to the importance of chis are:i or to the 
substantial institutional changes in schools and universities required to create effective 
continuing professional development systems within s~ates. A gre:ic deal of inertia and 
skepticism will have to be overcome. Our belief is chac productive and substantial 
improvement is extremely unlikely in the present fragmented and ill·structured policy 
e!lvuonment. By contrast, the kind of coherent and systemic reform s,r:icegy we have 
suggested here could provide the structure and purpose necessary for states, universities, 
and local education agencies to work together co develop a progressive anci high quality 
continuing professional development system. 

Accountability assessment: Scates 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 co provide 
information about the progress of the state, districts and schools in .;chieving the goals 
established by the state .. These data would also be used to hold the various parts of the 
system accountable and co help stimulate curricula and instruction in che schools to ~chieve 
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 chat we demand educational accountability of our schools and thac scudenc 
achievemenc tests are the central rne:isures by which we should hold teachers, principals, 
and superincendents accountable. In fact, we do a terrible job of holding anyone 
accouncable. In the typical sicuacion, facing falling test scores, our local and srace policy 
makers threaten, c:.jole, re-emphasize 'basic skills', and adopt a new program as a panacea. 
Occasionally, a pri..,cipal or superintendent is removed as a scapegoat, but rarely is the 
system altered in any significant fashion. In the worse cases, the pressure co demonstrate 
improvement leads some educational personnel intentionally or unintentionally to 
manipulate the .accountability system. For example, school, district, and st:.te 
:.dministr:.cors may delude themselves and the public with bogus test scores increases 
gener.;ced by using precisely the same tests ye'J.I after yeJI. 

Much of the reason, we suspect, for this unproductive behavior is chat most school 
people and much of the public realize that it is impossible for assessment instruments to 
truly serve a monitoring and accouncability function unless they measure what the schools 
are acrually supposed to teach. Yet , as we argued earlier, this is not the case in the US. The 
main accouncabilicy instruments used in most places are standardized norm referenced 
tests, which are purposefully divorced from the curricula of the schools. To a substantial 
degree chis 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 meJ.Sure studenc achievement i.n che content sec out in cne scace curriculum frameworks. 
1n chis regard the form of the new assessments, which wculd repbce the old 
ac::ountability instruments, would be much like chat of the lncernacional Baccalaureate or 
Advanced Plac:::me:1c examinations. 

Another criticism often rmed of curre:1t accounc;;.bility assessments is that schools, 



from happening w hile also providing for adequate m onito ring  o f the system  w ou ld  be to - 
give the exam inations at three levels -  say at the fourth , e igh th  and eleventh grades. T he 
inform ation from  these assessments w ould  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 dem onstrating  either an across-the-board h igh  level of 
achievem ent for their students or a steady g ro w th  over tim e in that achievem ent. 
Assessment for accountability could also be com bined w ith  incentive measures for m eeting 
or surpassing objectives.11

It is im portan t to note th a t the purpose o f the exam inations w ill affect the way in 
w hich they are adm inistered. If the principal purpose is to hold institu tions (schools and 
systems) accountable, the burden  o f 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, how ever, such as to m otivate students to study by m aking 

inclination results im portan t to  their futures, then the entire population  o f a grade 
w ould  have to be assessed. T h e  issue of w hether to make such exam inations have ‘high 
stakes’ for students, as they do in m any o ther economically developed nations, is too 
com plicated to address in this paper. H ig h  stakes imply that student opportunities w ould 
be influenced by their perform ance on the exam inations. T his poses m ajor tradeoffs, it 
seems to  us. O n  the one hand are the gains that m ight be accrued by having exam inations 
that m otivate students to  study. O n  the o ther hand, the flexibility and second chances that 
characterize the US educational system m igh t be jeopardized by a system  o f high stakes 
student exam inations. .

W hichever decision is reached by states about the role of the exam inations in 
individual student lives, a m ajor reform  in the assessment systems along the  lines we have 
described is critical to education .12 Assessment instrum ents are no t ju s t passive 
com ponents o f the educational system; substantial experience indicates th a t, under the 
righ t conditions, they can influence as w ell as assess teaching (Fredericksen 1984). W hile  
curren t standardized and m in im um  com petency tests reinforce teaching tow ard an 
emphasis on isolated facts and basic skills, state-of-the-art exam inations based on well- 
esigned curricu'׳ lum  fram ew orks, could help, encourage instruction  to w ard  higher level 

goals: depth  o f know ledge, com plex th ink ing , an ability to respond to problem s and to 
produce results. E xam inations, designed to assess the conten t o f the curriculum  
fram ew orks, could foster this goal by giving teachers and schools a clear idea o f w hat they 
should be striving for and a w ay to m on ito r their success in ge tting  there. T hus, if 
students taking a science exam ination are expected to produce science -  th at is, to w rite , 
to analyze tex t, to m anipulate the necessary tools, to solve problem s -  teachers are m ore
likelv to em phasize these cacacities in their classes. T h is, of course, assumes that the

* *� i.

teachers have the necessary con ten t and pedagogical know ledge to do so, b u t as stated 
earlier, student assessment can also m otivate teachers to  seek ou t relevant know ledge 
th ro u g h  appropriate professional developm ent opportunities. In addition , allowing for 
choice am ong exam ination questions, as in the current AP exam inations, w ou ld  allow for 
variation in school p rogram , teacher expertise, and student interest.

A  restructured, governance system

M uch o f the curren t literature on school restructu ring  and teacher professionalism is based 
on the notion  that centralized policies regarding curriculum  and in struction  generally 
serve to underm ine the school personnel’s sense of au tho rity  over their o w n  program . In 
posing the need for a coherent state system  o f instructional guidance, w e recognize the
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from happening while also providing for adequace monitoring of the system would be to . 
give the examinations at three levels - say at the fourch, eighth and eleventh grades. The 
information from these assessments would feed back to the system, and local districts and 
even schools could be held accol.lotable for tne 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 me:isures for meeting 
or surpassing objectives. 11 

It is important to note chat the purpose of the examinations will affect the way in 
which they are administered. If the principal ?urpose is to hold insticutions (schools and 
systems) accountable, the burden of testing could be reduced by assessing samples of 
s,ude::m, rather than the entire oooul;;tion of the three grade levels. If there are student 
rel.aced purposes in adciicion, however, such as co mocivace scudencs to study by making 

1mination results important to che:..r futures, then che entire population of a gr:.de 
would have to be assessed. The issue of whether to make such examinations have 'high 
stakes' for students, as they do in many ocher economically developed nations, is too 
complicated to address in this paper. High stakes imply that student opportunities would 
be inBuenced by their performance on the examinations. This poses major tradeoffs, ic 
seems co us. On the one hand are the gains chat might be accrued by having examinations 
chat motivate students to study. On che other hand, the B.e:<i.bilicy and second chances that 
characterize the US educational system might be jeopardized by a system of high stakes 

1 • • 
stuoent examinations. 

\Vhichever 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 educacion.12 Assessment instruments are not j use passive 
components of the educ:.cional system; substantial experience indicates that, under the 
right conditions, they can influence as well as assess teaching (Fredericksen 1984). While 
current standardized and minimum competency tests reinforce teaching toward an 
emphasis on isolaced facts and basic skills, state-of-the-art examinations based on well-
1esigned 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 chis goal by giving teachers and schools a clear idea of wh:ic they 
should be striving for and a way to monitor their success in getting there. Thus, if 
students taking a science examination are expected co produce science - chat is, to write, 
to analyze text, to manipulate the necessary taols, to solve problems - teachers are more 
!.i..:._elv to eroohasize these caoaci ties in their classes. This, of course, assumes cbac the , . . 
teache:s have the necessary content and pedagogical knowledge to do so, but as seated 
earlier, student assessment c:m also motivate teachers to seek out relevant knowledge 
through appropriate professional development opportunities. In addition, allovring for 
c::ioice among examination questions, as in the currenc A2 examinations, would allow for 
v:...-iarion in school program, teacher expertise, and student interest. 

A restrnctured governance system 

Much of che cun:enc liter:iture oo. school restructuring and teacher professionalism is based 
on the notion chat centralized policies regarding curriculum and instruction ge!lerally 
se:-ve to unde::-:nine the school personnel's sense of authority over their own program. ln 
?Osing che ned £or a cohere:it state system of instructional guid:ince, we recognize the 
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tension tha t exists betw een centralized-policy decisions on the one hand and professional 
discretion on  the o ther. W e argue, how ever, that if states can overcom e the fragm entation  
in  the system  by providing coordination o f long-range instructional goals, m aterials 
developm ent, professional training, and assessment, they can set the conditions under 
w hich teacher em pow erm ent and professionalization, school site m anagem ent, and even 
parental choice can be bo th  effective and broad-based. Indeed, w hat w e propose is an 
interactive and dynam ic relationship betw een increasing coherence in the system  th ro u g h  
centralized coordination  and increasing professional discretion at the school site.

T h u s, w hile schools have the u ltim ate responsibility to educate th o u g h tfu l, 
com petent, and responsible citizens, the state -  representing the public -  has the 
responsibility to define w hat ‘though tfu l, com petent, and responsible citizens’ w ill m ean 
in the com ing  decade and century. O ne w ay to picture this relationship is th ro u g h  the 
analogy o f a voyage. T he state, th ro u g h  the curriculum  fram ew orks and in consultation  
w ith  teachers and district personnel, provides a description o f the u ltim ate destination  o f 
the jo u rn ey . Teachers and other school people then have the prim ary responsibility  to 
chart the course, assemble the necessary provisions and crew , and pilot the ship. Should 
the state a ttem p t to  take over from  a distance the steerage o f the vessel, it is likely to run  
aground , never reaching its goal. T he state m ay assist, how ever, by  helping to ensure the 
availability o f h igh  quality  provisions, accurate navigational equipm ent, and a w ell-trained 
and capable crew . Such is the in ten t of the instructional guidance system proposed in the 
previous section.

T h e  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 outcom es o f 
instruction  are actually m anifested in classroom practice. Since the success o f this enterprise 
depends u ltim ately  on  w hat happens in the school, we take the school as the s ta rting  po in t 
in  the governance structure and w o rk  backw ard from  there, elaborating the 
responsibilities at the o ther levels to support instruction in  the school.

Governance at the school building level: Schools obviously have m any responsibilities and 
m ust m eet those responsibilities under, a w ide range of conditions. O u r p rim ary fo cu s here 
is on instructional guidance to enhance achievem ent in the areas laid ou t by  the  s ta te ’s 
goals. In this regard  the prim ary responsibility at the bu ild ing level w ould  be to develop a 
stim ulating , supportive, and creative environm ent to m axim ize student achievem ent in 
the areas of the goals. A positive clim ate and atm osphere, a high level o f respect betw een  
students and staff, and a set of strategies tha t help ensure th a t all students identify  w ith  the 
school in  a positive fashion are all im portan t factors in helping to  m otivate the students 
and staff. These conditions come from  hard  w o rk  and a shared com m itm ent by the staff to 
m ake the school a productive and rew ard ing  w orkplace w here teachers axe given the 
responsibility and support that they need to  be effective. T h e  restructu ring  lite ra tu re  and 
the older lite ra tu re  on effective schools indicate three practical ingredients tha t are 
im portan t in this regard  (Purkey and Sm ith 1983 and 1985, C ohen 1983, E lm ore and 
Associates 1990).

T h e  first ingred ien t is a staff o f w ell-trained professionals. U nder the system  proposed 
here, the school w o u ld  have the prim ary responsibility to b ring  together a staff o f 
professionals w h o  could use their know ledge and experience to follow the best practices 
appropriate to their students to m eet the state goals. T his implies that the selection o f 
start, inservice strategies, carricu lum  (w ith in  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 o f goals that are based on the local school
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tension that exists becwee::1 centralized· policy decisions on the one hand and professional 
discretion on the other. We argue, however, chat 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 te:icher 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 responsiole citizens' will mean 
in the coming decade and century. One way to picture this relationship is chro1.:gh 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 destinacion of 
the journey. TeJCher:s and ocher school people then have the primary responsibility to 
charc the course, assemble the necessary provisions and crew, and pi.lac the ship. Should 
the state attempt to take over from a distance the steerage of the vessel, it is likely co run 
aground, never reaching its goal. The state may assist, however, by helping co ensure the 
availability of high quality provisions, acam.te navigational equipment, and a well-trained 
and capable crew. Such is the intent of the instructional guidance syscem proposed in the 
previous section. 

The governance :structure, then, should de&ne the responsibilities of the various levels 
in che system in order to ensure thac the changes soughc in the content and outcomes of 
instruction are actually manifested in classroom pr;;ccice. Since the success of chis enterprise 
depends ultimately on what happens in che school, we take the school as the starting point 
in the govermnce 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 primary focus here 
is on instructional guidance to enhance achievement in the areas laid out by the state's 
goals. In this regard the primary respoasioility at che building level would be to develop a 
stimulating, supportive, and creative environmeot co 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 w-ich the 
school in a positive fashion are all important factors in helping to motivate the students 
and scarf. These conditions come from hard work and a shared commitment by the staff co 
make the school a productive and rewarding workplace where teachers are g:ven the 
responsibility and support thac they need to be effective. The resrructuring literature aod 
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 che system proposed 
here, the school would have the primary responsibility co bring together a staff of 
professionals who could use their knowledge and expe:-ience co follow the best prac~ices 
a~pro?riate to cheir studeocs to meet the state goals. This implies chat the selection of 
std, inse:-vice srrategies, c.1rriculum (within guidelines), and pedagogies should be done 
ac the school site in resuonse to lod. conditions and student needs. School scarf should also 
be responsiole for de~eloping a system of goais chat m: based on che: local school 
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conditions w ith in  the general fram ew ork  o f the state and local district goals.
A second ingredient for a productive w orkplace is an internal governance structure 

that enhances the cap aa ty  o f teachers to carry out their professional tasks and achieve the 
goals o f the school. These structures w ill vary from  school to school, depending on the 
conten t, b u t research suggests tha t several aspects o f the governance s tructu re  m ay be 
particularly im portan t. O ne o f these is that teachers should have an im portan t decision-
m aking role. Since they are the closest to the students and have prim ary responsibility for 
their learning, the teachers should be in the best position to decide ho w  to design the 
educational experiences o f those students. In addition, it is im portan t 'to  structure 
teachers’ tim e and responsibilities to allow for collaboration, planning, reflection, and 
professional developm ent. It is also desirable to allow for flexibility in organiz ing  student 
learning tim e, as m ost effective pedagogical practices (as dem onstrated by research) require 
this sort o f flexibility (e .g ., smaller units, flexible time allocation for different learning 
tasks, cross-age tu to rin g  and cooperative learning, interdisciplinary and them atic 

jproaches, and ungraded  or m ulti-grade classrooms). Finally, schools should develop 
mechanisms for parental involvem ent in school and in the education o f their children 
(David 1990, Sykes 1990).13

T h ird, schools require hardw are and resources for the build ing to be a productive, 
professional w orkplace for teachers and other educational personnel. A place to  w o rk  and 
confer w ith  each o ther and w ith  o ther professionals, a place to do w o rk  quietly , access to 
phones, com puters and library facilities are essential if w e w ish to attract and retain 
com petent teachers.

W hile  these th ree conditions are integral to  m uch o f the literature on  restructuring  
and ‘b o tto m -u p ’ change and thus are tho u g h t to be inimical to  centralized authority  
structures, it is our con ten tion  tha t they in  fact underscore the need for systemic reform  of 
the sort discussed here. T h e  three conditions can not be m et by schools w ith o u t support 
from  district and state agencies. M ost teachers, at present, do not have the know ledge, 
skills, and tim e necessary to do a com petent jo b  carrying ou t their roles in a shared 
governance system o r in jo in tly  developing curricula that are in tegrated  across grades 
w ith in  a school. In-service professional developm ent, higher quality curriculum  materials, 
and enhanced support from  the d istrict and state w ill be necessary. Schools, particularly 
schools w ith in  large d istricts, operate w ith in  a’ formal and inform al n e tw o rk  of rules and 
regulations that can either enhance or dim inish the opportunities o f the schools to serve 
their students w ell. G overnance systems at the district and state levels as w ell as at the 
school level need to be structu red  to enhance, ra ther than detract from , the instructional 
efforts o f the schools. T h e  increased clarity in goals and direction, com m only understood 
curriculum  fram ew orks, coordinated, h igh quality curriculum  m aterials, and professional 
developm ent program s that are part of the state systemic reform s can provide the necessary 
structure.

Governance at the school district level: In the type of system w e advocate here, local school 
districts w ou ld  need to  establish a clear set o f ideas about w here they fit in to  the overall 
educational structu re . This m eans establishing a balance betw een school purposes and state 
purposes w ith o u t u surp ing  either. T he district m igh t establish a set o f long-range 
achievem ent and o th er goals th a t embellish the state goals -  progressive districts m igh t 
add such things as student participation and local service goals. It w ou ld  be critical for 
districts to be parsim onious on  this score, how ever, for too m any goals can be distracting 
to schools.

T he m ain responsibility o f the local district should be to provide resources and a
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conditions within the general framework of the state and local district goals. 
A second ingredient for a productive workpbce is an internal governance structure 

chat enhances the c:ipacity of te:ichers to carry out their professional ca~ks and :ichieve the 
go:ils of the school. These structures will vary from school to school, depending on the 
content, but rese:irch suggests that several aspects of the governance structure may be 
panicul:irly important. One of these is chat te:ichers should have an important decision
making role. Since they are the closest to the students and have primary responsibility for 
their learning, the te:ichers should be in the best position co decide how to design the 
educational experiences of those students. In addition, it is import.mt 'to struct.ure 
teachers' time and responsibilities to allow for collaboration, planning, reflection, and 
professional development. It is also desirable to allow for flexibility in organizing student 
leJining time, as most effective pedagogical pr;;.ccices (as demonstrated by rese:i.rch) require 
this sore of flexibility (e.g., smaller units, flexible time allocation for different learning 
tasks, cross-age tutoring and cooperative learning, interdisciplinary and thematic 

:iproaches, and ungraded or multi-gr:ide classrooms). Finally, schools should develop 
mechanisms for parental involvement in school and in the educ:ition of their children 
(David 1990, Sykes 1990). 1:i 

Thi.rd, schools require h:u:dware 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 ,vich other professionals, a place co do work quietly, access to 
phones, computers and library facilities are essential if we wish to attract and retain 
competent teachers. 

While these three conditions are integral to much of the literature on restrncturing 
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 scate 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, 
:ind 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 c:.n eithe:: enhance or diminish the opportunities of the schools to sei:-ve 
their students well. Governance systems at the district and state levels as well as at the 
school level need to be strucrured 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 chat are part of the state systemic reforms can provide the necessary 
structure. 

Governance ac the school dis,rict level: In the type of system we advocate here, local school 
districts would need to establish a cle:ir set of ideas about where they fit into the overall 
edu~tional structure. This means establishing a balance between school purposes and sc;;.ce 
purposes without usurping either. The district might establish a sec of long-range 
achievement and ocher goals that embellish the state goals - progressive districts might 
;;dd such things as student participation and lad. service goals. It would be cricic::l for 
districts to be parsimonious on chis score, however, for coo many goals c:;.n be discr::.cting 
to sc:iools. 

The main responsibility of the loc::l district should be to provide resources and a 
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supportive env ironm ent for the schools to carry- ou t their task o f educating all o f the 
d istric t’s children to m eet the state and district goals. O ne th ing  tha t this means is that 
districts should w o rk  to  reduce central bureaucracy in areas w here centralization is 
prim arily in service o f adm inistrative standardization o f educational m atters. D istricts 
should review  and alter as necessary those policies that have educational consequences and 
that m igh t inhibit innovative and effective school-based instructional approaches. As the 
schools m ove to take greater responsibility for establishing their o w n  curricular and 
instructional strategies, d istrict policies such as un iform  class sizes, rig id  tim e requirem ents 
for teaching certain subjects and courses, and conform ity  in the use o f textbooks should  be 
elim inated.

A second, im p o rtan t role for districts is to ensure that the m ost needy under their 
ju risd iction  are fairly treated . T he distribu tion  and utilization of com m on and base b u d g et 
resources m ust be equitable across the district and the use of special resources from  federal, 
state and local' funds m ust be integrated and adm inistered in a w ay that m axim izes 
opportunities for the needy .14

For d istricts to effectively fulfill their roles in this restructured  system w ill require 
changes in the w ay the various groups w ith in  them  relate to one ano ther. T hree prim ary  
local groups interact to  establish m uch o f district policy: the central district 
adm inistration , the school board , and the union . These groups m ust w o rk  in concert in 
order to provide adequate support to the schools to w o rk  w ith in  the structu re  established 
by the state goals and instructional guidance system  and, sim ultaneously, to give the 
professionals w ith in  the schools the au tho rity  and resources to do their job  effectively. 
This does n o t m ean tha t the traditional roles of the groups should be forsaken, b u t it does 
mean tha t each o f these groups m ust understand  the overall system and strategy and that 
they m ust discipline them selves to give their top priority  to ensuring  the long-range 
quality o f the teaching and learning processes w ith in  schools.

O ne po in t o f necessary discipline concerns the establishm ent o f lo n g  term  goals and 
strategies th a t, to g e th er w ith  the state goals, w ou ld  shape the im po rtan t decisions o f the 
district. For these goals to  operate effectively, the superintendent and the school board  
m ust have the w ill to reject the get-rich-quick ‘project m entality ’ described earlier. T h a t 
is, they m ust be able to  eschew m ost of those apparently attractive policies and projects 
that crop up each year prom ising short-term  results. Similarly, school boards and the 
superintendent need to  w o rk  tow ard  strategies that ensure policy con tinu ity  ra ther than 
disruption and tha t give schools the steady nourishm ent tha t they need to im prove; one 
example o f this m ig h t be a tw o- or three-year budget. In  general, the efforts o f the 
superintendent and the school board should be directed tow ard  m aking  the educational 
core of the system  w o rk  b e tte r  n o t ju s t in the im m ediate period, b u t over the lo n g  haul.

A second po in t is th a t the various actors in the district m ust w o rk  to support the 
efforts of the schools and their staffs in teaching the con ten t of the fram ew orks and in 
applying their professional expertise to  the specific goals, conditions, and children in  their 
schools. In the case of the un ions, this means focusing their a tten tion  on a broad definition 
o f w orkplace conditions. If  the union  emphasis in contract negotiations is on ly  on  
increases in  salaries and benefits and on requ iring  standardized practice in schools across a 
district, it w ill be very difficult for the d istrict to give the necessary responsibility and 
autonom y to the school site to allow the school staff the freedom to develop a creative and 
productive instructional env ironm ent. In the case o f district level personnel, supporting  
teacher professionalism  and discretion m ay m ean a change in how  they  carry o u t their 
supervisory roles. For exam ple, as the schools and their staffs g d n  responsibility and 
au thority , d istrict cu rricu lum  and instructional supervisors w ill have to give uc> m ucn  ot
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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 chat this me:ins is chat 
districts should work to reduce central bure:iucr:icy in areas where centralization is 
primarily in service of administrative standardization of educational matters. Districts 
should review and alter as necessary those policies chat have educational consequences and 
that might inhibit innovative and effective school-based instruccion:il 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 te:iching 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 unde: their 
jurisdic:ion are fairly treated. The distrioution and utilization of common and base budgec 
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. 14 

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 musr 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 me:tn that the traditional roles of the groups should be forsake;1, but it does 
mean that each of these groups must unde::stand the overall system and stracegy and that 
they must discipline themselves co give their top priority to ensuring the long-range 
q~lity of the te:iching 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 de::isions 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. Th2.t 
is, they must be able to eschew most of those apparently attractive policies .. nd 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 
ex.ample 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 co the specific goals, conditions, and children in their 
schools. In the case of the unions, chis means focusing their attention on a broad dennitiou 
of workplace conditions. If the union emphasis in contract negotiations is only on 
increases in salaries and beneo.cs and on requiring standardized practice in schools across a 
district, ic will be very difficult for the district to give the necessary responsibility and 
autonomy .a the school site to illow the school staff che freedom to develop a cre:ative and 
productive insrruccional e:wironmenc. In the c.;;se of disrricc level personnel, supporting 
teacher professionalism ar.d discre~ion may me:w a change in how they cm:y out the:.r 
supe!'Vlsory roles . For ex:unple, .. s the schools ~nd their sc;;rrs g...i.n respons1bili,y and 
.. uchoriry, district c-..1rriculum and instructional supervisors will have to give uo much ot 
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their apparent׳ au tho rity  over curriculum  and instructional m atters (Purkey and Smith 
1985). ‘

This discussion, together w ith  our consideration of school governance, reflects m uch 
of the current w ritin g  and th inking  about ‘restructu ring  schools’ (Elm ore and Associates 
1990). T he difference betw een the typical discussions of ‘re s tru c tu rin g ’ and our 
form ulation is in  the role of the state. W h ere  the state is ignored in m uch o f the 
restructuring literatu re , w e have argued that it is a critical partner in any long-term  
reform.

Finally, it w o u ld  be Pollyannaish o f us not to acknow ledge that m any districts will 
have difficulty in altering  their procedures and modes of behavior in the m anner we 
suggest. In som e cases the talent is n o t presently available. In o ther instances the central 
adm inistration is sim ply resistant to significant change. T his latter condition  is particularly 
prevalent in m any o f our large districts. These are im portant considerations w hich 

;aten  any m ajor educational reform . O u r belief, how ever, is that part o f  the reason for 
the intractability  o f central bureaucracies in large districts is that the d istricts lack the 
coherent vision and d irection  that m igh t result from  the systemic reform s w e suggest in 
this paper. To an ex ten t, then , the state reform s w ould  increase the chances for im portant 
changes to occur at the district level.

Governance at the state level: Just as the schools operate w ith in  the im m ediate con tex t of 
their districts and d raw  m uch of their support from  them , so too the districts operate 
w ithin the structu re  provided by states. T h e  present s treng th  and scope o f this structure 
varies greatly across the nation  -  from  states tha t have alm ost to tal contro l over funding 
and that exercise considerable control over the curriculum  to states w here local control 
remains p rom inen t. W e have presented an argum ent intended to rationalize and legitim ate 
state au thority  to create a coherent statew ide instructional guidance system . W e have 
argued that the states are in  a key position  for policy intervention  because o f their unique 
position to influence all aspects o f the educational system. Since m ost o f this paper has 
focused on developing a coherent strategy at the state level, little  needs to  be added here 
-bout the con ten t of th a t strategy.

It is im p o rtan t, how ever, to m ake some observations about policym aking at the state 
level, for the greatest deterren t to an im proved school system in the USA m ay w ell be the 
conflicting and politically m otivated squabbles at the state level am ong the variety of 
agencies w hich  have au th o rity  over aspects of the state educational system . In  m any states 
there are three independent and aggressive institu tions: the state departm ent o f education, 
the governor’s office, and the legislature. Each has its separate policy ofiices and separate, 
generally loosely structu red , agendas. W ith in  the state legislature, alone, there are often 
rw o, three, or even m ore such agendas. T h e  m ultiple agendas, m ost o f w h ich  axe political 
and some of w h ich  are substantive, are each typically supported by vigorous lobby groups. 
The agendas com e in to  conflict over resources and rise and fall in prom inence, w ith  the 
result being tha t no agenda is w ell served either in the short-run  o r in the long-run. 
Perhaps the m ost im p o rtan t single change in the educational governance system  in many 
states w o u ld  be to  m ove the policy debate to  a point w here it is considering the 
substantive -  and to a lesser extent the political -  aspects of alternative, w ell-form ed, and 
long-term  policies and strategies. W e obviously believe that the coherent strategy  w e have 
argued for deserves consideration.
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their apparent· authority over curriculum and instruccion:i.l 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 st;.te. Where the state is ignored in much of the 
restructuring literature, we have argued that it is a critical partner in any long-term 

reEorm. 
Finally, it would be Pollyannaish of us not to acknowledge chat many districts will 

have difficulty in altering their procedures and modes of behavior in the manner we 
suggest. In some c;.ses the talent is not presently available. In ocher instances the central 
administration is simply resim.nc to significant change. This latter condition is particularly 
prevalent in many of our large ciiscriccs. T:1ese are impor..;r:c consiC:e:atic~s which 

~acen any major educ:icional reform. Our belie~. however, is chat pare of the reason for 
the intractability of central bureaucracies in large districts is chat the districts lack the 
coherent vision and direction th:it might result from the systemic reforms we suggest in 
this paper. To an extent, then, the state reforms would increas.e 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 chem, so too the districts oper:.ce 
\vitbin the structure provided by states. The present strength and scope of this structure 
varies greatly across the nation - from states chac have aimos;; total control over funding 
and chat e..xercise considerable control over the cur.ic.ilum to states where loc11 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 chac the states are in a key position for policy intervention because of their unique 
position co influence all aspects of the educational system. Since most of chis paper has 
focused on developing a coherent strategy at the state level, little needs co be added here 
:bout the content of chat strategy. 

It is important, however, co make some observations about policymaking ac the state 
level. for the greatest deterrent co an improved school system in the USA may well be the 
confucting and politically mocivaced squabbles ac the state level among the variecy of 
agencies which have authority over aspects of the state educational system. In many states 
thee are thr~ independent and aggressive institutions: the state deparrmenc of education, 
the governor's office, and the legislacure. Each bas its separate policy offices and separate, 
gecerally loosely scrucrured, agendas. Within the state legislature, alone, there are often 
r-.vo, three, or even more such agendas. The multiple agendas, most of which are political 
and some of which are substantive, ;;.re each typically supported by vigorous lobby groups. 
The agendas come into con.B.ict 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 cbe educational governance system in many 
states would be co move the policy debate to a point where it is considering the 
subsc..ntive - and to a lesser extent the political - aspects of alternative, well-formed, and 
long-term polic:es and srrategies. We obviously believe chat the coherent strategy we have 
;rgued for deserves consideration. 
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S y stem ic  ch an ge and the re fo rm  en v iro n m en t

W e have tried  to  indicate ho w  systemic state-initiated reform  and school-based reform  
(restructu ring) could be com bined to create som ething w ith  considerably m ore chance o f 
succeeding than  either type o f reform  carried o u t independently. In concluding, w e believe 
it im p o rtan t also to  show how  this proposed dual reform  strategy  relates to three o th er 
aspects o f the present political reform  environm ent.

Educational equity

T he educational reform s of the 1980s have been prim arily concerned w ith  increasing the 
quality  o f education. This concern has detracted atten tion  from  the efforts in the 1960s and 
1970s to  provide greater equality w ith in  the educational system , particularly for m inorities 
and the poor. O n ly  recently has there been a partial re tu rn  to  concerns for the less 
advantaged in ou r society as th e ,n a tio n  has become aw are o f the g row ing  num ber o f 
children in  poverty  and the tragic condition o f schools in the  n a tio n ’s inner cities. O u r  
question here is ‘w h a t w ould  be the effect o f  a systemic reform  o f the sort proposed here 
on the m ost needy in our states?’

In  ano ther article (Smith and O ’D ay 1990), w e argue th a t the gains that have been 
m ade by African-A m erican and low -incom e children in reducing the achievement gap have 
been due in part to a variety o f changes in  social and econom ic conditions, including 
decreasing levels o f poverty in the 1960s and ’70s, increases in  parental education, and 
desegregation in the nation’s schools, particularly in the S ou th . W e also argue that the 
national em phasis on  basic skills in  the 1960s and ’70s con trib u ted  to reducing the gap by  
helping to  equalize the quality o f education offered to students o f  different backgrounds. 
T his em phasis was spurred by the G reat Society, fueled by the test score decline, and 
reinforced by m in im um  com petency tests adopted by m an y  states. T he basic skills 
m ovem en t focused attention  on a factual, skills-oriented conception of know ledge and a 
view  o f  the learner as a passive receptacle. It fit w ith in  the  fragm ented educational 
governance s tructu re  effortlessly because it was easily understood  by  politicians and placed 
iittie dem and  on teachers or the system  for new  learning o r special resources. It 
represented a m ediocre and conservative (and therefore politically safe) conception o f 
cu rricu lum  and instruction.

T h e  basic skills emphasis is n o w  being challenged in m any local districts and states 
w hich  have in stitu ted  reforms em phasizing h igher order th in k in g  and a m ore challenging 
curricu lum . W h ile  these proposed reform s are exciting and prom ise higher levels o f 
learning and m ore com plex skill developm ent for those students involved in them , it is 
im p o rtan t to recognize that they could also place m inorities and the poor at a new  
disadvantage because the less pow erfu l in the  society are typically the last to benefit from  
state and d istric t generated reform s -  i f  they benefit at all. D istric ts and schools w ith  large 
num bers o f  poor and m inority  studen ts often  have less discretionary m oney to  stim ulate 
reform , less w ell-trained teachers, and m ore day-to-day problem s th a t drain adm inistrative 
energy.

W e concluded in the earlier paper th a t, in this contex t, a state- or nationally-based 
instructional guidance system w o u ld  provide greater o p p o rtu n ity  for ensuring that a 
change to w a rd  this new  conception o f the curriculum  and in struction  is available to all 
groups, m ore  or less equally. U nless the ca n ic u la r reforms are buttressed by a coherent 
State system  that links tescher rr^ininn• r*nrK .r .L ~ —ז 
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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 wic.h 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 co three other 
aspects of the present political reform environment. 

Educational equity 

T:.e educational reforms oi che 1980s have been primarily concerned with incre:ising 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 chat have been 

made by Atric:m-Ameri.can 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 
decre:ising 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 chat 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 man)l states. The basic skills 
movement focused attention on a facmal, skills-oriented conception of knowledge and a 
view of the le:irner as a passive receptacle. It fit within the fragmented educational 
governance structure efforrlessly because it was easily understood by politicians aod placed 
littie demand on teachers or the sy:;.tem for new le:irn.iog 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 rnmy local districts and states 
which have inscituted reforms emphasizing higher order chinking and a more challenging 
curnculurn. While these proposed reforms are exciring aod promise higher levels of 
learning and more complex skill development for those students involved in them, it is 
important to recognize chat 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 srudents often have less discretionary money to stimulate 
reform, less well-trained teachers, and more day-to-day problems that drain administrative 
energy. 

V/e conciucied in ti:i.e e:iriier paper chat, in chis context, a state- or nationally-based 
instructional guidance syscc:n would provide greater opportunity for ensuring that a 
change toward this new conception of the curriculum and instruction is available to all 
g-:oups, more or less e::;ually. Unless the c--1.rricular reforms are buttressed by a coherent 
st:ite system chat links te::cher tr~;,.,;,.,,,.. , .. vh•- --·-·· ::~. -- -L- _____ ,.__ 



3gether in to  a s tructu re  w ith in  w h ich  w e can legitim ately hold schools and districts 
verywhere accountable, w e w ill surely enlarge the differences tha t continue to exist 
erween the quality o f instruction  available to  rich and poor, m inority  and m ajority . A nd 
nless w e have com m on curricula and a com m on set of expectations for all children, w ith  
oth  the resources and the local flexibility to  m eet those expectations, the achievem ent gap 
/ill again swell.

Choice

)ver the past few  years there have been a substantial num ber o f school choice plans 
!egested and im plem ented in the nation  (Elmore 1986). M ost recently, the idea o f a full- 
lown voucher system  has be revived (C hubb and M oe 1990). W e do no t hold  out great 
or ‘hat there w ill be dram atic im provem ent in the quality of the system from  choice 
Ians. T h e  reason for o u r pessimism is that the ‘re form ’ will change only the governance 
id  financing o f the schools -  the quality  of the potential teachers, the curricu lum , and the 
;sessment instrum ents w ill no t be addressed.

O thers have argued and w ill continue to argue that a m arket system in education 
:nerated by  choice am ong schools w ill operate to change these factors. A t best, this is a 
roblematic and long-term  hope. A t w o rs t, it belies the ever-ready survey data that show 
lat m ost parents are pleased w ith  their schools, and that m any parents value the 
3nvenience o f a nearby school m ore than  they are disturbed by  a report of poor teaching 
1 it. M oreover, it seems clear tha t even in a ‘fair’ system of choice, the m ore advantaged 
1 the society w ill have the ex tra o p p o rtu n ity  -  to travel fu rther to  a chosen school, to 
ather m ore in form ation  about the possible choices, and to have m ore tim e to evaluate the 
.lality o f  each op tion . Finally, a full-choice system runs the risk o f schools being 
■tablished by  entrepreneurs, in terested  in m aking m oney ra ther th an  in im proving  the 
jality  o f ch ild ren’s education.

T h o u g h  w e do not believe all o f  the problem s of a full-choice system  w ould  be 
neliorated by a systemic reform  o f the sort proposed here, w e do suggest that this 
r .gy could provide a structu red  environm ent to help con tro l m any of the negative 
peers, and even enhance the positive aspects o f a full choice m odel.15 T h e  state 
irriculiim  fram ew orks w ou ld  establish a protective structure th a t w ou ld  help ensure that 
1 schools w ere a ttem pting  to provide a challenging and progressive curriculum . T he 
:acher tra in ing  reform s and the stim ulation  o f curriculum  m aterials by the state w ould 
:ip m ake h igh  quality  resources available to the schools. Perhaps o f m ost im portance, the 
ate exam inations based on the curricu lum  fram ew orks w ou ld  provide valid data about 
uaen t outcom es to help parents and students m ake their choice am ong schools.

T his w o u ld  leave school personnel free w ith in  the structu re  provided by the 
im cu lu m  fram ew orks to  create the m ost effective school possible. T heir responsibilities 
ould include designing and im־ plem enting  the curriculum  and instructional strategies of 
le school, establishing the role o f  extra-curricular activities, and creating the climate of 
:e scnool including that m a n n e r  in  w h ich  the students are treated  and m otivated . O u r 
nse is th a t it w ou ld  be these characteristics as w ell as average exam ination scores that 
ould be m ost im p o rtan t to parents in selecting schools for their children. T h e  systemic 
::orm w o u ld  provide an env ironm ent w ith in  w hich  there could be substantial variation 
nong  schools on these conditions, b u t w hich  at the same tim e w ould  engender across 
nooLs a structu re of com m on and challenging curricular goals and expectations.
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:,gether into a structure within which we can legicim:i.tely hold schools and districts 
veqwhere accountable, we will surely enlarge the differences that continue co exist 
et'\veen t he quality of instruction available to rich and poor , minority and m:1jority. And 
aless we have common curricula and a common set of expectations for all children, wich 
och the :resources and the local flexibility to meet those expect:itions, the achievement g:ip 
rill :igain swell. 

Choice 

)ver the past few ye:irs there have been a substantial number of school choice plans 

1ggesced and implemented in the nation (Elmore 1986). Most recently, the ide:. of a full
lown voucher system has be revived (Chubb and Moe 1990). We do noc holci out great 
or ·hac there will be dramatic improvement in the quality of the syscem from choice 
lans. The re:ison for our pessimism is chat the 'reform' will change only the governance 
1d fn:incing of the schools - the quality of the potential teachers, the curriculum, and the 
;sessme::i.r. instruments will not be addressed. 

Others have argued and will continue to argue that a market system in education 
enerated by choice among schools will operate to change these factors . At best, this is a 
roblemacic and long-term hope . At worst, it belies the ever-ready survey data chat show 
1ac most parents are ple:ised with their schools, and that many parents value the 
mvenience of a ne:u:by school more than they are disturbed by a report of poor teaching 
lit. Moreover, ic seems dear that even in a 'fair' system of choice, the more advantaged 
l the society will have the extra opportunity - co travd further to a chosen school. to 
acher more information about the possible choices, and to have more time to evaluate the 
Jal.icy of each opcioo.. Finally, a full-choice system runs the risk of schools being 
.cablished by entrepreneurs, interested in making money rather than in improving the 
Jalicy of children's education. 

Though we do not believe all of the problems of a full-choice system would be 
ne-lioraced by a systemic reform of the sort proposed here, we do suggesc chac this 
r .5y could provide a structured environment to hdp control many of che negative 
peccs, and even enhance the positive aspects of a full choice model. 15 The scace 
1rriculum frameworks would establish a protective structure chat would help ensure chat 
1 schools were accempcing to provide a challenging and progressive curriculum. The 
:acher training reforms and the stimulation of curriculum macerials by the state would 

!!p mjXe high qualicy resources available to che schools. Perhaps of most importance, the 
ate examinations based on the curriculum framew orks would provide valid data about 
uaenc outcomes to help parents and students make their choice among schools. 

This would leave school personnel free wichio. the structure provided by the 
miculum frameworks to create the most effective school possible. T heir responsibilities 
·ould include designing and implementing the curriculum and i.rutruccional strategies of 
1e school, establishing the role of e.--crra-curricular accivicies, and creating che climate of 
:e school including that manner in which the srudencs :are treated and motivated. Our 
:::1se is chat it would be these characteristics as well as average examination scores chat 
ould be most import:mt to parents in selecting schools for their children. The systemic 
·(or:11 would provide an environ.me::ic within which there could be substantial variation 
nong sc:iools on these conditions, but which at the same time would e::ige::i.der across 
::1001s a scruc.ure of common and challenging curricular goals and expecucions. 

- . . . ..1 
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Teacher vrofessionalism1 J

A com m on criticism  o f state reform s, particularly curricular reform s, is that they diminish 
the sense o f professionalism , and, therefore, the effectiveness o f teachers by restricting 
their au tonom y and au thority  to con tro l the con ten t o f in struction  in their classroom 
(M cNeil 1986, Sykes 1990). In certain  circum stances -  w hen  centralized, required 
curriculum  is detailed, oppressive, and m ediocre, as it is in those states that have m andated 
a m undane conception o f basic skills -  w e suspect the effect on  teachers is very stifling.

B u t w ha t w e are arguing for here is som ething very different from  this com m on 
conception o f a centralized curriculum . As w e im agine them , the curriculum  fram eworks 
w ould  n o t spell o u t the day-to-day, w eek-to-w eek , m o n th -to -m o n th , or even necessarily 
the year-to-year curricula for the schools. T hey  w o u ld  set out bodies o f know ledge and 
skills w ith  w h ich  students should becom e familiar and com petent over fairly large blocks 
of tim e, such as four years. This w o u ld  require teachers and groups o f teachers w ith in  the 
schools to design and organize their o w n  curricula and instruction  in such a w ay as to 
m axim ize the achievem ent of their youngsters. T h e  system that w e  are suggesting w ould 
give far greater responsibility and au tonom y to the teachers, individually and collectively, 
than do, for exam ple, the  Advanced Placem ent curriculum  fram ew orks.

M oreover, part o f the pow er o f a coherent system , such as the  one w e have proposed, 
is that the know ledge and skills contained in the fram ew ork becom e the basis for that 
‘expert k n o w led g e’ com ponent of professionalism  that has proved so elusive for teachers 
(Sykes 1990). T h e  ‘res tru c tu rin g ’ lite ratu re has addressed the need, as have w e, o f giving 
teachers au th o rity  and responsibility and the resources in their w orkplace to exercise that 
responsibility. T h e  specification o f con ten t and skills in the fram ew orks provides a 
structure w ith in  w h ich  teachers can acquire the know ledge and skills to become experts in 
their profession. Too often , w e suspect, in areas such as. science, h istory , and m athem atics, 
the held o f know ledge is so daunting  tha t teachers -  especially elem entary school teachers
-  w ill leam  and teach only the very m in im um  requirem ents. As their lack of expertise is 
exposed, this reduces b o th  the teachers’ respect for themselves and the respect they receive 
from  others. In the con tex t of the fram ew orks, how ever, the field o f know ledge is defined 
and, w e  believe, thereby  m ore m anageable. M oreover, the requirem ent that the teachers 
know  and be able to  teach the co n ten t of the fram ew orks before they can be licensed 
w ould  give them  the  incentive to m aster the m aterial.

U nderstand ing  the content o f the  fram ew orks and know ing  how  to teach it w ould 
lead to tw o  im p o rtan t conditions conducive to enhancing the professionalism  o f teachers. 
T he first is simple -  such know ledge w ould  set to m o rro w ’s teachers apart from  almost 
every one else in society. Few in o u r society k n o w  anything abou t plate techtonics, or the 
im portance o f ‘e rro r’ in science, o r Bayes T heorem , or could w rite  a coherent three-page 
essay abou t the econom ic determ inants o f the A m erican revo lu tion  -  indeed, this lack or 
generalized know ledge in  such areas is the very problem  the recent reform s are try ing  to 
address. Even few er k n o w  how  to  effectively teach these concepts and skills, either to 
children o r to adults.

K n o w in g  h o w  to teach the co n ten t and skills of the fram ew ork  w ould  lead to the 
second condition.- Professional dialogue about com m on problem s in the profession is part 
of the m ysticism  and the excitem ent o f  being a professional. If all teachers in  a state are 
expected to teach the challenging m aterial set ou t by the fram ew orks to all, they sudacm y 
have a com m on field w ith in  w hich to  share professional inform ation  and strategies. Just as 
the surgeon shares a secret knot she has developed, so will the elem entary school teacher
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Teacher orofessionalism 
i J 

A common criticism of StJte reforms, particularly curricular reforms, is thac they dim.ioisb 
the sense of professionalism, and, therefore, the effectiveness of teachers by restricting 
their autonomy and auchoricy to coocrol the content of instruc.:ion 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 mand.Jced 
a mundane conception of basic skills - we suspect the effect on teachers is very stilling. 

But what we are arguing for here is something very different from chis common 
conception of a cencr:ilized curriculum. As we imagine chem, the curriculum frameworks 
would not spell out the dJy-co-day, week-co-week, monch-co-monch, or eve:i necess..rJy 
the ye:u--to-ye:ir curricul .. for che schools. They would set ouc bodies of knowledge .. nd 
skills with which students should become familiar and competent over fairly large blocks 
of tune, such as four ye:m. This would require teachers and groups of ce:ichers ,vi.chin che 
schools to design and organize their own curricula and instruction in such .. way as co 
maximize the achievement of che:r youngsters. The system that we are suggesting would 
give far greater responsibility and autonomy to the teachers, individually and collectively, 
chan do, for example, the Advanced Placement curriculum frJ.rneworks. 

Moreover, part of the power of a coherent system, such as the one we h .. ve proposed, 
is chat the knowledge and skills contained in the framework become the basis for that 
'expert knowledge' component of professionalism that has proved so elusive for teaches 
(Sykes 1990). The ' restrucruring' literature has addressed the need, as have we, of giving 
teachers authority and respoasibilicy and the resources in their workplace to exercise ch:it 
responsibility. The speciiic:icion of content and skills in the &ameworks pro vi.des a 
strucmre within which te:.che:s Cl.!l acquire the k.nowledge and skills to become experts in 
their profession. Too often, we suspect, in are:is such as science, history, and mathematics, 
the field of knowledge is so daunting that teachers - especially elementary school teachers 
- will learn and teach only the very minimum requirements. As their lack of expertise is 
exposed, chis reduces both the teachers' respect for che:nselves and the respect they receive 
from others. In the coacext of the frameworks, however, the field of knowledge is defined 
and, we believe, thereby more manage:ible. Moreover, the requirement thic the teJchers 
know and be able to teach the content of the &ameworks before they can be licensed 
would give them the incentive to master the material. 

Understanding the content of che frameworks and knowing how to te:ich it would 
le:id to two important conditions conducive co enhancing the professionalism of teachers. 
The first is sunple - such knowledge would ser tomorrow's teachers apar.: from almost 
every one else in society. Few in our society know anything about place cecbconics, or the 
importance of 'error' in science, or Bayes Theorem, or could write a coherent three-pa~ 
essay about the economic determinants of the American revolution - indeed, chis lack or 
generalized knowledge in such areas is the vrry problem the recent reforms are trying co 
address. Even fewer know how to eff~..ively te3ch these concepts and skills, either co 
children or co adults. 

Knowing how co teach the content and skills of the framework would lead to the 
second condition, Professioaal dialogue about common problems in the profession is puc 
of che mysticism and the excite:nenc of being a professioaal. If all teachers in a st:ite are 
exp~ted co ceJch the challeaging m:iterial se~ out by the frameworks to all, they sudaeruy 
ha·,e 1 common field within which co share professional informacioa and strategies. Just as 
tne surgeon shares a secret knot she has developed, so will the e!emeata.ry school ce:icb~ 
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share his strategy  for teaching children about the pull of gravity on the tides.
O u r conclusion, thus, is that the professionalism of teachers w ill be enhanced by the 

systemic state reform  strategy that w e have proposed. O f Sykes’s (1990) four com ponents
-  au thority , regard , resources, and know ledge -  we have addressed three, au thority , 
resources and know ledge. O u r belief is that regard  from  others w ill follow  the attainm ent 
of the o ther com ponents b u t that it requires, first, regard from  w ith in . W e believe further 
that such self-regard w ill best be n u rtu red  in a system that b o th  defines and fosters 
teachers’ know ledge and thus their ability to perform  com petently  the task o f their 
profession.
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C o n clu sio n s

W e have argued th a t a chaotic, m ulti-layered, and fragm ented educational governance 
system in the U SA  has spaw ned m ediocre and conservative curricula and in struction  in our 
schools. T he state reform s of the early and m iddle 1980s have not had a significant effect 
on the quality o f education, and the present restructuring  m ovem ent, th o u g h  prom ising, 
does no t seem destined to  have an im pact on very m any of the over 100,000 schools in the 
nation. W e have proposed a dual strategy to  prom ote an increase in  the quality of 
education for all schools. T he strategy draw s on  the authority  and responsibility  of the 
state to provide a system w ide structu re o f educational goals and con ten t w ith in  w hich ail 
schools and districts m ig h t ‘re stru c tu re’ to m axim ize the quality o f their curriculum  and 
instruction. *

T h e state w o u ld  design and orchestrate the im plem entation o f a coherent 
instructional guidance system . T he cornerstone o f the system w ould  be a set o f  challeng-
ing and progressive curriculum  fram ew orks. T h e fram eworks w o u ld  be developed 
th rough  a collaborative process involving m aster teachers, subject m atte r specialists, and 
other key m em bers o f the  state com m unity  and w ould  be updated on a regular basis to 
reflect ou r changing  understanding  o f the teaching and learning process. T h e  fram ew orks 
w ould  provide a substantive s tructu re  for a dynam ic curriculum  tha t requires active and 
sustained learning by students. T h e  state w o u ld  be responsible for establishing a set of 
challenging studen t achievem ent goals, based on the fram eworks. Teachers and other local 
school professionals w o u ld  be responsible for designing and im plem enting the curriculum  
and pedagogical strategies for their schools w ith in  the overall co n tex t o f  the state 
fram ew orks, to best m eet the needs o f their particular students. T h e  fram ew orks w ould 
also provide a substantive structure for teacher professional developm ent and for student 
assessment. In  order for teachers to be able to  teach the con ten t em bodied in the 
fram ew ork, they  w o u ld  need to be system atically exposed to it du rin g  pre-service and 
continuing  professional developm ent experiences and should show  com m and  of the 
m aterial and the ability to  teach it before they  receive a state license to teach.

These actions w o u ld  require the state to  exercise some long-needed leadership to alter 
and im prove the state h igher education professional developm ent system s. In  addition, the 
state w o u ld  hold  the local schools and school districts accountable for m ak ing  progress 
tow ard  atta in ing  state student achievem ent goals by em ploying very h igh  quality 
exam inations developed, using the state curricu lum  fram eworks as tem plates. Finally, the 
states w o u ld  provide technical assistance to  com m unities needing assistance in 
im plem enting and m eeting the state goals. W e have provided some detail on approaches 
and tactics tha t states m ig h t use to accom plish these aims, bu t w e are m indful that a great

.. 
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share his strategy for teaching children about the pull of gravity on the tides. 
Our conclusion, thus, is chat the professionalism of telchers 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 ochers will foilow the attainment 
of che ocher components but chat it requires, first, regard from within. We believe further 
chat such self-regard will best be nurtured in a system that both defines and fosters 
te:ichers' knowledge and thus their ability to perform competently the task of their 
profession. 

Conclusions 

We have argued that a chaotic, multi-layered, and fr::.gmented educational governanc! 
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 signi..6.c,mt 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 
educ:1.tion 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 all 
schools and districts mighc 'restructure' to ma..-ci.mize the quality of their curriculum and 
insrruction. 

The sea.ice would design and orchestrate the i.mplementatioa of a coherent 
instructional guidance syscem. The cornerstone of the system would be a set of challeng
ing and progressive curriculum frameworks. The frameworks would be deYeloped 
through a collaborative process involving master teachers, subject matter specialists, and 
ocher 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 .rnd 
sustained learning by students. The st:ite would be responsible for establishing a sec of 
challenging student achievement goals, based on the frameworks. Teachers and ocher loc;;.,l 
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 
a..lso 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 loc:il schools and school districts accountable for making progress 
toward attaining state srudenc achievement goals by employing very high qualicy 
examinations developed, using the state curriculum frameworks as templates. Finally, the 
s.aces would provide technicl assistance to communities needing assistance in 
in?le:ne:iting and meeting che state goals. We have provided some dec:al. on approaches 
:.r:.d tactics en.at states might use to accomplish these :.ims, but we a.re mindful th:.c a gre:ic 
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deal m ore than  w e have suggested w o u ld  be required to im plem ent the kind o f coherent 
and high-quality  strategy  tha t w e have proposed.

A state-initiated instructional guidance system w o u ld  establish a fram ew ork w ith in  
w hich  schools m igh t im plem ent high quality educational p rogram s. Such a system alone, 
how ever, is no t enough . To alter the curriculum  and in struction  in schools w ill also 
require that the educational governance system be coordinated in its efforts to give local 
schools the resources, freedom , and au thority  to provide h igh  quality  instruction for their 
students. T h e  state has constitu tional responsibility for ensuring educational quality and 
o p p o rtu n ity  th ro u g h o u t all o f the districts w ith in  its boundaries, and it has au thority  to 
influence parts of the system  (such as pre-service teacher training) that are totally ou t of 
the purv iew  o f local education agencies and schools. Local school people have the 
responsibility and o p p o rtu n ity  to m ake professional ju d g m en ts  and to  im plem ent effective 
ways to  educate their students. T he trick  is to establish a governance structure w here the 
strengths o f the tw o  are m axim ized to provide the best possible education for all children. 
W e have proposed a num ber of changes in the o rien ta tion  of the present governance 
system  to m eet this end. In  essence, w e have suggested p u ttin g  coherence and direction 
in to  the state reform s and con ten t in to  the restructu ring  m ovem ent.
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de:il more than we have suggested would be required to implement the kind of coherent 
and high-quality strategy chat we have proposed. 

A state-initiated instructional guidance system would establish a framework within 
which schools might implement high quality educational programs. Such a syste:n alone, 
however. is not enough. To alter the curriculum and instruction in schools will also 
require chat the educational governance system be coordinated in its efforts to give lac.al 
schools the resources, freedom, and auchoricy co provide high quality instruction for their 
students. The state has constitutional responsibility for ensuring educational quility md 
opportunity throughout all of the districts within its boundaries, and it has auchoricy co 
in8.ue:1ce parts of the system (such as pre-service teacher training) that are totally ouc ot 
the purview of loal education agencies and schools. Local school people have the 
responsibility and opportunity to make professional judgments and to implement effective 
ways to educate their students. The crick is co 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 governmce 
system to meet chis end. In essence, we have suggested putting coherence and direction 
into the state reforms and content into the restructuring movement. 
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1. D arling-H am m ond and Berry (1988) estim ate that states considered over 1000 pieces o f  legislation on 
teacher policy  during the first five years o f  the reforms; see also Firestone et al. (1989).

2. A few  states are exceptions to these generalizations. South Carolina (South Carolina Board of
Education 1989) and California (H o n ig  1990), for exam ple, both report im portant recent gains in 
student achievem ent, attributed to the reform s. In both  o f  these cases, the state has made a concerted  
effort to influence the instructional process w ith in  the schools. ׳ c

3. Researchers and journalists w h o  have observed m any US schools are struck b y  the deadening  
m ediocrity o f  m ost. See, for exam ple, P ow ell et al. (1985) and Sizer (1984). T h e  first report o f  the 
Project 2061 effort Science fo r  A ll  Americans describes instruction in science in U S  classroom s in the 
fo llow in g  w ay: ‘T he present science textb ooks and m ethods o f  instruction, far from  helping, often  
actually im pede progress tow ard scientific literacy. T hey emphasize the learning o f  answers m ore than 
the exploration  o f  questions, m em ory at the expense o f  critical thought, bits and pieces o f  inform ation  
instead o f  understandings in co n tex t, recitarion over argum ent, reading in lieu o f  d o in g . T hey  fail to 
encourage students to w o rk  together, to share ideas and inform ation freely w ith  each other, or to use 
m odem  instrum ents to extend  their intellectual capabilities’ (AA AS 1989: 14).

4. Take m athem atics and science education as jusc one exam ple. A t the federal level, one independent 
governm ent policym aking bod y establishes the specifications for a national test o f  m athem atics 
achievem ent w h ich  is then developed by an independent private non-profit organization for adm inistration  
w ith in  m ost o f  the U SA ; another independent agency administers over S250 m illion  in project funds to 
im prove m athem atics and science education at the state and local levels; still another agency administers 
a S200 m illion  federal program  to states to im prove mathematics and science education. T he laws 
governing these various efforts (w h ich  are on ly  a sample o f  federal governm ent activity) are w ritten  by  
different subcom m ittees and com m ittees in C ongress, governed by regulations that contain little 
reference to the other federal or even to state program s, and administered by civil servants w h o  rarely 
talk to each other. (There is n o w  a federal coordinating body chaired by the Secretary o f  still another 
governm ent agency, the Energy D epartm ent, w h ich  has almost no expertise or direct involvem ent in 
the educational system .) A t the state level, in  each o f  the 50 states, there is at least one, and often  
m ultip le, agencies producing independent efforts to im prove mathematics and science education, efforts 
driven by literally tens o f  different and independently developed state law s. A nd alm ost every state has a 
state assessm ent or set o f  assessments designed to measure progress in m athem atics and science 
achievem ent -  assessments that are not on ly  independent o f the national assessm ent effort but o f 
national, state and local curriculum  efforts as w e ll. Finally, the mechanisms and requirements for 
teacher certification in m any states operate w ith  alm ost total independence from  other state educational 
law s, and the authority for overseeing the quality o f  teacher training typically rests w ith  the state 
higher education system , w h ich  often  has little  interest in changing itself :0  m eet :he needs o f  the K -12  
system . A dd to  this the supplem entary and often  conflicting guidance that local school teachers receive 
from  their o w n  district and school coordinators, and from  local universities and businesses, and the fact 
that the basic textbooks and materials in  m ost classrooms are developed entirely independently from ail 
o f the federal, state, and local guidance, and w e  begin  to see w h y  m any teachers are skeptical o f  
attem pts to reform  the schools.

5. There is an Lmportanc irony here. In another paper w e  argue that the nation’s ‘com m on  basic skills 
curriculum ’ has led to a dram atic reduction in the achievem ent gap betw een A frican-A m erican and w hite  
students over the past 20 years. W h ile  the achievem ent distribution for w h ite  students has remained 
uncnanged, African-A m erican student achievem ent in reading, and to a lesser exten t in  m athem atics and 
science, has sh ow n  steady gTOwth. W e posit that the basic skills curriculum has contributed both  to the lack 
o f  change in w h ite  achievem ent and to the im portant gams o f black students (Sm ith and O ’D ay  1990). Our 
hypothesis, how ever, is that the next m ajor reductions in the size o f the ‘g ap’ w ill require a change for black 
students aw ay from  an overall em ohasis on  basic skills tow ard a more com plex and challenging curriculum. 
T he equality problem  here, o f  course, is that this change may occur m ore easily in  m ore ‘advantaged’ 
com m unities w h ich  m ay lead to future increases in the ‘gao’.

6. A  w onderfu l, large-scale exam ole o f  this phenom enon is the history o f  the ‘n e w ’ science curricula 
generated in t£1e aftermath o f Sputn ik . T hese curricula were generally w ell-financed, carefully-
ceveloped and contained excitin g  state-of-the-art (at that time) content, instructional strategies, and 
materials. Because o f their innovative, challenging and hands-on character, they dem anded m ore of  
teacners than did :he conventional curricula. T he curricula were initially supported by extensive, but 
voluntary, in-service teacher training program s. As a consequence they w ere in itially  adopted and

SYSTEMIC SCHOOL REFORM 263 

Notes 

1. Duling•HJmmond md Berry (1988) estimate that states considered over 1000 pieces of legis!Jrion on 

te2cber policy duriog the fim five yem of the reforms; sec also Ficrnone et al. (1989). 
2. A few scaces ue exceptions to these generJ!incions. South CJrolinJ (South Clrolin, Board of 

EducJrion 1989) ,ad Clliforni, (Honig 1990), for example, both report impomnc recent g,ins in 
srudeoc Jchievemenc, Jttributed to the reforms. In both of these cJses, the st:ite hJs m,de i concerted 
e£fort to inB.uence the insuuction,I process within the scbools. 

J. Rese:irchers and journJ!ists who have observed mmy US schools are struck by the deJdening 
meciiocricy of most. See, for exJmple, Powell u al. (1985) Jnd Sizer (1984). The first report of the 
Project 2061 effort Scfrnce for All Americans describes instruction in science in US cbssrooms in the 
following wJy: 'The present science textbooks Jnd methods of instruction, far from helping, often 
:ic.t:illy impede progress towud sc:entific licerJcy. They emph:isize :he le:iming of answers mote cbn 
che explor:aion of questions, memory ac the expense of c:-iticJl thought, bits and pieces of information 
inste:id of understJndings in context, recitation over Jrgument, reJciing in lieu of doing. They fail to 
eccounge smdetltS to work together, to sh2re ideJS :ind information tree!y with e:ich other, or to use 
modern instruments to extend their incellectull capabiiities' (AAAS 1989: 14). 

4. Take mathematics and science educacion ;is just one example. Ac the federal level, one independent 
government policym~ing body establishes the specioc::tions for ;i oacion,I test of mithematics 
achievement which is then developed by an independent private non-profit orgmiZlrion for :idminis:ntion 
within most of the USA; ,nother independent agency administers over $250 million in project funds to 
improve mathematics Jnd science education at the state and loc:.l levels; still ;not her agency adminisce:s 
a 5200 miilion feder:il progrJm co sc:i.ces co improve mathematics and science education. The laws 
governing these v,rious efforcs (whic!i. are only a s:i.mple of federal governme:,.c activiry) :ire wricceo by 
ciiifereot subcommittees and committees in Congress, governed by regulations tbac co,ncain liccle 
refe:e:ice to the ocher fedenl or even co state programs, ..ad :1dministered by civil servants who nreiy 
t:ilk to e~eh other. (There is now a federal coordin:i.cing body chaired by the Secret:i.ry of still moche: 
gove:-nmenc agency, che Energy Dep:.rcment, which h:is llmosc no expertise or direct involvement in 
the educ:icionJl system.) Ac the sc:ice level, io e::ch of the 50 sc:ites, there is at le:isc one. :ind often 
multiple, ;gencies producing independent efforts to improve m.ichem:i.dcs and science educ..cion, efforts 
driven by literally tens of different and independeocly developed st:ite hws. And almost every state has a 
st.ice .ssessme!lt or sec of assessme11cs designed co measure progress in mathematics and science 
acnieveme11c - assessmen cs ch.it are not only independent of the n:1tiom1l assessment effort but of 
nation:.!, state and loc:i.l curriculum efforts .is well. Finally, the me(;h,nisms and requirements for 
te:1che:- certification in m::my st:ices operate with almost totJl independence from ache: state educational 
laws. aod che auchoricy for overseeing the quality of teacher cr:iining typically rem wich the mtc 
l:igb.e= ed~ccioo sys:em, whic:i oi':en b::.s lict!e :im:esc in c:::.;:;i..::g icse!f :o ~e:: ::i:: ce~s of the K-12 
system. Add to chis che supplemenc:iry :md often conB.iccing guid,nce chat loc:il school teachers receive 
from theLr own district and school coordimcors, and from loc.::.l universities and businesses, and che f.ct 
ch.it the basic cexcboolcs and materials in most classrooms are developed entirely independencly 6:om .il 
of the federal, state, and loc:.l guid.ince, md we begin to see why many ce.ichers are skepcio! of 
attempts co reform rhe schools. 

5. The:e is ao import.l.llt irony here. Io ,aocher paper we argue ch.it the nation's 'common b.isic slcills 
curriculum' has led col drum.tic reduction in che :icb.ieveme:ic gap berwe::n Afric.::.n-Amcncao. .ind white 
srudcncs over the past 20 ye:irs. While che ac:i.ievemenc distribution for white students ba.s remained 
unchanged, African·Amerian srudenc achievement in reading, and co :i lesser e.-cce:ic in mathematics :ind 
science, has: shown steady growth. We posit thac the basic skills cumculum has contriouced bocb co che lack 
of ch,nge in white Jchievemenc .ind co the import:inc gai.ns ofbl.ick students (Smich md O'D,y 1990). Our 
hypothesis, how eve::, is chac the ac."tt major reductioru in cbc size of che • g,p' will require l change for b!lci 
sruciencs lWlY £:-om 111 over:tll. emphasis oo b:uic skills coward a more co mole.'< :ind ch,Uenging curriculum. 
The equal.icy problem here, of course, u ch.it chis ch:inge may occur more e:i.sily iu more ':idvacuged' 
communici.es which m:i.y lead to future incr=es in the 'g,p'. 

6. A woaderfol. l:i.rge-sc.:ile example of chis phenomenon is the history of the 'new' science curriC'..ila 
grner~ced in the .i'ce:-:n,ch of Spucnik. These c;um<;',1la w~rc g~11erilly well-6.nanced, c.:iiefuil:1• 
cieveloped and coacained exciting sc:ice-of-che-uc (:it ch.it rime) conceat, iascrucciocil scr:cegies, ;r:d 
;;i.cer.:ils. B~:use of ci:eir ionov:icive, ch:illeriiog and h211<is-on ch.:ir:.cce:, they de:u:mded more of 
::::c::::s :h:.n did che converition:il c-.!rr.cub. The curric-.1b we::e initiJ!ly supported by ex:e:isive, buc 
volucc:ir1, in-se:--nce telcher tr:iining progr::ms. As a consequence enc:, were in.itiJl!y Jdopted mci 

... , 
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adapted by large numbers o f  innovative teachers around the nation. M oreover, the evaluations carried 
o u t on  them  show ed clearly that they produced superior results to the conventional curricula 
(Shym ansky et al. 1983). Yet by the m iddle 1970s these curricula had all but died out in the U S 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 w ere few  new  
teachers beginning to use the materials. M eanw hile, increasing num bers o f  the teachers experienced in 
the new  curricula left teaching, m oved to different schools, or succum bed to the auiet pressures o f  the  
system  to teach the m ore conventional material.

7. T his discussion should not be v iew ed  as ‘teacher bashing’, but as a critique o f  the level o f  kn ow led ge  
and skills o f alm ost everyone in our society. Few o f us have sufficient understanding to teach the  
content o f the seventh grade m athem atics (algebra) in Japan or the geom etry  and probability for U S  
grades K -8  suggested by the N ational C ouncil on Teachers o f  M athem atics, or the science content and 
skiils recom m ended for elem entary school students by the Am erican A ssociation for the Advancem ent 
o f  Science.

8. O n e reason that this fundam ental issue is rarely raised am ong school people is that there may be a lack 
o f clarity about the curricular goals and purposes w ith in  schools and districts. If there are no w e ll-  
articulated curricular fram eworks foe a school or district, then it is difficult to perceive the inadequacy  
o f  a test w h ich  is sim ilarly constructed.

9. Sykes (1990) also argues that teachers need m ore regard from  others in  society , greater authority w ith in
schools, and a specialized kn ow led ge  base. '

10. See C oh en  1990 for a discussion o f  ‘instructional guidance system s’ .
11. Albert Shanker has recently been advocating a ‘schools incentive program ’ along these lines for  

successful teachers and schools; see Shanker (1990) for a discussion o f  this proposal.
12. A num ber o f  staces (C on necticu t, California, M ichigan, N e w  York) are already on their w ay in the  

developm ent o f a new  generation o f challenging and innovative assessm ent instrum ents.
13. O n e m echanism  for parental involvem ent in the education o f  their children has gathered a variety o f  

advocates at all levels o f  the governance system . The idea is that parents and schools w ou ld  enter in to  a 
‘contract’ w ith  each other. T he contract w ou ld  be m oral, not legal, and w ou ld  specify the sch oo ls’ 
instructional (content, pedagogy, and assessment) intentions on the one side, and, on  the other side, the  
parents pledge that they w o u ld  com m it them selves to insuring that their children attend school on tim e  
and regularly, that their children do their hom ew ork, and that the parents m eet w ith  the teachers a 
num ber o f  tim es during the year. T he focus o f  this effort w o u ld  be on  the intellectual grow th  o f  the  
children. Such an effort could  be particularly im portant in those schools w here there are a large num ber 
o f  low er incom e parents w h o  feel alienated from the schools.

There are im .־״ 14 portant roles for districts w h ich  are beyond the scope o f  this paper to discuss in detail. 
A m on g  these responsibilities are: adm inistration o f federal and state programs in progressive w ays; 
adm inistrative tasks such as student transportation, legal m atters, facilities m anagem ent and bu ild ing  
etc. that are m ost efficiently carried out at the central level; m aintaining a system  o f fiscal, 
adm inistrative and educational accountability, the latter presum ably relying primarily on the state  
exam inations; and the coordination o f  social services for school age children w ith  other service agencies 
w ith in  the district.

15. H ow ever , w e  w ou ld  not support any full choice (voucher) system  unless it contained four k ey  
com ponents. First, the ‘state’ voucher m ust constitute full paym ent for the school -  schools w ou ld  not  
be allow ed to charge extra tu ition  beyond the value o f  the voucher. Second, over-subscription to a 
school w ou ld  be resolved by lottery . T hird, transportation w o u ld  be provided for the needy. Fourth, 
there w o u ld  have to be an aggressive and publicly-sponsored system  o f  providing inform ation about the  
available choices am ong the schools. In the context o f  the reform s that w e  suggest one m ore  
com ponent w o u ld  be necessary. T he schools in the voucher system  w o u ld  all be assessed w ith  the state  
exam inations based on  the state curriculum  frameworks and the data, w o u ld  be made publicly available 
to assist parents and students in their selection o f schools.

• 

• 
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adlpted by l:.rge numbers of innovative telchers uound the nJtion. Moreover, the cvalultioos Clr.ied 
out on them showed cle:irly th:u they produced superior results to the conventional curricul:i. 
(Shym:insky tt al. 1983). Yet by the middle 1970s these curricub had all but died out in the US schools. 
The~e we~e few pre-service teacher-training institutions preparing their students adcquJtcly to use the 
m:acrills, and the in-service te:icher training cffom h:id subsided to a trickle, so there were few new 
tc:ichers beginning to use the m:1tcri:1ls. Memwhile, incrclsing numbers of che telchers experienced in 
the new curricub left te:1ching, moved to different schools, or succumbed to the quiet pressures of the 
system to te:ich the mote convention:11 macerfal. 

7. This discussion should ooc be viewed as 'te:icber bashing', but 2s :a critique of the level of knowledge 
:rnd skills of almost everyone in our society. Few of us h:ivc sufficient uoderst:1nding to telch the 
content oc the scYcnch gIJdc m:ithcm:.cics (algebra) in Japan or the geometry md probJbilicy for t;S 
g.:.cies K-8 suggested by the N2cion:il Council on Te:ichers of M:i.them:1cics, or tne science conccnc :1nd 
siciils recomme:1deci for elementary school scucicncs by enc Amcric:in Associ:1cion for chc: Advancemen: 
of Science. 

8. One rc:ison th,i.t chis fundamental issue is rarely raised among school people is th:ac there may be a lack 
of clarity about the curricular goals :1nd purposes within schools and discric:s. If there ;re no well
arricul:i.ced curricular fumeworks foe a school or dimic:t, cheo it is difficult to perceive the inJdcquacy 
of :a test which is similarly constructed. 

9. 

10. 
11. 

12. 

13. 

Sy ices (1990) also ugues that tc:ichcrs need more rcg:ird from others io sociccy, grc:itcr authority wirhin 
schools, 2nd a specialized knowledge base. 
See Cohea 1990 for :a discussion of 'instructional guidance systems'. 
Albert Shanker has recently be::n :idvocating 2 'schools incentive program' along these lines for 
successful cc:ichers md schools; sec Sh:inkcr (1990) for :i discussion of this propos:il. 
A number of states (Coonccticur, C11iforni:1, Michigan, New York) arc .i.lrc;dy on their Wi.'f in che 
development of a new geocr:1tioo of challenging and innovative :assessment iostremcnts. 
Ooc mec:i2oism for p2rc:nt:1l involvement in the education of their children b:is g:ithe:ed a variety of 
2dvoc:ices ac 1U leveis of toe governance system. The ide:i is that parents 1nd schools would e::iter into :1 
'cootnct' with c1ch ocher. The conmcc would be moral, noc leg,l, and would specify the schools' 
iostruc:iooal (cooceot, pcd..gogy, 2nd ::sscssmcnt) iotcmioos oo the one side, and, on che other side, the 
parents pledge chat they would commit themselves co insuring ch:ic their children .tce:::.d school on time 
,od regularly, that their children do their homework, and that cbe parents mc:t with the tc:ichcrs a 
number of rimes during the ye:ir. The focus of tbis effort would be oo the iotellectu:11 growth of the 
childre::i. Such m effort could be particularly impon::icc in chose schools where cbcre are 2 large number 
of lower income patents who feel alienated from chc schools. 

· · 14. There .re imporc1ot roles for districu which arc beyond the scope of chis p1pcr to discuss in detail. 
f.::1ong :bese :e!pocsibili:ies are: 2dministr:acioo of fedeul aad state prog.:ims in progressive ways; 
ao.minisrntivc tasks such as student craosporc::icion, legal m2rters, fac.licies mao:igcmcot and building 
etc. that arc roost cfficicody c:arricd out at the ccncnl level; rnaint:uning a system of fucil, 
administrative and educational :accouot2bility, the luter presumably relying primarily on the st:i.ce 
e:um.ioacioos; and the coordio:icioo of social services for school age children with ocher service :i.geocies 
within the district. 

15. However, we would not su!'port my full choice (voucher) systc:n unless it coot1ioed four key 
com!'ooe::its. First, the 'state· voucher must consritute full payment for the school - schools would ciot 
be ::llowcd to chugc extra cuicion beyond the v.lue of the vouch~. Second, over·subsc-:ipcion to 2 
sciiool would be resolved by lottery. Third. mosport;cioo would be provided for the needy. Fourth, 
there would have to be an aggressive and !'ublicly-spoosorcd system of providiDg informarioo about the 
::v:i.i..l::ble choices among the schools. Io the conte.-ct of the reforms th1t we suggest ooc more 
component would be oece-ss2ry. The scbools in the voucher system would :ill be asse-ssed wich the st:itc 
c..-umin:irioos b:i.sed on the suce c-.miculum fr:uneworlu and the dau would be made public!y available 
to :issist parents md students iD their selection of schools. 
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January 1992

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.

CIJE brings together distinguished educators, professionals, lay leaders and philan- 
thropists 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 communities' leadership, and the wherewithal to do so 
obtained. The CIJE can provide a unique blend of individual and institutional advocacy

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

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

in North America.

institutions and resources.

Morton L. Mandel 
Chair
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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?

W hat and Why a Lead Communities Project?

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

Three communities in North America, each with a population of between 15,000 and 
300,000, will be invited to join with the Council for Initiatives in Jewish Education in 
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 organization structure and decision-making system in place.

See the Appendix beginning on page 7 fo r  elaboration on the Rationale fo r  the Lead  
Communities Project.

Who is Eligible ?

Any central communal entity within a city or metropolitan area (as recognized by the 
Council of Jewish Federations) with a Jewish population between 15,000 and 300,000 is 
eligible.
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C U E 's Role in the
Lead Communities Project

Expectations 
of a Lead Community

CUE 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 translate them to lead 
communities;

■  provide professional assistance for 
planning and education;

■  develop links to continental resource agen- 
cies (e.g., national training institutions, 
JESNA, JCCA, denominational move- 
ments, universities);

■  develop a monitoring, evaluation and 
feedback system;

■  provide leadership recruitment assistance; 
and

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;

B create programs of educational excellence;

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

■  commit additional financial resources to 
Jewish education;

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

■  show tangible results after several years of a  convene )ead comm1mities for ongoing
intense activity, and seminars during the project.

H help other communities benefit from its 
successes.

In short, a lead community is committed to 
improving Jewish education and to translating its 
commitment into action.
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■ provide professional assistance for 
planning and education; 

■ develop links to continental resource agen
cies (e.g., national training institutions, 
JESNA, JCCA 1 denominational move
ments, universities); 

■ develop a monitoring, evaluation and 
feedback system; 

■ provide leadership recruitment assistance; 
and 

■ convene lead communities for ongoing 
seminars during the project. 
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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 1 or 2 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; current 
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.

A 1 or 2 page essay making the case for why you think that your community would 
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 m ust 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 do not submit appendices 
or supplemental materials to the preliminary proposal. If reviewers need additional 
information, they will ask for it. Faxed proposals will not be accepted.

Send two (2) copies o f  the proposal to:

Council for Initiatives in Jewish Education 
c/0 Ukeles Associates Inc.
611 Broadway, Suite 505 
New York, NY 10012
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Review Criteria: Preliminary Proposals

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

■  Community Preparedness. Is the community positioned to move forward by 
virtue of its involvement of key institutions and constituencies, 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.

CIJE 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 submit a full proposal. Final proposals 
should include the following elements:

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

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

H A 2 to 3 page summary of the community’s record of achievement in Jewish 
education that describes successful programs, systemic reforms, and innovations 
that have been introduced.

■  A 2 to 3 page description 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.

0  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.

H 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 criterion will be employed: the capacity of the community to 
carry out its commitment and vision.
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T QUESTIONS AND ANSWERS1 i

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 proposal 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 then 
have the opportunity to address questions directly to CUE staff and consultants.

Please send the "plan to attend "form by mail orfacsimile transmission by February 18, 
1992, i f  you plan to participate in the teleconference. Instructions fo r  arranging to attend 
a teleconferencing center in your area are provided on a sheet included with these program

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

c/0 Ukeles Associates Inc. 
611 Broadway, Suite 505 
New York, NY 10012

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

guidelines.

Questions after February 24, 1992

Dr. James Meier 
Council for Initiatives in Jewish Education
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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 proposals

May 5 Select finalists

June 30 Finalists submit full proposals

July Review panelists visit sites

mid-August Lead communities selected

Lead Communities Timetable

Hold initial seminar for lead communities

CIJE/community agree on joint program; 
project begins

Lead communities develop plan and 
pilot action program

Lead communities begin full-scale 
implementation of first year program

September 1992 

October

October 1992- 
July 1993

September 1993

Timetable 
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Rationale for Lead Communities Project

The Lead Communities Project is a joint continental-local collaboration for excellence in 
Jewish education. The purpose is to demonstrate that it is possible to significantly improve 
Jewish education, both formal and informal, in communities in North America with the right

Why a Lead Communities Project

combination of leadership, 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 involves not only acquisition of knowledge but also the development of 
skills, shaping of values and influence of behavior. It can take place in a day school, a 
supplementary school, summer camp, congregation or Jewish community center; on a trail 
in the Galilee, in a living room in Iowa or in a setting where young and old leam together. 
It happens through study of text, a lecture, film, computer or discussion groups or field trips.

However it happens, Jewish education must be compelling — emotionally, intellectually and 
spiritually. It must inspire greater numbers of Jews, young and old, to remain engaged, 
to leam, feel 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 and vastly 
improved. Both the CIJE and the lead communities will set goals for “ improvement.” These 
will take a concrete form, such as:

■  More and better Jewish education programs and services;

■  Greater participation in Jewish education; and

■  Better outcomes (related to Jewish knowledge, skills, behaviors and values).

The central thesis of the Lead Communities Project is that the best way to generate positive 
change at the continental scale is to mobilize the commitment and energy of local 
communities to create successes that stand as testimony to what is possible.
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"Models" 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 in 
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 out a variety of approaches 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 institutions 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 
focus is on communities with a Jewish population of 15,000 to 300,000.*

A cornerstone 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 
involves 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.

W hat Makes a Lead Community

A lead community will be characterized by four areas of community commitment: 
leadership, programs, resources, and planning.

Leadership

A lead community is expected to chart a course that others can follow. The most respected 
rabbis, educators, professionals, scholars and lay leaders will serve on community-wide 
steering committees to guide the project in a specific community. All sectors of the 
community -- congregations, schools, community centers and federations — will need to 
be involved. Recruiting top community leaders to the cause of Jewish education and 
involving all sectors of the community will help raise Jewish education to the top of the 
communal agenda.

Lead community leadership, both professional and lay, also will participate in the ongoing 
effort to define and refine the project as it is extended to other communities.

*  The 5 7 communities within this range accountfor about 3,500,000 out o f  about 5.5 million Jews. 
These figures are based on data from  the Council o f  Jewish Federations.
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Programs

Each of the lead communities will engage in the process of redesigning and improving 
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 continent. 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 recommends that lead 
communities concentrate on personnel and broadening community support as critical 
“ enabling options.” They are necessary for the significant improvement of Jewish 
education. A promising programmatic option is study and travel in Israel, which has proven 
to be a very effective motivator for young and old alike. Thus, personnel, community 
support and educational travel by youth to Israel will be important ingredients in the 
community’s plan of action.

Local initiatives may include improvement or expansion of existing programs or the creation 
of new 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 undertaken, separately or combined in an imaginative way, as part of a lead communities 
program include:

■  Replicating good schools and/or establishing model schools;

■  Developing outstanding programs at Jewish community centers;

■  Intensifying and improving early childhood programs;

■  Designing programs in adult and family education;

■I Creating cooperative programs between the community and local college campuses;

■  Developing new models of post bar-mitzvah or bat-mitzvah education;

■  Developing strategies for outreach;

■  Raising the level of Jewish knowledge of communal leaders;

■  Integrating formal and informal education (e.g. camping/study programs); and

■  Using new technology (video and computers).

Lead community projects are expected to address both scope and quality: they should be 
comprehensive enough to make an impact on a large segment of the community; and focused 
enough to ensure standards of excellence.
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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 will include: 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. CIJE can help 
focus the resources of national agencies -- institutions of higher Jewish learning, religious 
movements, JCCA, JESNA, and universities — on the needs of local communities.

How will we know the lead communities have succeeded in creating better outcomes for 
Jewish education? On what basis 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 
successful approaches to Jewish education that can be found in and replicated by communities 
throughout North America.
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L E A D  C O M M U N I T I E S  AT W O R K

A. INTRODUCTION

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

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

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

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

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

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

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

B. THE SCOPE OF THE PROJECT

1. A Lead Community will be an entire community engaged in a major development and 
improvement program of its Jewish education. Three model communities will be chosen 
to demonstrate what can happen where there is an infusion of outstanding personnel into 
the educational system, where the importance of Jewish education is recognized by the 
community and its leadership and where the necessary resources are secured to meet 
additional needs.
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3. Develop a research capability which will provide the knowledge needed to inforrr. decisions 
and guide development. In Lead Communities this will be undertaken through the 
monitoring, evaluation and feedback project; 

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

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

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

B. THE SCOPE OF THE PROJECT 

1. A Lead Community will be an entire community engaged in a major development and 
improvement program of its J ewis.h education. Three model communities will be chosen 
to demonstrate what can happen where there is an infusion of outstanding personnel into 
the educational system, where the importance of Jewish education is recognized by the 
community and its leadership and where the necessary resources are secured to meet 
additional needs. 

@ 
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The vision and programs developed in Lead Communities will demonstrate to the Jewish 
Community of North America what Jewish education at its best can achieve.

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

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

In addition to these areas, other fields of interest to the specific communities could also 
be included, e.g. a community might be particularly interested in:
•  Adult learning
•  Family education
•  Summer camping
•  Campus programs
•  Etc...

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 project. 
Educational, rabbinic and lay leaders will project a vision of what the community 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 o f spoken Hebrew;
•  intermarriage decreases;
•  many adults study classic Jewish texts;
•  educators are qualified and engaged in ongoing training;
•  supplementary school attendance has increased dramatically;
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•  a locally produced Jewish history curriculum is changing the way the subject is addressed 
in formal education;

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

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

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

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

It is anticipated that these activities will create much debate and ferment in the community, 
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 institutions 
will demand and aspire to). At the same time they will re-focus the educational debate on the 
content of education.

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

D. BUILDING THE PROFESSION OF JEWISH EDUCATION

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

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

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

3. Develop ongoing in-service education for most educators in the community, by program- 
matic area or by subject matter (e.g.the teaching of history in supplementary schools; adult 
education in community centers).
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4. Invite training institutions and other national resources to join in the effort, and invite them 
to undertake specific assignments in lead communities. (E.g. Hebrew Union College might 
assume responsibility for in-service education of all Reform supplementary school staff. 
Yeshiva University would do so for Orthodox day-schools.)

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

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

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

E. DEVELOPING COMMUNITY SUPPORT

This could be undertaken as follows:

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

2. Developing a special relationship to rabbis and synagogues.

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

4. Increase local funding for Jewish education.

5. Develop a vision for Jewish education in the community.

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

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

8. Encourage an ongoing public discussion of and advocacy for Jewish education.
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F. THE ROLE OF THE CIJE IN ESTABLISHIN G LEAD COM-  
MUNITIES

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

1. B E ST PRACTICES

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

The Best Practices initiative has several interrelated dimensions. In the first year the 
project deals with best practices in the following areas:
* Supplementary schools
* Early childhood programs
* Jewish community centers
* Day schools
* Israel 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 (e.g., 
JCCs). These experts are brought together to define what characterizes best practices 
in their area, (e.g., a good supplementary school has effective methods for the teaching 
of Hebrew).

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

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

2. MONITORING EVAL UA TION FEEDBA CK

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

a. To carry out ongoing monitoring of progress in Lead Communities, in order to assist 
community leaders, planners and educators in their work. A researcher will be commis 
sioned for each Lead Community and will collect and analyze data and offer it to
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practitioners for their consideration. The purpose of this process is to improve and 
correct implementation in each Lead Community.

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

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

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

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

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

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

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

3. PROFESSIONAL SERVICES

The CIJE will offer professional services to Lead Communities, including:

a. Educational consultants to help introduce best practices.

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

c. Planning assistance as required.

d. Assistance in mobilizing the community.

+. FUNDING FACILITATION

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

5. LINKS WITH PURVEYORS OR SUPPORTERS OF PROGRAMS

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

G. LEAD COMMUNITES AT WORK

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

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

a. It would convene all the actors;

b. It would launch an ongoing planning process; and

c. It would deal with content in the following manner.
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1. It could make sure that the content is articulated and is implemented.

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

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

•  by individual institutions
•  by the denominations
•  by the community as a whole.

In addition, dealing with the content might involve having a “dream departm ent” 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 1-year plan, undertake a self-study (see 6 below), 
prepare a 5-year plan.

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

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

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

a. Assessment of needs and of target groups (clients).

b. Rates of participation.

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

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

Some of the definition of the study and some of the data collection will be undertaken with 
the help of that project’s field researcher.
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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 
communities’ leadership, and the wherewithal to do so obtained. The CIJE can provide a unique 
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.

-%6mA £
Morton L. Mandel 
Chair
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LEAD COMMUNITIES PLANNING GUIDE

"Our goal should be to make it possible for every Jewish person, child or adult, 
to be exposed to the mystery and romance o f Jewish history, to the enthralling 
insights and special sensitivities o f Jewish thought, to the sanctity and symbolism 
o f Jewish existence, and to the power and profundity o f J  ewish faith. As a motto 
and declaration o f hope, we might adapt the dictum that says, 'They searched 
from Dan to Beer Sheva and did not find, an am ha’aretz!’ ,Am ha’aretz, ’ usually
understood as an ignoramus, an illiterate, may for our purposes be redefined as 
one indifferent to Jewish visions and values, untouched by the drama and majesty 
o f Jewish history, unappreciative o f the resourcefulness and resilience o f the 
Jewish community, and unconcerned with Jewish destiny. Education, in its 
broadest sense, will enable young people to confront the secret o f Jewish tenacity 
and existence, the quality o f Torah teaching which fascinates and attracts
irresistibly. They will then be able, even eager, to find their place in a creative 
and constructive Jewish community."

Professor Isadore Twersky
A Time to Act, p. 19
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"It is clear that there is a core of deeply committed Jews whose very way o f life 
ensures meaningful Jewish continuity from generation to generation. However, 
there is a much larger segment o f the Jewish population which is finding it 
increasingly difficult to define its future in terms of Jewish values and behavior.
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 o f 
performing a pivotal role in the meaningful continuity o f the Jewish people. ״

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 
continent Their purpose is to 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 
communities more than many others have made pioneering efforts in planning for Jewish 
education and continuity. Despite that advantage, all of us are acutely aware of the limitations 
in the available information and the magnitude of the task of setting out a plan that addresses the 
challenges of the Lead Communities Project.

The purposes of these guidelines are to:

■ offer approaches, methods, data collection instruments and other tools to use in the 
planning process, and

■ give some measure of uniformity to the planning process that each of the lead 
communities will engage in.

Each community will, of course, need to tailor these guidelines to its own circumstances.
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As a general principle the object is to build upon the work and the research that has 
already been done 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 
enlist 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, recommendations on methods or information 
collection instruments, linkages to national organizations, and a means by which the communities 
can share their approaches with each other.

As a general principle the object is to build upon tbe work and the research that has 
already been done 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 
enlist 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, recommendations on methods or information 
collection instruments, linkages to national organizations, and a means by which the communities 
can share their approaches with each other. 
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■ Lay leaders
■ Major donors
■ Educators 
h Rabbis
■ Other professionals

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

■ Federation
■ Formal educational settings 

o schools
o synagogues

■ Informal educational settings 
o JCCs
o camps

■ 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:

 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 evaluate projects once they begin operations (see 
below.)

• Ad Hoc Working Groups, to be set up on an ad hoc basis by individual task forces to 
investigate special issues, work out program implementation details, confer with end users 
to ensure receptivity to program ideas or refine details, etc.

h Compile packets of background information and distribute to each of the committee 
members. Box 2 contains a selection of materials that may be useful for this purpose.
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Box 2: Examples of Background Materials

• A Time To Act

• Previous planning documents, particularly on Jewish education or continuity, 
prepared by your community.

• Other studies and documents relating to the community’s educational systems.

• Summary of most recent Jewish population study for your community.

• CUE project descriptions

O "Best Practices"

O Monitoring, Evaluation and Feedback 

O Goals Project

3. Convene Commission

■ Establish a detailed timetable for the project by working backward from the year one 
end date, as well as forward based on the amount of time work components will require.

Working with the chairperson of the committee, establish a schedule of committee 
meetings all the way through the first year of planning. Scan major Jewish and national 
holidays for conflicts. (See Box 3 for an illustrative schedule of steps.)

■ Prepare a tentative agenda for the first committee meeting to review with the chair.
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Box 3: Illustrative Planning Framework
Phase Deliverable Commission Meeting Subiect

1. Start-up Form Commission ־
- Discuss the idea
- Detailed workplan
- Agree on mandate 

• Form committees

la . Review of project key ideas, aims 
and structures
lb . 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

1.

2. Start Self-study 
(ongoing)

• Design scheme
• Profile of Jewish education: strengths and 
weaknesses
• Survey of educators in the community
• Report on findings

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

3. Critical Issues • Formulate issues 3. Resolve strategic issues; make 
choices

4. Mission or 
Vision Statement

• Draft community mission statement 4. Approve mission/vision statement

5. Strategies and 
Priorities for 
Action

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

5. Recommendations on priorities

6. Programs • Confer with CIJE, Best Practices
• Draft guidelines
• Define program priority areas and new 
initiatives
• Issue call for program implementation 
proposals

6. Define program priorities

7. Resource 
Development

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

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

8. Subsequent 
year action plan

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

8a. Select programs for next year 
8b. Approve overall implementation 
plan
8c. Set resources objectives ($) 

-------------------------------- -—_____------------------
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4. Devise task force structure

It is helpful to organize task forces to address substantive issues and make 
recommendations to the full commission. Once pilot operations begin, the role of these 
committees can be modified to monitor and evaluate projects they have initiated.

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

■ Main thrusts of the recommendations of the Commission on Jewish Education in 
North America

O personnel
O community mobilization 
o  research/self-study 
O Israel experience

■ Delivery settings, e.g.: 
o  day schools
O supplementary schools 
O programs in informal settings

■ Functional, the classic "Board of Directors" model, e.g.: 
o  pilot projects
o  best practices
O goals/visions of Jewish education 
O monitoring and evaluation 
O fundraising
O 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:

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

■ Priorities: Do the topics represent articulated, or likely, priority areas of the Lead 
Communities Project.

■ Content expertise: How do staff knowledge and other resource experts relate to the 
potential topics? Do any of the organizing approaches make better use of available 
human resources?

■ Bridge building: Likelihood of fostering collaboration, of enlisting membership in 
each committee that is representative of multiple constituencies.

8CUE Planning Guide
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The time and commitment of top lay leaders to serve as chairs, and the depth of capabL 
professionals to service the task forces are factors to consider in deciding on the number of 
committees.

CUE Planning Guide
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H. SELF-STUDY

"[An important step in mobilizing is.״ ] to review the current state o f Jewish 
education in its various aspects. This will provide the basis for 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 educational 
system is an ongoing endeavor. Its payoffs are immediate, long-term, and continuous: as the 
community 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 means, methods and 
experience for an ongoing process of serious self-study. Hopefully, the tools developed in lead 
communities will be disseminated for other communities to adopt and adapt. CUE is a resource 
for designing and carrying out the self-study, as well as for disseminating findings and new 
products.

The initial purpose of the self-study is to provide commission members with an 
increasingly solid foundation of information, to enlighten even the most knowledgeable insider, 
and to identify the critical issues and choices the commission may choose to address. It will also 
help move the community towards establishing standards of achievement that the community 
aspires to.

The self-study process is an ongoing one; it will not be completed within the first year 
of the project. It is proposed that during the first year of the project the self-study include the 
following 3 elements:

1. A profile of the Jewish education enterprise in the community, including the following:

■ Participation (absolute numbers, rates and trends)
■ Inventory of personnel, programs, institutions, organizations 
Program resources פ
an Financial resources

2. A needs analysis to focus during the first year on personnel-related issues, a central part of 
which will be an educator’s survey.

10CIJE Planning Guide
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3. A  follow-on agenda for continuing analysis during years 2-5.

1. Profile

a. Develop demographic profile of Jewish education needs in the community.

■ 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.

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

■ 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.)

■ 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

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

h  Qualifications, skills, expertise and background

Salary and benefit levels פ
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• Organizational:
O type of institution, program (e.g., day school, camp, retreat center, etc.) 
O denominational affiliation

• Students:
O enrollment and graduation trends 
O age range

• Educators:
O numbers of full- and part-time 
O areas of expertise 
O qualifications 
o turnover/retention rates

• Program components:
o subjects 
o  degree(s) offered 
o in-service staff development 
O activity duration 
o methods
O support resources (e.g. library, training) and services

Finances ״
o cost per unit of service 
O revenue and expenditure trends 
O major sources of revenue

Box 4: Elements of an Institution or Program Profile

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

■ Central agency 
Day schools ■ ,־

a Supplementary schools 
 JCC education services ט
Camps פ

2. Needs Analysis

A needs analysis identifies unserved and underserved needs for Jewish education. It will 
include:

פ  Educator’s survey
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■ Market analysis: selected client/consumer groups
■ 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 personnel, 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 impact 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 CUE 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:

■ Purpose of the survey: E.g.
o to provide detailed profile of personnel characteristics
o to understand personnel strengths, weaknesses and needs (e.g. qualifications, 
turnover, shortage areas)
o to establish a database for future comparisons

■ Potential uses, outcomes. E.g.:
o to identify in-services training needs
o to 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

■ Categories of Information: What information is desired (see Box 4)

■ Database: Allow for growth, in number of information fields as well as in number
of records

■ Involve educators from formal and informal settings

■ Select survey director, or researcher with requisite expertise. In selecting staff, or
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contracting with a researcher, thoroughly review assignments, expectations and workplans

In view of the importance, complexity, and ongoing nature of this aspect 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 work-

Box 5: Educators’ Survey: Possible Categories for Inventory (Illustrative only)

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

• Affiliation

• Jewish education background (e.g., degrees, licensure, courses and programs)

• 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 part-time 
jobs)

• Secular education positions

• Salary history, in Jewish education

• Inventory of formal and informal expertise (e.g., Judaic/Hebrew; age level 
specializations; teacher training, resource room management, special education; organizing, 
supervisory or administrative skills). Classifiable as:

o  Areas of knowledge 
, o  Skills

o Special talents

• Attitudinal questions (e.g., Jewish education career intentions; job satisfaction and 
priority concerns)

Market Analysis

A market analysis attempts to quantify the unmet demand among different client groups 
for various Jewish education services/programs, and the potential pool of consumers who might 
participate if programs were made attractive enough to them.
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Unmet demand, conceptually at least, is relatively straightforward: the difference betweer. 
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 in 
the consumer 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 community, and methods 
to recruit new people to participate in the enterprise of Jewish education.

Client Sub-groups: Jewish education takes place in formal and informal settings from 
infancy to grandparenting. There are no easy answers to the question of which (or 
whether any) sub-group or stage in life is the best one to start focusing attention and 
resources on. Therefore, with respect to potential client groups, two important Issues 
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 round. One construct 
of categories from which to select client sub-groups is:

B Early childhood
E Ages 5-13
■ Post Bar/Bat Mitzvah
E College age
E Parents of young children
E Singles
E Empty nesters
E Older adults

Given limited resources, it may make sense to fine tune the targeting still further by 
looking at specific age groups in particular program areas, for example, Israel programs 
for teens.
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Several criteria can be applied in making decisions about what information or which 
groups to target in the needs analysis.

• Present knowledge: How much 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 priority is the topic 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?

• Scope: Is the scope of its impact (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 collection instruments available in the community or elsewhere 
that can be adapted?

Box 6: Targeting

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

a. "Market:" Actual 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 potentially 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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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 community are 
relatively powerless to design incentives or exercise leverage to influence individual 
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 outcomes of the service area. The caliber and training of professionals is one case in 
point Another example is the quality of the curriculum.

• In a needs analysis it is virtually impossible to "measure" receptivity, for example to a 
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 stakeholders. 
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.

Box 7: Selecting the Measure of Need

Measures of Resources: Potential "needs" should be compared to available resources to 
identify areas of unmet need or "gaps". At the most basic level, a profile of educational 
resources should include:

■ Data on the numbers of programs, by type, their capacities (in terms of openings, 
places) and actual enrollments

■ Data on numbers of personnel (reprise from profile or survey) qualified for different 
program types ~  as a measure of shortages or capacity to serve more participants

■ Utilization of space

■ Levels of funding

■ Anticipated changes (including resources in the pipeline, such as new programs being 
planned or anticipated cutbacks)

Measures of Quality

Ideally, a profile of resources should also incorporate assessments of their quality. For 
example, while a community may appear to have enough supplementary school programs, the 
more crucial issue is how good are they?
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The quality of programs is generally measured by assessment of levels of achievement, 
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 least it makes sense 
to rely on "surrogate" measures of performance. For example, attendance and longevity/dropout 
statistics can be enlightening as indicators of changes in student performance. At the same time, 
lead communities may spearhead efforts to develop more direct measures of student performance. 
In undertaking developmental work of this sort, communities may want to draw upon the 
expertise of national organizations (e.g., CAJE, CJF, CLAL, JESNA, JCCA) and national training 
institutions 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? Information on the quality and 
effectiveness of programs is important for identifying strengths and weaknesses of the existing 
system, for developing strategies for improvement, and ultimately for establishing a baseline 
against which the impact of future efforts can be measured.

Regardless, the difficult in measuring quality dictates that in this area especially several 
iterations of study are necessary. Findings and gaps uncovered in one round define the task for 
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) output 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 develop 
community-wide performance indicators and what should they be?
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• 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.

 Outcomes 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 ן 
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.

Box 8: Illustrative Measures of Quality and Effectiveness

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:

■ Communication and collaboration between program professionals and rabbis

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

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

■ 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.)
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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 comparison 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 Impacts: 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 identify the needs 
of user groups. As a rule, malleable methods should be employed because no single 
method will give a full picture of participation levels, and the quantitative and qualitative 
limitations in the programs available for different groups.

• Available demographic studies and data: enrollment trends, statistics on personnel 
involved in Jewish education and communal affairs (e.g., full-time, part-time, turnover, 
longevity ...), enrollment trends in local day and supplemental school 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 external 
forces that will impact on needs. Experience in other cities can be analyzed for possible 
relevance. Opportunities for program modification or expansion will be identified where 
substantial 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 gain insights on 
access barriers as well as desires.

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

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

3. Follow-on Agenda

Given the magnitude, complexity and the high stakes connected to developing the Lead 
Communities Project, self study should be on-going — not a one-shot effort Findings on one 
issue inevitably will raise more sophisticated questions. Moreover, limits on time and resources, 
information availability, and research capability dictate that the process be phased over a period 
of several years. The lead community will need to decide which parts of the self study to begin 
the first year, and which to postpone to later years.

Consequently, the objective should be to develop a design for years 2 through 5 for 
further data collection, in-depth studies in personnel, refinement of community mobilization 
efforts, and development of assessment instruments to better measure quality of formal and
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m . CRITICAL ISSUES

"The Jews o f 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 freedom as individuals to explore new horizons, we recognize that 
this very freedom poses a dramatic challenge to the future o f the Jewish way o f 
life. The Jewish community must meet the challenge at a time when young people 
are not sure o f their roots in the past or o f their identity in the future. There is
an urgent need to explore all possible ways to ensure that Jews maintain and 
strengthen the commitments that are central to Judaism."

A Time to Act, p. 25-26

Rationale

In charting future directions, any community faces a number of important policy choices:
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:

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

Benchmarks and Methods

1. Assumptions: In designing the best possible system for coordinating and supporting Jewish 
education, there will be several fundamental "givens" (e.g., overcoming shortages in qualified 
Jewish education personnel 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 committee 
must address (see Box 10 for sample assumptions).
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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, 
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 
(Reform, Conservative, Reconstructionist and Orthodox).

Box 10: Sample Assumptions

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 to reach agreement on what the important questions regarding personnel, 
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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1. Mission-level issues — i.e. choices relating to the vision, philosophy and the role of 
the community in initiating or supporting the emerging needs.

2. Policy issues -־ i.e. choices relating to the broad policies relevant to carrying out
the community’s mission. Some of these choices relate to professional 
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 community 
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). י

3. Standards and Program Issues -- choices relating to the content and level of 
programming in Jewish education (e.g. what form of in-service training: 
mentoring program, workshops and course offerings, personalized growth plan for 
each educator, some of each, or what kind of staff development incentive plan: 
completion bonus, waived fees, contractual requirement).

4. Resource and organization Issues — i.e. choices relating to the present or, more 
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.

Box 11: Classification of IssuesBox 11: Classification of Issues 
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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 o f 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 fundamental questions of life as readily as it did for our ancestors 
through the centuries."

A Time to Act. P. 27

Rationale

The heart of a strategic plan is a mission (or, 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 to serve 
and how.

The mission statement is the result of a process that includes deliberation by and 
consultation with a broad 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 importance, 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
ך

CRITICAL ISSUES OPTION A OPTION B OPTION C

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

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

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

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

2.0 Priority for 
leadership training 
recruitment

Senior leaders 
should be recruited

Promising young 
talent, future leaders, 
should be recruited

11
Placement in 
programs based on 
motivation and self J 
selection, on a first j  
come first served 
basis

3.0 Community 
posture on an Israel 
experience for 
young people

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

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

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

|
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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 future when more pressing problems have been solved This is an illusion.
... we can no longer postpone addressing the needs o f Jewish education, lest we 
face an irreversible decline in the vitality o f the Jewish people."

A Time to Act, p. 28

Rationale

The purpose of this part of the planning. process is to insure that Jewish communal 
resources available for Jewish education are directed to the lead community’s needs and mission. 
This is 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 options 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 center, 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 
unimportant 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 
scatter its limited resources.

,’Priorities" are seen as judgments about relative importance that inform decisions about 
use of non-fiscal resources (such as leadership and staff of community agencies), resource 
development (such as foundation and endowment development), as well as dollar allocation 
decisions in the budgeting process.

Deliverables

b  List of policy recommendations for the improvement of community mobilization 

b  Recommended priority rank and desirable sequence for each recommendation

b  List of criteria used to select and rank policy recommendations
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Benchmarks and Methods

Good methods of priority analysis inform and support human judgment, but do not try to 
supplant it; formulas or mechanical weighing or scoring methods are typically not useful.

Options are the items to be ranked in setting priorities for improving personnel and 
mobilizing the community. In other words, an "option" is a direction, service, or new initiative 
that is a potential recipient or user of a commission resource. An options structure is an 
organized, systematic listing of all the possible options. The decision as to what to list as an 
option is an absolutely crucial one; for once that decision is made, it defines what gets ranked 
in priority-setting.

A good structure for priority-setting should help decision makers connect broad concerns 
with specific services or programs — both those that exist as well as those program or services 
that do not, but that reflect community concerns.

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

■ 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 total needs are
very large (e.g. personnel for supplementary schools) or where the gap between existing
and needed services is the largest (e.g. in-service education).

■ Criteria that derive from the community’s mission statement.

■ Criteria that derive from continental experience in planning for Jewish education.
CIJE may be able to provide assistance in this area.

Sample criteria for the selection of effective strategies (policies) and priorities are 
illustrated in Box 13.
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Box 13: Sample Criteria for Selecting Strategies and Priorities

• 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״ project
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VI. DESIGNING PROGRAMS/PILOT PROJECTS

"Jewish education must be compelling -- emotionally, intellectually, and spiritually 
— so that Jews, young and old, will say to themselves: ’I have decided to remain 
engaged, to continue to investigate and grapple with these ideas, and to choose an 
appropriate way of life.’ "

A Time to Act, p. 26

Expanded, modified, and new programs of course are the most tangible part of the effort 
to improve Jewish education throughout the community. In the context of a lead community, 
they are important not just for the promise they hold to improve the enterprise, but also because 
they can serve as visible demonstrations that help attract larger circles of adherents.

The recent history of Jewish education, as with many other enterprises, contains instances 
of programs hastily put together to address frustrating problems. Here we hope to shift the 
emphasis toward the tried, proven and planned. "Best Practices," a CUE project that is 
documenting successful programs throughout the continent and organizing them in a variety of 
categories, should be immensely helpful here. "Best Practice" programs are being classified in 
six areas:

■ Supplementary schools
H Early childhood Jewish education
■ JCCs
■ Israel experience
M Day schools
a Jewish camping

The "Best Practices" project is now developing a method by which lead community 
planners and educators can leam from the best practices it has document and begin to introduce 
adaptations of those ideas into their own communities. This can occur through a wide range of 
activities including: site visits by lead community planners to observe best practices in action; 
visits by best practice practitioners to lead communities; workshops with educators in lead 
communities, etc.

We envision programs being launched in two stages: first a few pilot projects to get 
started; and a subsequent series of programs reflecting the vision and priorities of the 
Commission.

Pilot Projects

A community may wish to launch a small number of pilot programs early in the process 
to begin getting results, to test ideas about which it has a reasonably high level of confidence of 
success, to gain visibility for its lead community project, and to mobilize the community and
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create a sense of excitement. Programs selected as pilot should be ones which are likely to be 
consistent with long term directions, or likely to show results in a short period of time. Box 15 
contains sample criteria for use in selecting pilot projects.

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

Box 15: Sample Criteria for Pilot Project Selection

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

• High visibility — likely to reinforce community mobilization efforts (e.g. catalyze 
stakeholder support)

• Maximizes the opportunity to replicate good results from other communities (e.g., via 
"Best Practices")

• Promotes multi-agency programming and cooperation

 Draws upon the resources and expertise of national training organizations (i.e., via CIJE ״
partnerships)

• Can feasibly be implemented quickly
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Box 16: Sample Ideas for Pilot Projects

Personnel-----------------

• In-service training for educational leadership — school principals and JCC program 
directors.

i
• In-service training for 2 teachers and 2 informal educators from each institution.

• Summer seminar in Israel for selected educators

Community Mobilization

• Leadership training program for congregational and agency board members *

• A series of public forums on the Lead Community idea, "Best Practices" and/or goals 
and visions for Jewish education

Commission Programs

A coherent set of programs should evolve from the commission process, reflecting the 
vision, strategies, priorities, and recommendations of the Commission. A refined set of criteria 
for program selection should also naturally evolve from those deliberations.

Program Selection: There are several methods for developing programs and working out 
program implementation details:

■ Delegate responsibility for specific recommendations to agencies
■ Empower task forces as part of commission deliberations.

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

Box I ,6: Sample Ideas for Pilot Projects 

Personnel 

• In-service training for educational leadership -- school principals and JCC program 
directors. 

• In-service training for 2 teachers and 2 informal educators from each institution. 

• Summer seminar in Israel for selected educators 

Communitv Mobilization 

• Leadership training program for congregational and agency board members , 

• A series of public forums on the Lead Community idea, "Best Practices" and/or goals 
and visions for Jewish education 

Commission Programs 

A coherent set of programs should evolve from the commission process, reflecting the 
vision, strategies, priorities, and recommendations of the Commission. A refined set of criteria 
for program selection should also naturally evolve from those deliberations. 

ProQTam Selection: There are several methods for developing programs and working ou: 
program implementation details: 

■ Delegate responsibility for specific recommendations to agencies 
■ Empower task forces as part of commission deliberations. 

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



Box 17: Steps in Developing Program Recommendations

• 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
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VH. FINANCIAL RESOURCE DEVELOPMENT

"... the environment in the Jewish community is not sufficiently supportive o f the 
massive investment required to bring about systemic change. This affects the 
priority given to Jewish education, the status o f the field o f Jewish education and 
the level o f funding 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
I . •

■ Annual campaign allocations/ for local services (either increased amounts or 
reallocations)

■ Creation or expansion of a fund for Jewish education

■ Major donors

■ 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 planrul way, much like the 
annual campaign:

1. Identify potential funders in different categories, e.g.:

O Major donors 
O Medium/large donors 
O Family foundations 
O Community foundations 
O 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, Ihe Annie E. Casey Foundation committed about S40 million over a five-year

period lo fund community-wide reforms in four mid-sized cities: Dayton, Ohio; Little Rock,

Arkansas; Pittsburgh, Pennsylvania; and Savannah, Georgia.1 "The reforms were aimed at

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

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

major investments, not only financial but in time, energy, and good will, from participants as well

as the Foundation, the New Futures Initiative has made little headway in improving education.

According to a three-year evaluation:

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

This is not a matter of failing to allow time for programs 10 Lake effect, nor is it the problem that

weak outcome indicators prevented recognition of the benefits of innovative programs. Rather,

the programs themselves have been weakly conceived and poorly implemented.

T here are striking similarities between the action plans of New Futures and the CIJE's

lead communities projccL Consideration of the struggles of New Futures therefore provides

important lessons for the CU E which may allow us to avoid the pitfalls that New Futures has

encountered. In this paper, I will describe the design and implementation of New Futures, and

show its similarities to the C IJE ’s agenda. Next, I will summarize New Futures’ successes and

frustrations.2 Finally, I will explore the implications of the New Futures experience for the CUE.
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The Design of New Futures

Just as the CIJE was born out of dire concern for the fate of American Jewry, the New 

Futures Initiative emerged in response to a sense of crisis in urban America. Like the CUE, New 

Futures is concentrating m3jor assistance in a few locations, and emphasizing community-widc (or 

systemic) reform, rather than isolated improvements. At the heart of New Futures’ organizational 

plan are community collaborativcs: 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 programs. These collaborativcs began with 

detailed self-studies which served both as part of their applications to bccome New Futures cities, 

and as the groundwork for the agendas they developed subsequently. Each city developed a 

management information system (MIS) that would gauge the welfare of youth and inform policy 

decisions. Like the CUE, the Casey Foundation listed certain areas of reform that each city was 

required to address, and encouraged additional reforms that fit particular contexts.3

A nother similarity between New Futures and the CUE is the decision to play an active 

part in the development and implementation of reforms. Unlike the sideline role played by most 

grant-givers, New Futures provided policy guidelines, advice, and technical assistance. New 

Fulures has a liaison for each city who visits frequently. According to the evaluators, "the 

Foundation attempted to walk a precarious line between prescribing and shaping New Futures 

efforts according to its own vision and encouraging local initiative and inventiveness" (Wehlagc, 

Smith, and Lipman, 1991, p. B).

The New Futures Initiative differed from the CIJE in that it began with clear ideas about 

what outcomes had to be changed. These included increased student attendance and 

achievement, better youth employment prospects, and reductions in suspensions, course failures, 

grade retentions, and teenage pregnancies. New Futures recognized, however, that these were
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long-term goals, and they did not expect 10 see much change in these outcomes during the first 

few years. The three-year evaluation focused instead on intermediate goals, asking five main 

questions (Wehlage, Smith, and Lipman, 1991, p. 17):

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

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

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

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

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

Although Wehlage and his colleagues observed some successes, notably the establishment 

of management information systems, and exciting but isolated innovations in a few schools, by and 

large the intermediate goals were not met: interventions were supplemental rather than 

fundamental; social relations remained adversarial; there was virtually no change in curriculum 

and instruction; and autonomy, responsibility, and community resources evidenced but slight 

increases.

New Futures' Limited Success

New Futures’ greatest achievement thus far may be the "improved capacity to gather data 

on youths" (Education Week, 9125191, p. 12). Prior to New Futures, the cities had little prcrise 

information 011 how the school systems were functioning. Basic data, such as dropout and 

achievement rates, were not calculated reliably. Establishing clear procedures for gathering 

information means that the cities will be able to identify key areas of need and keep track of 

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

., 
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suspension rates, and this has muae suspension policies an important issue. The outcomc 

indicators showed little change over the 21st three years, but they were not expected to. New 

Futures participants anticipated that data-gathering will pay off in the future.

The intermediate outcomes, which were expected to show improvement from 1988 to 

1991, have been the source of frustration. None of the five areas examined by Wehlage’s team 

showed major improvement. For example, the most extensive structural change was the 

rearrangement of some Little Rock and Dayton middle schools into clusters of teachers and 

students. This plan was adopted to personalize the schooling experience for students, and to offer 

opportunities for collaboration among tcachers. Yet no new curricula or instructional approaches 

resulted from this restructuring, and it has not led to more supportive teacher-student relations. 

Observers reported:

(A)t cluster meetings teachcrs address either administrative details □r individual students. 
When students are discussed, teachers tend to focus on personal problems and attempt to 
find idiosyncratic solutions to individual needs. They commonly perceive students’ : 
problems to be the result of personal character defects or the products of dysfunctional 
homes. "Problems" are usually seen as "inside" the student and his/her family, 
prescriptions or plans are designed to "fix" the student. Clusters have not been used as 
opportunities fur collaboration and reflection in developing broad educational strategies 
that could potentially address institutional sources of student failure (Wehlage, Smith, and 
Lipman, 1991, p. 22).

The failure to take advantage of possibilities oUcred by clustering is symptomatic of what 

the Wehlage team saw as the fundamental reason for lack of progress: the absence of change in 

the culture of educational institutions in the New Futures cities. Educators continue to see the 

sources of failure as within the students; their ideas about improvement still refer to students’ 

buckling down and doing the work. The notion that schools might change their practices to meet 

the needs of a changed student population has yet to permeate the school culture.

A nother example of unchunged culture was manifested in strategies for dealing with the 

suspension problem. As New Futures began, it was not uncommon far a third of the student
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body in a junior high school to receive suspensions during a given school y ea r.. In some cases,

suspended students could not make up work they missed; this led them to fall further behind and

increased their likelihood of failure. In response, several schools began programs of in-school

suspensions. However, out-of-school suspensions remained common, and in-school suspensions

were served in a harsh and punitive atmosphere that contradicted the goal of improving the

schools’ learning environments.

The newspaper account of New Futures’ progress focused on a different source of 

frustration: the complexity o f coordinating efforts among diverse social agencies, schools, and the 

Foundation. This task turned out to be much more difficult than anticipated. The article quotes 

James Van Vleck, chair of the collaborative in Dayton: "As we’ve sobered up and faced the issues, 

we have found that getting collaboration between those players is a much more complicated and 

difficult game than we expected" (p. 12). Part of the difficulty lay in not spending enough time 

and energy building coalitions and consensus at the outset. Otis Johnson, who leads the Savannah 

collaborative, is quoted as saying: 'I f  we had used at least the first six months to plan and to do a 

lot of bridge-building and coordination thni we had to struggle with through the first year, I think 

it would have been much smoother" (p. 13).

The push to get started led to an appearance of a top-down project, though that was not 

the intention. Teachers, principals, and social workers-those who have contact with the you th - 

were not heaviiy involved in generating programs. Both the news account and the evaluation 

report describe little progress in encouraging teachers and principals to develop new programs, 

and school staff appeared suspicious about whether their supposed empowerment was as real as it 

was made out to be (see Wehlage, Smith, and Lipman, 1991, p. 31).

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

policy evaluation has made some participants feci *whip-sawed around" (Education Week, 9/25/91,
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p. 15). A Dayton principal explained, "We were always responding to״ .either the collaborative or 

ihc foundation. It was very frustrating for teachers who were not understanding why the changes 

were occurring" (Education Week, 9/25/91, p. 15). Another tension emerged in the use of 

technical assistance: While some participants objected to top-down reforms, others complained 

that staff 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. How, exactly, should 

students' and teachers’ daily lives be different? There seem to be no answers to this question. 

Implications: How Can the CTJE Avoid Similar Frustration?

'rh e  New Futures experience oilers four critical lessons for the CIJE: (1) the need for a 

vision about the content o f educational and community reforms; (2) the need to modify the 

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

balancing enthusiasm and momentum with coalition-building and careful thinking about programs; 

and (4) the need for awareness of inherent tensions in an intervention stimulated in part by 

external sources.

The importance o f content. Although New Futures provided general guidelines, no 

particular programs were specified. This plan may well have been appropriate in light of concerns 

about top-down reform. Y et the community co llab o ra tes  also failed to enact visions of 

educational restructuring, and most new programs were minor ,'add-ons" to existing structures. 

Wehlage and his colleagues concluded that reforms would remain isolated and ineffective without 

a clear vision of overall educational reform. Such a vision must be informed by current 

knowledge about education, yet at the same time emerge from participation of "street-level" 

educators—those who deal directly with youth.

p. 15). A Dayton principal explained, "We were always responding to ... either lbc collaborative or 

1hc fuundaLiun, IL wee; very frustrating for teachers who were not unuerst,mding why the chang~ 

were occurring" (Education Weck, 9(25/91, p. 15). Another tension emerged in the use of 

technical assistance: While some parlicipants objected to top-down reforms, others complained 

that staff development cITorLs have been brief and limited, rather than sustained. 

According to lhe evaluation team, the New Futures projccls in the four cities have 

suffered from the Jack of an overall vision of what needs to be changed. How, exactly, should 

:students' and teachers' daily lives be different'! There seem to be no answers to this question. 

lmolications: How Can the CIJE Avoid Similar Frustration? 

6 

The New Futures experience o1Icrs four critical Jes.sons for the CIJE: (1) the net!d for a 

vision aboul Lhc content of educational and community refonru; (2) the need to modify the 

cultuie of schools and other institution:! along with their structures; (3) the importance of 

balancing enthusiasm and momentum with coalition-builci.iog and careful thinking ahnut programs; 

and ( 4) Lhe need for awareness of inherent tensions in an intervention stimulnted in part by 

c>."tcrnal sources. 

The imoortancc or content. Although New Futures provided gencrnl guidelines, no 

particular programs were specified. Th.is plan may well have been appropriate in light of concerns 

about top-down reform. Yet the community collaboratives ubo failed to enact visions of 

educational restructuring, and most new programs were minor "add-ons" to existing structures. 

Wchlag<:: an<l hi:; colleagues concluded that reforms would remain isolated nod ineITcctivc..: without 

:t clear vision of overall educational reform. Such a vision musL be informed by current 

knowledge aboul education, yet at the s..1me time emerge from partic.:ipation of 11nr~t-lcvclft 

educators--those who deal directly with youth. 

,,---. . 



This finding places the CUE’S "best practices" project at the center of its operation. 

Through a deliberate and wide-ranging planning proccsa, each lead community must develop a 

broad vision of ils desired educational programs and outcomes. Specific programs can then be 

developed in collaboration with the CUE, drawing on knowledge generated by the best practices 

project. In addition to informalion about "what works," the best practices project can provide 

access to technical support outside Ihc community and the CU E This support must be sustained 

rather than limited to brief interventions, and it must be desired by local educators rather than 

foisted from above. In short, each lead community must be able to answer the question, "how 

should students’ and educators' daily lives be different?"; and the best practices project must 

provide access to knowledge that will help generate the answers.

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

secular schools to find sources of failure outside their institutions. Indeed, the diminished 

(though not eradicated) threat of anti-semitism, the rise in mixed-marriage families, disillusion 

wilh Israel, and the general reduction of spirituality in American public and private life,4 all may 

lower the interests of youth in their Jewishness and raise the chances of failure for Jewish 

education. Thus, Jewish educators would be quite correct to claim that if North American youth 

fail to remain Jewish, it is largely due 10 circumstances beyond the educators' control. But this is 

besides the point. At issue is not external impediments, but how educational and social agencies 

can respond to changing external circumstances. In New Futures cities, educators have mainly 

attempted to get students to tit existing institutions. If CUE communities do the same, their 

likelihood of failure is equally great. Instead, lead communities must consider changes in their 

organizational structures and underlying assumptions to meet the needs of a changing Jewish
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How do CUE plans address this concern? The intention to mobilize support for 

education, raising awareness of its centrality in all sectors of the community, is an important first 

step, particularly since it is expected to result in new lay leadership for education and community 

collaboration. New Futures’ experience shows that this tactic is necessary but not sufficient. In 

New Futures cities, community co llab o ra tes  galvanized support and provided the moral authority 

under which change could take place. Yet little fundamental change occurred. Educators have 

not experimented much with new curricula, instructional methods, responsibilities or roles, 

because their basic beliefs about teaching and learning have not changcd.

It is possible that the C IJE’s strategy of building a profession of Jewish education address 

this problem. Perhaps unlike the secular educational world, where methods are well-entrenched, 

professionalization in Jewish education will carry with it an openness to alternatives, encouraging 

leathers to create and use new knowledge about effective programs. Professionalization may 

bring out the capacity to experiment with "best practices" and a willingness to adopt them when 

they appear to work.

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

should have spent more time building coalitions and establishing strategies before introducing new 

programs. Douglas W. Nelson, executive director of the Casey Foundation, regrets that more 

time was not taken far planning. He observed: "We made it more difficult, in the interest of 

using the urgency of the moment and the excitcment of commitment, to include und get 

ownership at more levels" (Education Week, 9/25/91, p. 13). Again, it is not just the structure 

that requires change—this can be mandated from above״ but the unspoken assumptions and beliefs 

that guide everyday behavior which require redefinition. Institutional culture cannot be changcd 

by fiat, but only through a slow process of mutual consultation and increasing commitment.
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Lead communities also need a long planning period to develop new educational programs 

Lliat are rich in content and far-reaching in impact. This proccss requires a thorough self-study, 

frank appraisal of current problems, discussions of goals with diverse members of the community, 

and careful consideration of existing knowledge. If "lead communities" is a twenty-year project, 

surely it is worth taking a year or more for preparation. Deliberation at the planning stage 

creates a risk that momentum will be last, and it may be important to take steps to keep 

enthusiasm high, but the lesson of New Fulures show that enthusiasm must not overtake carcful 

planning. The current schedule for the lead communities project (as of January, 1992) appears to 

have taken account of these concerns.

Awareness o f unavoidable tensions. New Futures’ experience highlights tensions that arc 

inherent to the proccss of an outside intervention, and the CUE must be sensitive so the effects 

of such tensions can be mitigated. The CUE must recognize the need for stability after dramatic 

initial changes take place. The C lJE’s evaluation plan must be developed and agreed upon by all 

parties before the end of the lead communities’ planning period. Technical support from the 

CUE must be sustained, rather than haphazard. While the CUE cannot hold back constructive 

criticism, it must balance criticism with support for honest efforts. Many of these tactics have 

been used by New Futures, and they may well account for the fact that New Futures is still 

ongoing and has hopes of eventual success, despite the frustrations of the early years.

Conclusion

The New Futures Initiative, the Casey Foundation’s effort to improve the lot of at-risk 

youth in four American cities, has been limited by supplemental rather than fundamental change, 

the inability 10 modify underlying beliefs even where structural changes occur, and by the 

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

CUE to overcome these challenges, awareness of their likely emergence may help forestall them

.... 
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or mitigate their consequences. In particular, the CUE should help lead communities develop

their visions of new educational programs; think about cultural as well as structural change;

ensure a thorough self-study, wide-ranging participation, and careful planning; and remain

sensitive to tensions that are unavoidable when an outside agent is the stimulus of change.

Lo alecha ha-m’lacha ligmor, v’lo ata ben horin l’hibaiel mi-menah. Ha-yom kutzar v’ha- 
m'laeha m’rubah, Vha-poalim atzcylim, v’ha-sahar harbeh. U-va’al ha-bayil dohok — Pirke 
Avot.

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

NOTES AND REFERENCES

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

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

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

4. On the decline of spirituality in America, see Robert N. Bellah et. al, Habils of the Heart (Berkeley, 
CA: University of California Press, 1985).
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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 m ark 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 dropout0 
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. W hat 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

305

* •(.awfJ j U 7W04.  tot1&. (stsn * J, 06

The Shopping M all High S chool: w /'ingvr 4*0  u n f  * ^ e r f u ^

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 o f  students who now take 

it easy would work harder. If  college 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-W onderland effect, crazily com- 

pounding the problems that schools already have. F o r  the require- 

m eats  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 011 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 011 public 

institutions than it is to repair labor m arket 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 

com pounding 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. N or did m any com m entators point 

out that even if problems in labor m arkets 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
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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 m atter 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 d o n ’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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lual capacities. They can be taught by studying academic disciplines, 
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could best do it. Secondary educators have tried to solve the problem 

of competing purposes by accepting all of them, and by building 

an institution that would accom m odate 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 of intellectual bankruptcy. Those who work in secondary educa- 

tion have little sense of an agenda for studies. There is only a long 

list of subjects that may be studied, a longer list of courses that 

may be taken, and a list of requirements for graduation. But there 

is no answer to the query, W hy these and not others? Approaching 

things this way has made it easy to avoid arguments and decisions 

about purpose, both of which can be troublesome —  especially in 

our divided and contentious society. But this approach has made 

it easy for schools to accept many assignments that they could 

not do well, and it has made nearly any sort of work from students 

and teachers acceptable, as long as it caused no trouble.

A nother way to put the point is to say that most of the foundation 

work of decent secondary education still remains to be done, seven 

or eight decades after the system began to take shape. High schools 

seem unlikely to make marked improvement, especially for the many 

students and teachers now drifting around the malls, until there 

is a much clearer sense of what is most important to teach and 

learn, and why, and how it can best be done. This is an enormous 

job, one that is never finished but should long ago have been started. 

W e watched hundreds of teachers at work, but in most cases no 

sense of intellectual purpose shone through. T he most common 

purposes were getting through the period or covering the material, 

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

rial? If the only answer is that it has been mandated, or that it is 

in the book, then how can the material be taught well, or learned 

more than fleetingly?

Americans will never completely agree 011 educational purposes. 

But educators could, through study and debate, have made some 

decisions to guide them in public argument and professional work. 

They might have decided, for instance, that their chief purpose 

was to produce students who could read well and critically, who 

could write plainly and persuasively, and who could reason clearly. 

Reading, writing, and reasoning are not subjects —  they are intellec-
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Conclusion: Renegotiating the Treaties

D e e p l y  i m b e d d e d  in American history and deeply reflective 

of American preferences, the shopping mall high school is likely 

to withstand efforts to dismantle it: too many teenagers are served 

in the way they want to be served, and too many school professionals 

willingly provide the services. Many students are served very well 

indeed, and most graduate. Those are historic achievements. What- 

ever school participants and the public in general may think about 

high schools in the abstract, they seem generally satisfied with or 

tolerant of the educational accommodations made in their own local 

schools. M uch 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 communities and for most students, the mall works well 

because it is so exclusively governed by consumer choice. Learning 

is voluntary: it is one among many things for sale. The mall’s central 

qualities —  variety of offerings, choice among them, and neutrality 

about their value —  have succeedcd in holding most teenagers on 

terms they and their teachers can live with. The will to learn is 

perceived, in a deceptively sensible formulation, simply as the re- 

sponsibility of students and their families. Students who want to 

learn generally can do so, especially if they seek out or are sought
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of one discipline or another. M any 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. O f 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.

W hat 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 o f  making room 

for many different sorts of students and teachers and many different 

wishes for education. They are institutions nicely suited to cope 

with Am ericans’ fickle political and educational sensibilities. All 

are im portant 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. A n d  they have nurtured a constrained and demeaning vision 

of education am ong Americans, a vision that persistently returns 

to haunt the profession that helped to create it.

308

The Shoppi11g Mall J/igh School 

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 cul 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 lo 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 efforts to improve the schools. 
But our brief discussion of purposes and pedagogy also reveals just 
how far high schools are from such improvement. The high schools' 
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. Thal 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. 

308 



<�

seem to develop betw een  the sexes. A lthough the decision to becom e 

coeducational rep resen ted  a critical an d  p o ten tia lly  d isru p tiv e  change in 

school culture, the p la n n in g  w as carefully executed, the choice w as self- 

imposed, and the nego tia tio n s w ere in tern ally  controlled.

H ighland  P ark  offers an  exam ple of a largely reactive in stitu tio n  w ith  

standards im posed from  th e  o u tsid e. O ne is im m ediately  aw are of the 

school's perm eable b o u n d a rie s  a n d  sees the ways in  w hich  in tern al struc- 

tures an d  goals reflect shifts in societal trends. The control of s ta n d a rd s  

largely orig inates w ith in  th e  im m ediate  com m unity, w h ich  receives an d  

interprets m essages from th e  w id er society. T he w aves of ch an g e rever- 

berate w ith in  th e  school a n d  ad m in istrato rs and faculty are  often  p u t in 

the position of trying to resist th e  shifts, negotiate a m iddle g ro u n d , or 

offer a lternative view s. T he p rincipal describes his role as largely  reac- 

tive. P oised b etw een  th e  often  o p p o sed  constituencies of p aren ts  an d  

teachers, h e  acts as an  in terp re ter an d  negotiator, an d  no t as a v isionary  

or initiating leader. H e rem ark s sadly  th a t the school is n o  lo n g er at the 

moral center of the com m unity; th at it has becom e a satellite  in  the 

lives of stu d en ts. T he "real w o rld "  defines w h at is im p o rtan t a n d  the 

school lags closely b e h in d  or it risks obsolescence.

The curriculum  an d  academ ic structure of H ig h lan d  Park, for exam - 

pie, have closely follow ed th e  tren d s of progressivism  an d  liberalism  th at 

dom inated social a ttitu d es d u rin g  the late 1960s and 1 970s, and  reverted 

back to the conservatism  th at resurfaced  in the early  1 9 8 0s . W hen fem i- 

nist rhetoric  w as at its h e ig h t, it w as n o t uncom m on to see boys in the 

home econom ics an d  in terio r d esign  courses an d  m an y  girls clam oring 

for courses in au to  rep air a n d  in dustrial arts. N ow  th e  trad itio n al sex- 

related p attern s have been  largely  re-estab lish ed  an d  the increased  com - 

petition, rigid sta tu s h ierarchies, an d  re tu rn  to subjects th a t will "p ay  off" 

echo the resurg en ce of conservative a ttitu d es abroad in society. A n old- 

timer on th e  H ig h lan d  Park faculty, w ho has w atched  th e  sh iftin g  trends 

for alm ost three d ecades, refuses to becom e invested  in th e  new est w rin- 

kle. She w ishes the school lead e rsh ip  w ould  take a firm er, m ore con- 

scious position on the school s intellectual goals an d  th e  m oral values 

that guide them , a n d  looks w ith  sy m p ath y  at h e r y o u n g er colleagues 

who ride th e  waves of ch an g e n o t k n ow ing  w h ere  the tide will land.

Brookline, faced w ith  m an y  of the sam e shifts in s ta n d a rd s  an d  m o- 

rality as H ig h lan d  Park, h as resp o n d ed  differently. C ertain ly  it experi- 

ences sim ilar societal reverb eratio n s w ith in  its w alls, b u t it h as also taken  

a more d eliberate, in itia tin g  stance in relation  to them . In th e  m id-to-late  

1970s, the in creased  d iversity  of the stu d e n t b o d y  caused  factionalism , 

divisiveness, an d  e ru p tio n s  of violence in the school. A coun selo r speaks
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an d  learn the difference b etw een  m y ow n in h ib itio n s an d  fears and the 

real w arnings of danger. P erceptions of today's h igh  schools, therefore, 

are p lag u ed  by rom anticized  rem em brances of " th e  old  d ays" and anxi- 

ety about the m enacing stage of adolescence. Both of these responses 

ten d  to d isto rt society 's view  of h igh  schools a n d  su p p o rt the general 

tendency  to view th em  as o th er th an  good.

PERMEABLE BOUNDARIES AND INSTITUTIONAL 
CONTROL

T he sta n d a rd s by w hich  schools define their g o o d n ess are  derived from 

in ternal an d  external sources, from p ast an d  p resen t realities, and from 

projected fu ture goals. O ne is struck  by h ow  m uch m ore control private 

schools have over d efin itions an d  sta n d a rd s of g o o d n ess th an  their public 

school co u n terp arts. In St. Paul's, for exam ple, there is a su stain ed  conti• 

n u ity  of values an d  sta n d a rd s  th a t is relatively d e tac h ed  from the mercu- 

rial changes in the w id er society; it is a co n tin u ity  th a t is internally de- 

fined. S u rro u n d ed  by acres of m agnificent w oods an d  lakes an d  secluded 

in the hills of N ew  H am p sh ire , it feels faraway from  th e  h arsh  realities 

faced by m ost public seco n d ary  schools. The focus is inw ard  an d  back- 

w ard. M ovem ent to w ards th e  fu ture is g u id ed  by strong  an d  deeply root- 

ed historical p reced en ts, in g rain ed  habits, an d  practiced traditions. The 

p reced en ts are fiercely d efen d ed  by alu m n i w h o  w an t th e  school to re- 

m ain  as th ey  rem em b er it, o ld  an d  ded ica ted  faculty w ho proudly  carry 

the m an tle  of traditio n alism , an d  the rector w ho sees th e  sub tle  interac- 

tions of historical certain ty  an d  ad v en tu ro u s ap p ro ach es to the future. It 

is not th a t St. P aul's m erely resists change an d  b lindly  d efen d s tradition- 

alism , b u t th at it view s h istory  as a solid bedrock, an an c h o r in a shifting 

an d  tu rb u len t sea.

In ad d itio n , St. P aul's faces chan g es w ith  a clear consciousness and 

great control over the choices it creates. T he changes are deliberate, cal- 

cu lated, an d  balan ced  ag ain st th e  e n d u rin g  habits. Ten years ago, for 

exam ple, St. P aul's becam e co educational, a m ajor change in the popula- 

tion an d  self-perception  of th e  in stitu tio n . C ertain ly , th ere  are ample ex- 

am ples of lingering  sexism . W om en faculty are few  an d  experience the 

subtle  d iscrim ination  of tokenism . But o n e is m ore im pressed  with the 

th o ro u g h  in tegration  of boys an d  girls, the m ultip le  lead ersh ip  roles girls 

play in the life of the school, an d  the easy, com fortable  relationships that
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anJ 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 " the old <lays" 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 lo 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 SI. Paul's, for example, there is a sustained conti· 
nuity of values and standards that is relatively detached from the mercu- • 
rial changes in the wider society; it is a continuity that is internally de
fined . Surrounded by acres of magnificent woods and lakes and secluded 
in the hills of New Hampshire, it feels faraway from the harsh 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· 
lions of historical certainty and adventurous approaches to the future. It 

is not that St. Paul's merely resists change and blind ly defends tradit ion
alism, but that ii 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 changf!S 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 focult}' are few anci experience the • 
subtle discrimination of tokenism. Dut 011P. is more impressed with the 
thorough integration of boys and girls, the multipl e leadership roles girb 
play in the life of the school. and the easy, comfo rtable relationships thal 
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, seem to develop between the sexes. Although the decision to become 
coeducat ional 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
ple, 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 " pay 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 counselc,r speaks 
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^liberate attem p ts to define b o u n d aries  betw een  inside an d  out. Bob M as- 

truzzi recognizes the need ן!  to be know led g eab le  ab o u t th e  social, eco- 

!: nomic, an d  cultural p a tte rn s  of th e  su rro u n d in g  com m unity; the n eed  to 

have a h י* e ig h ten ed  visibility in th e  neighborhood; an d  the n eed  to be a 

1' keen observer of an d  p artic ip an t in the political n etw o rk s of th e  b orough, 

f  city, and state. H is role as "co m m u n ity  lead e r"  is desig n ed  to assure 

|  Kennedy's survival in a skeptical, som etim es hostile, com m unity . W ith- 

v out his devoted co m m u n ity  w ork, M astruzzi fears th e  school w ould  face 

f. politically d ebilitating  negativ ism  from n e ig h b o rh o o d  forces. But M as- 

|  truzzi does no t m erely  reach  o u t an d  em brace the com m unity , he also 

articulates the strong  co n trasts b etw een  n e ig h b o rh o o d  values an d  priori- 

ties and th o se  th a t g uide th e  school. It is n o t th a t h e  capitu lates to com - 

munity pressure. R ather, he sees his role as in terp re ter an d  n egotiator of 

: the d issonant stra in s th a t em erge in th e  sch o o l-co m m u n ity  interface.

Sometimes he m ust engage in calculated, b u t in ten se, battles w h ere  the 

!! differences flare in to  h e a te d  conflicts. H e w as ready  an d  w illing to fight 

when he believed th e  M arb leh ead  residents in th e  n earb y  w orking-class 

1' neighborhood did  n o t ad h ere  to th e  n egotiated  settlem en t b o th  parties 

had reached.

H ow ever, M astruzzi's  co ncern  w ith  defining w orkable b o u n d aries  is 

I  not lim ited to estab lish in g  re la tio n sh ip s w ith  th e  w id er com m unity . H e is 

ii at least as preo ccu p ied  w ith  n egotiating  the bureau cratic  terrain  of the 

J | New York C ity school system . T here are  layers of ad m in istra to rs and  

decision m akers in th e  central office w h o se priorities an d  regulations 

affect the in tern al life of K ennedy. T hese external requirem en ts are felt 

most vividly by th e  p rin cip al an d  assistant principals, w h o  m ust find 

effective an d  legal a d a p ta tio n s  of th e  prescribed law. O nce again, M as- 

truzzi does no t passively  co n fo rm  to the regulations of the "cen tral au- 

thorities." H e tries to b alan ce th e  school's n eed  for a u to n o m y  an d  the 

system's n eed  for un ifo rm  stan d ard s. H e d istin g u ish es b e tw een  the spirit 

and the le tter of th e  law , som etim es ignoring the la tte r w h en  the literal 

in terpretation is a p o o r m atch  for his school's needs. H e also serves as a 

"buffer" against th e  p ers isten t in trusions of th e  w id er sy stem  in o rd er to 

offer his faculty an d  staff the g reatest possible freedom  an d  initiative.7

In stitu tional contro l is a great deal easier for schools w ith  a b u n d a n t 

resources, n o n -p u b lic  fu n d in g , an d  historical stability. It is n o t o nly  th at 

private schools ten d  to  be m ore protected  from societal tren d s, divergent 

com m unity d em an d s, an d  b ro ad er bureaucratic  im peratives; th ey  are also 

more likely to have th e  ad v an ta g e  of the m aterial an d  psychological re- 

sources of certain ty . In m an y  w ays, these six schools seem  to  exist in 

different w orlds. T he inequalities are dram atic, the societal injustices fla-
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of these harsh  en co u n ters as d istinct echoes of th e  racial strife in the M  
w ider Boston com m unity. U nder the new  lead e rsh ip  of Bob McCarthy, ]- 

school violence w as n o  lo n g e r to lerated . First, M cC arth y  helped hi) i  

teachers express th e ir lo n g -su p p ressed  rage at the in ap p ro p ria te  student ®  

behavior; second, there w ere im m ediate  an d  h a rsh  p u n ish m en ts handed flL 

d o w n  to all of th e  aggressors; an d  th ird , the school beg an  to look upon W  
"th e  p roblem " of diversity  as a rich resource. T he b attle  against factional- \r 
ism is not w on. T he shifts in consciousness are  elusive an d  difficult to i |  

im plant in co m m unity  life. Everyone con tin u es to speak  of th e  stark divl- 

sions am ong racial an d  ethnic  g ro’tps; b u t n ow  th o se  s tu d e n ts  w ho man- 

age to m ove across th e  b o u n d aries  ten d  to be perceived  as strong and f  

u n th rea ten ed . T here is a clear ad m iratio n  for th e ir risk taking and their tfi
versatility. T he social w orker w h o  once saw  th e  school as an  echo of the 

inequalities an d  injustices of the com m unity , n o w  says it serves as an 

asylum  for m any; a place of safety  from  violence; a place to learn differ- • | 

en t pattern s of behavior; a place to take risks.

H ead m aster M cC arthy 's a ttem p ts at restru ctu rin g  p attern s of author- L 

ity in Brookline H igh are also aim ed at u n d o in g  behaviors an d  attitudes ״; 

learned  in the w id er w orld  an d  m ark in g  the d istin ctio n s betw een  school :j 

an d  society. A dolescents are offered a piece of th e  pow er in exchange for ^ 

R esponsible action. It is an  uphill b attle . M any s tu d e n ts  prefer a more ־!.' 

passive, reactive role an d  resist the d e m a n d s of resp o n sib ility  an d  author- *jl 

ity; others are suspicious of b arg ain in g  w ith  an y  a d u lt an d  do not trust iji 

M cC arthy's rhetoric. But the sch o o l's  efforts are  conscious a n d  deliberate, :i!; 

d esigned to co unteract the cultural, ideological sw eeps o f contem porary j 

society an d  m ak e clear decisions a b o u t philo so p h ical goals an d  moral '�־. 

codes.

In these three exam ples w e see great variations in the ways in which 

b o u n d aries are d raw n  b etw een  the school a n d  th e  com m unity . St. Paul's |  

high stan d ard s, goals, an d  values are m ost protected  from societal imper- j; 

atives, m ost preciously  g u ard ed , an d  m ost th o ro u g h ly  ingrained. They 

are  cho sen  an d  d e fe n d e d . H ig h la n d  P ark  m irro rs th e  societal shifts, 

som etim es o ffering  resistan ce  b u t rare ly  in itia tin g  conscious counter 

plans. Brookline lies so m ew h ere  b e tw een  these ap p ro ach es to the outside 

w orld. Its w alls are  n o t im p en etrab le , bu t n e ith e r are  th ey  invisible. !' 

Brookline h as p erm eab le  b o u n d aries  th a t prov id e  in terco u rse  w ith and 

separatio n  from society. A ttem p ts are  m ad e  to d efen d  the school from the 

severity of societal in tru sio n s, define ed u catio n al goals a n d  standards 

through in tern al co n sen su s, an d  b u ild  resilient in tellectual and  moral 

structures.

K ennedy H igh S chool resem b les B rookline in its conscious and  de-
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of these harsh encounters as distinct echoes of the racial strife in thr t. 
wider Boston community. Under the new leadership of Bob McCarthy, j 
school violence was no longer tolerated. First, McCirthy helped his : 
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 • ·• 
"the 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 div!• 
sions among racial and ethnic gro•1ps; 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 shills, 
sometimes offering resistance but rarely initiating conscious counter 
plans. Brookline lies somewhere between these approaches to the outside 
world. Its 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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• liberate attempts to define boundaries between inside and out. Bob Mas
:1 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 
keen observer of and participant in the political networks of the borough, 

' dty, and state. His role as "community leader" is designed to assure 
Kennedy 's survival in a skeptical, sometimes hostile, community. With
out his devoted community work, Mastruzzi fears the school would face 
politically debilitating negativism from neighborhood forces. But Mas
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 
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 

1 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 
"buffer" 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, an d  poise; an d  the im m ediate  rew ards th at keep  them  in- 

volved in school.

The connections to church  an d  religion, th o u g h  less clearly etched, 

underscore the fervor a ttach ed  to ed u catio n  by g en eratio n s of pow erless, 

illiterate people. T he su p e rin te n d e n t of A tlanta  uses spiritual m etap h o rs 

w hen he urges p aren ts  an d  s tu d e n ts  to join the "com m unity  of believ- 

e rs."8 C arver faculty an d  ad m in istra to rs reinforce the religious m essages 

and link th em  to them es of self-discipline, co m m unity  building, and hard  

work at school. H o g an s's rh etoric  is cu ltu rally  connected, clearly articu- 

lated, an d  visibly executed in s tu d e n t program s, assem blies, an d  rew ard 

cerem onies. The ideology is legible an d  en ergizing  to school cohesion.

O n e sees a sim ilar e n th u sia sm  a n d  ideological clarity  at M ilton 

A cademy. H u m an ism  an d  holistic m edicine are broad labels th at refer to 

a responsiveness to in dividual differences, to a diversity  of talent, an d  to 

the in tegration  of m ind, body, an d  spirit in educational pursuits. H ead- 

m aster Pieh offers a sub tle  an d  com plex m essage ab o u t providing a pro- 

ductive an d  n u rtu ra n t e th o s th a t w ill value in div idual needs; the registrar 

develops a h a n d -b u ilt sch ed u le  so  th at s tu d en ts  can receive th eir first 

choices of courses, and teach ers k n o w  th e  life stories and personal dilem - 

mas of each of th eir stu d en ts. U n d e rn e a th  th e  N ew  E ngland restrain t of 

M ilton, there is a m u te d  passio n  for h u m an ism . S tu d en ts talk ab o u t the 

special quality  of re la tio n sh ip s it provides (" T h e y  w ant us to be m ore 

hum ane th an  h u m a n  beings in th e  real w o rld " ), teachers w orry over the 

boundaries b etw een  loving a tten tio n  an d  indulgence, and the director of 

adm issions offers it as th e  p rim ary  app eal of M ilton, a distinct difference 

from the h arsh , m asculine qualities of Exeter. A lthough C arver an d  Mil- 

ton preach  different ideologies, w h a t is im p o rtan t here  is the rigorous 

com m itm ent to a visible ideological perspective. It provides cohesion 

w ithin the com m unity  an d  a m easure of control against the oscillating 

intrusions from the larger society.

H ighland  Park lacks this clear an d  reso u n d in g  ideological stance. 

The educational vision shifts w ith  the tim es as Principal Benson and  his 

teachers listen for the beat of ch an g e an d  seek to be adaptive. A lthough 

the superb  record of college adm issio n s provides institutional pride, it 

does n o t replace th e  n eed  for a stro n g  ideological vision. R ather th an  

creating in stitu tio n al cohesion, th e  quest for success eng en d ers h arsh  

com petition am ong s tu d en ts. T he p ersisten t com plaints from m any stu- 

dents th at th ey  feel lost an d  alo n e is in part a s ta tem en t about the m issing 

ideological roots. W ithout a com m on b o n d , w ith o u t a clear purpose, the 

school fails to en co m p ass th em  an d  does n o t take psychological h old  on 

their energies. T he d irector of counselling  at H ighland  Park observes
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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 energizir,g to school cohesion. 

One sees a similar enthusiasm and ideological clarity at Milton 
Academy. Humanism andl holistic medicine are broad labels that refer to 
a responsiveness to individual differences, to a diversity of t.ilent, 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 prider 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. O ne has feelings of m oral outrag e  as o n e m akes the transition from 

the lush, green 1 ,7 00  acres of St. P aul's to the d u sty  streets of the Carver 

H om es w here the m edian  incom e is less th an  $ 4 ,0 0 0  a year. H ow  could 

we possibly expect a parity  of ed u catio n al sta n d a rd s b etw een  these point- 

edly different en v iro n m en ts? O f course, St. P aul's enjoys m ore control, 

m ore precision, m ore subtlety . O f course, life at St. P aul's is smoother 

an d  m ore aesthetic.

Yet despite  the extrem e m aterial con trasts , th ere  are w ays in which 

each in s titu tio n  search es for contro l an d  co h eren ce . G ain in g  control 

seem s to be linked to the d ev elo p m en t of a visible an d  explicit ideology. 

W ithout the buffers of lan d  an d  w ealth , C arver m u st fashion a strong 

ideological m essage. It is n o t a su rp risin g  m essage. Even w ith  the newly 

contrived rhetoric  of " in terfacin g " an d  " n e tw o rk in g "  used  by Dr. Ho- 

gans, the ideological ap p eal is h a u n tin g ly  sim ilar to th e  m essages given 

to m any C arver stu d e n t ancestors. Several g en era tio n s ago, for example, 

Booker T. W ashington, o n e of H ogan s's heroes, spoke forcefully to young 

Black m en an d  w om en ab o u t o p p o rtu n ities  for ad v an cem en t in a White 

m an's w orld. H e u rged  th em  to be m an n erly , civilized, p atien t, and en- 

during; no t rebellious, h ead stro n g , or critical. T hey w ere told  of the dan- 

gers of d isru p tio n  an d  w arn ed  ab o u t acting " u p p ity "  or arrogant. Al- 

th o u g h  they w ere en co u rag ed  in th eir p atience, these Black ancestors 

recognized the p ro fo u n d  injustices, th e  d o o rs th at w ould  be closed to 

th em  even if th ey  behaved  adm irably . In d u strio u sn ess w as the only way 

to move ah ead  an d  ascend  the lad d ers of sta tu s, b u t Black folks recog- 

nized th at the sy stem  w as u ltim ately  rigged.

C arver's idelogical stance, en th u siastically  articu lated  by Hogans, 

echoes these early ad m o n itio n s— be good, be clean, be m annerly , and 

have a great deal of faith. R ecognize th e  rigged race b u t ru n  as hard as 

you can to w in. School is the tra in in g  g ro u n d  for learn in g  skills and 

civility, for learn in g  to lose gracefully, a n d  for trying again in the face of 

defeat. E ducation is th e  key to a stro n g  sen se  of self-esteem , to personal 

and collective pow er. H o g an s's rhetoric , o ld  as the hills an d  steeped in 

cultural m etap h o rs a n d  allusions, strik es a responsive chord in the com- 

m unity  an d  serves as a rallying cry for in stitu tio n  building. His ideologi- 

cal m essage is reinforced by the o p p o rtu n ities  H o gans creates for the 

im m ediate gratification of success an d  profit an d  to th e  connections he 

reinforces betw een  ed u catio n  an d  religion. W hen C arver students, in 

their g leam ing w h ite  E xplorer jackets, cross th e  railroad tracks an d  enter 

the places of m o n ey  an d  po w er in d o w n to w n  A tlanta, th eir eyes are open 

to new  life possibilities. H o gans tells th em  th eir d ream s can com e true. 

The w ork p rogram s at C arver p rovide th e  daily  experiences of industry,
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grant. One has feelings of moral outrage as one makes the t ransition 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. P,iul'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 tllilt 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 articu lated by Hogans, 
echoes these ea rly 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 
def eat. 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 raHroad tracks a:nd 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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For C arver s tu d e n ts , it is a clear exchange. "I'll com m it m yself to  school 

for the prom ise of a job . . . o th erw ise  forget it,"  says a ju n io r w h o  de- 

scribes h im self as "super-realistic ."  M ilton A cadem y sym bolizes the at- 

tem pts a t b a lan c e  b etw een  sep aratio n  an d  co n n ectio n  in its public rela- 

tions m aterial. T he catalogue cover pictures th e  quiet, su b u rb an  cam pus 

with the city lo om ing in th e  background. T he director of adm issions 

speaks enthu siastically  ab o u t the m esh in g  of u to p ian  idealism  an d  big- 

city realities. T he day s tu d e n ts  arrive each m o rn in g  an d  "bring  the w orld 

with th e m ."  T he sen io rs sp eak  a b o u t th e  clash  b etw een  th e  sch o o l's  h u- 

m anitarian spirit an d  the grueling  requirem en ts of college adm issions. 

The protection  an d  solace good schools offer m ay com e from th e  precious 

abundance o f la n d , w ealth , an d  h isto ry , b u t th e y  m ay also be partly  

approached th ro u g h  ideological clarity an d  a clear vision of institu tio n al 

values.

On Goodness in High Schools

FEMININE AND MASCULINE QUALITIES OF 
LEADERSHIP

The p eo p le  m ost responsible  for defining th e  sch o o l's  vision an d  articu- 

lating the ideological stan ce  are th e  principals an d  h ead m a sters  of these 

schools. T h ey  are  th e  voice, the m o u th p iece  of the in stitu tio n , an d  it is 

their job  to  com m unicate  w ith  th e  various constituencies. T heir personal

fj im age is inextricably  lin k ed  to th e  public p e rso n a  o f th e  institu tio n .

|  T he literatu re  on effective schools ten d s to agree on at least one

|  point— th at an essential in gredient of good schools is strong, consistent,

11: and insp ired  le a d e rsh ip ."  T he to n e an d  cultu re  of schools is said to be

2 ! defined by th e  vision an d  p u rposeful action of th e  principal. H e is said to

i  be th e  p erso n  w h o  m u st in spire  th e  co m m itm en t an d  en ergies o f his

i faculty; the respect, if n o t the adm iratio n  of his students; an d  the trust of

T|! the p aren ts. H e sits on th e  b o u n d aries  b e tw e e n  school and com m unity;

i j  m ust negotiate  w ith  the su p e rin te n d e n t an d  school board; m ust protect

I  teachers from  external in trusions an d  harrasm ent; an d  m ust be the public

|jj;  im agem aker a n d  sp o k esm an  for th e  sch o o l.12 In h igh  schools th e  princi-

pals are  d isp ro p o rtio n ately  m ale, an d  th e  im ages and m etap h o rs that 

spring to m in d  are stereotypically  m asculine. O n e  th in k s of th e  m ilitary, 

protecting th e  flanks, g uarding  the fortress, defin ing  the territory. The 

posture is often  seen as defensive, the style clear, rational, an d  focused.
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stu d en ts reach in g  out to one a n o th e r th ro u g h  a h aze  of d ru g s in order to 

reduce feelings of isolation an d  dislocation. D rugs are th e  great "leveler," 

providing a false sense of connection an d  lessening  th e  nagging  pain. A 

m inority  of s tu d e n ts  are sp ared  the loneliness an d  o nly  a few  can articu- 

late " th e  p ro b lem ,"  b u t it is visible to the stra n g e r w h o  m isses "the 

school sp irit."

Ideological fervor is an  im p o rtan t in g re d ie n t o f u to p ia n  communi- 

ties. D istant from  the realities of the w orld  an d  se p a ra te d  from societal 

institu tio n s, th ese  com m unities can su stain  d istin ct value structures and 

rew ard system s. In his book Asylums, E rving G offm an m akes a distinc- 

tion b etw een  " to ta l in stitu tio n s"  th a t d o  n o t a llo w  for a n y  intercourse 

w ith  the o u ter w orld  an d  o rganizations th a t require o nly  a part of a 

p erso n 's  tim e, energy, an d  com m itm ent. In o rd e r to  su s ta in  themselves, 

how ever, all institu tio n s m ust have w h at G offm an calls "encom passing 

ten d en c ies"  th a t w rap  th eir m em bers u p  in  a w eb  o f identification and 

affiliation, th a t in spire  loyalty .9

S chools m u st find way of inspiring d evotion  a n d  loyalty  in teachers 

and s tu d en ts, of m arking  the b o u n d aries b etw een  inside an d  outside, of 

taking a psychological h old  on their m em bers. Som e schools explicitly 

m ark  th e ir  te rrito ries  an d  offer clear ru les of d e lin e a tio n . Parochial 

schools, for instance, are m ore en com passing  th a n  public  schools because 

they vigorously resist the in tru sio n s of th e  o u ter w orld  an d  fram e their 

rituals a n d  h abits to p u rposefully  contrast w ith  th e  o rd in ary  life of their 

stu d en ts. P aren ts w h o  choose to send th eir ch ild ren  to parochial schools 

su p p o rt th e  values an d  ideological stance of the teach ers an d  the clear 

sep aratio n  b etw een  school life an d  co m m unity  n o rm s .10 Q u ak er schools 

often  m ark  th e  transition  from  outside to insid e  school by several min- 

utes of silence an d  reflection at the beg in n in g  of th e  school day. After the 

noise, energy, an d  stress of getting  to school, s tu d e n ts  m u st collect them- 

selves an d  be still an d  silent. T hose m om en ts sep ara te  th em  from non- 

school life an d  p rep are  them  to be enco m p assed  by th e  sch o o l's  culture.

A lth o u g h  I am  no t urging schools to becom e u to p ia n  com m unities or 

total in stitu tio n s, I d o  believe that good schools b alan ce  the pulls of con- 

n ection to co m m u n ity  against the co n trary  forces o f sep ara tio n  from it. 

A d m in istrato rs at K ennedy vividly portray  th e ir roles as a "balancing 

act." T hey  w alk  th e  treacherous " tig h tro p e "  b etw een  closed an d  open 

doors, b etw een  au to n o m y  an d  sym biosis. Schools n eed  to provide asy- 

lum  for ad o lescen ts  from  th e  rugged  d e m a n d s  o f o u ts id e  life a t the same 

tim e th a t th ey  m u st alw ays be interactive w ith  it. T he in teraction  is essen- 

tial. W ith o u t th e  co n nection  to life b ey o n d  school, m ost s tu d e n ts  would 

find the sch o o l's  rituals em pty. It is this co n n ectio n  th at m otivates them.

C R O U P  P O R T R A I T
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students re_aching _out to one another through a hai.e of drugs in order to 
redu~e. feelings of isolation and dislocation. Drugs are the great "leveler," 
p~v1~mg a false sense of connection and lessening the nagging pain. A 
mmonly 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." 

. ld~ological fervor is an important ingredient of utopian communi· 
'.tes: D1_stant from the realities of the world and separnted from societal 
mslllullons, these communities can sustain distinct value structures and 
r_eward systems. In his book Asylums, Erving Goffman makes a dislinc
ll~n between "total institutions" that do not allow for any intercourse 
with l~e _outer world and organizations that require only a part of a 
persons time, energy, and commitment. In order lo sustain themselves, 
howeve~, ~!I institu tions must have what Goffman calls "encompassing 
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 ~sycho_log'.cal hold on their members. Some schools explicitly 
mark their temtones 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 m~rk the transition from outside to inside school by several min
ut~s of silence and reflection at the beginning of the school day. After the 
noise, energy, and stress of getting to school, students must collect them
selves and be still and silent. Those moments separate them from non• 
school life and prepare them to be encompassed by the school's culture. 

Although I am not urging schools to become utopian communities or 
total_ institutions, I do believe that good schools balance the pulls of con

necll~~ to community against the contrary forces of separation from it. 
Ad1~:11nistrators 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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f-or Carver students, it is a clear exchange. 'Tl! 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 a rrive each morning and "bring 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. 11 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. 11 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 Education 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 recommen- 

dations of the Commission would be acted upon, it would be impos- 

sible to avoid the issue of goals for Jewish education. Now that 

the work in Lead Communities is beginning, working on goals can 

no longer be delayed. This is so for several reasons: 1) It is

difficult to introduce change without deciding what it is that 

one wants to achieve; 2) researchers such as Marshall Smith, Sara 

Lightfoot and David Cohen have effectively argued that impact in 

education is dependent on a clear vision of goals; 3) the 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 of the 

institutions that are involved in education and for the community 

as a whole. At present there are very few cases where institu- 

tions or communities have undertaken a serious and systematic 

consideration of goals. It will be necessary to determine what is 

the state of affairs in the Lead Communities. There may be insti- 

tutions (schools, JCCs) that have undertaken or completed a 

serious systematic consideration of their goals. It is important 

for us to learn from their experience and to check as to whether 

an attempt has been made to develop their curriculum and teaching 

methods in a manner that is coherent with their goals. In the 

case of those institutions where little has been done in this
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area, it is crucial that the institutions be encouraged and 

helped to undertake a process that will lead them to the articu- 

lation of goals.

The CIJE should serve as catalyst in this area. It should serve 

as a broker between the institutions that are to begin such a 

process and the various resources that exist in the Jewish world. 

By resources we mean scholars, thinkers and institutions that 

have concerned themselves and developed expertise in this area. 

The institutions of higher Jewish learning in North America 

(Y.U., J.T.S.A. and H.U.C.), the Melton Centre at the Hebrew 

University and the Mandel Institute in Jerusalem have all been 

concerned and dealing with this matter. Furthermore, these insti- 

tutions have been alerted to the fact that the institutions in 

Lead Communities will probably need to be assisted in this area. 

They have expressed an interest and a willingness to help.

The Mandel Institute has particularly concentrated efforts in 

this area through its project on alternative conceptions of the 

educated Jew. The scholars involved in this project are: Prof.

Moshe Greenberg, Prof. Menahem Brinker, Prof. Isadore Twersky, 

Prof. Michael Rosenak, Prof. Israel Scheffler and Prof. Seymour 

Fox. Accompanied by a group of talented educators and social 

scientists they have completed several important essays offering 

alternative approaches to the goals of Jewish education as well 

as indications of how these goals should be applied to education- 

al settings and educational practice. These scholars would be 

willing to work with the institutions of higher Jewish learning
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and thus enrich the contribution that these institutions can make 

to this effort in Lead Communities.

It is therefore suggested that the CIJE advance this undertaking 

in the following ways:

1. Encourage the institutions in Lead Communities to consider 

the importance of undertaking a process that will lead them to an 

articulation of goals for their institutions.

2. Continue the work that has begun with the institutions of 

higher Jewish learning so that they will be prepared and ready to 

undertake consultation if and when they are turned to.

3. Offer seminars whose participants would include representa- 

tives from the various Lead Communities where the issues related 

to undertaking a program to develop goals would be discussed. At 

such seminars the institutions of higher Jewish learning and the 

Mandel Institute could offer their help and expertise.

The problem of goals for a Lead Community as a whole, as well as 

the guestion of the relationships of the denominations to each 

other and to the community as a whole will be dealt with in a 

subseguent memorandum.
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I n t r o d u c t i o n

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.1

R e s e a r c h  Q u e s t i o n s

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

1. 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

l
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9 . . .
for formal settings. 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.

M e t h o d o l o g y

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.

D a t a  A n a l y s i s  a n d  P r e s e n t a t i o n

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.

L i m i t a t i o n s  o f  t h e  S t u d y

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.
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T h e  H i s t o r i c a l  C o n t e x t

Beginning in the late 19th century, Jewish leaders such as Mordecai Kaplan, Judah 
Magnus and Samson Benderly (Kaplan & Crossman, 1949; Margolis, 1968; Sherwin, 
1987), and the organized Jewish community were concerned with the education of 
large immigrant Jewish populations. They worked towards establishing teacher train- 
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.4 Between 1897 and 1954 eleven such institutions were established.5

Although some were established as denominational schools and extensions of nation- 
ally-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 orien- 
tation did not prevent them from being viewed by American Jews as having one 
primary function: the training of Hebrew teachers who would ensure continuity from 
one generation to the next (Honor, 1935; Hurwich, 1949). When Leo Honor con- 
ducted the first comprehensive study of the curricula of eight Hebrew Teachers 
Colleges in 1935, he found that these institutions shared three characteristics: 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 Hebrew 
Teachers Colleges were moving further away from their mission of training Hebrew 
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 University). New programs in 
Judaic studies, Jewish communal service, adult education and high school education 
were also established.

In 1981, when Mirsky examined the eleven accredited institutions that constituted the 
Iggud Batei HaMedrash (Association of Hebrew Teachers Colleges, refer to Appen- 
dix B, p. 47), he noted that with the exception of one, all of the colleges had removed 
“Teachers” from their names. Moreover, Hebrew was the language of instruction in

3

The Historica l Context 

Beginning in the late 19th century, Jewish leaders such as Mordecai Kaplan, Judah 
Magnus and Samson Benderly (Kaplan & Crossman, 1949; Margolis, 1968; Sherwin, 
1987), and the organized Jewish community were concerned with the education of 
large immigrant Jewish populations. They worked towards establishing teacher train
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.4 Between 1897 and 1954 eleven such institutions were established.5 

Although some were established as denominational schools and extensions of nation
ally-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 orien
tation did not prevent them from being viewed by American Jews as having one 
primary function: the training of Hebrew teachers who would ensure continuity from 
one generation to the next (Honor, 1935; Hurwich, 1949). When Leo Honor con
ducted the first comprehensive study of the curricula of eight Hebrew Teachers 
Colleges in 1935, he found that these institutions shared three characteristics: 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 addi tional 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 Hebrew 
Teachers Colleges were moving further away from their mission of training Hebrew 
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 University). New programs in 
Judaic studies, Jewish communal service, adult education and high school education 
were also established. 

In 1981, when Mirsky examined the eleven accredited institutions tha.t constituted the 
lggud Batei HaMedrash (Association of Hebrew Teachers Colleges, refer to Appen
dix B, p. 47), he noted that with the exception of one, all of the colleges had removed 
"Teachers" from their names. Moreover, Hebrew was the language of instruction in 

3 



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

The Iggud Schools have begun to develop courses, and sometimes entire programs, to 
meet the needs of the general community, and to enroll more and more stu- 
dents . . . non-traditional learners. . . . This, of course, can be seen as a positive 
development — a guarantee for the continued growth and viability of these institutions 
— or as a negative development — a sign of decline and change of mission, with the 
possibility that Hebrew teacher preparation programs may gradually lose importance 
in the institutions, and may even disappear (Mirsky, 1981, p. 18).

Over a seventy-year period the Hebrew Teachers Colleges, institutions originally
established for the sole purpose of preparing Hebrew teachers, expanded their roles 
within the Jewish community. They currently have thousands of students enrolled in 
adult education courses, in-service education courses, and secondary level programs. 
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 planning 
and mission statements indicate that they view themselves in broad terms as serving a 
variety of constituencies and addressing contemporary cultural, educational, and 
religious needs of the American Jewish community. A profile of each would 
demonstrate that the institution responds to a complex set of factors which are dif- 
ferent for each school.

T h e  C u r r e n t  P i c t u r e

There are currently fourteen Jewish institutions of higher learning offering programs 
for the preparation of Jewish educators. Between September 15 and November 20, 
1989, the investigator visited eleven of these institutions. Each visit consisted of a tour 
of the facilities and interviews with various administrators, faculty, and students. 
Where possible, personnel involved with the community were also interviewed. The 
institutions fall into three categories: 1) independent community-based colleges 
founded and supported by the organized Jewish community; 2) denominational 
schools established by religious movements as part of their respective seminaries;
3) university-based programs established by the community and/or individuals within 
the framework of a general university.

Independent community-based colleges
Gratz College, Philadelphia
Baltimore Hebrew University
Spertus College of Judaica, Chicago
Cleveland College of Jewish Studies
Hebrew College, Boston
Midrasha (Teacher Training Institute), Toronto
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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-based programs
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.
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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. W e’re 
also thinking about other programs that will involve them in the study of Jewish 
culture. . . . W e 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.
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By way of contrast, the administrator of another community-based college indicated 
that the College was attracting a national student body and would continue to aspire 
to be perceived as responding to national as well as local needs.

Our recent long-range planning study indicates that we have the potential to train 
administrators and educators extending beyond (. . .). We are planning to build a 
dormitory and actively seek fellowship funds to attract students.

With respect to the role of Jewish education and its prominence within the college, 
each institution has a rather unique perspective. One is engaged in re-establishing a 
Jewish education program which will require adding faculty and actively recruiting 
students. The president of another community-based college takes a rather dim view 
of the prospects for Jewish education.

Frankly, there is no profession of Jewish education; salaries are low, status is low and 
there is no incentive for us to build our Jewish education program at this point in time.
The field of Jewish education needs to change as a profession out there before we can 
build our programs to train Jewish educators.

Structurally, the community-based colleges do not have distinct academic depart- 
ments of education, rather they offer programs in Jewish education which do not 
necessarily have full-time education faculty (see section 3).

Each denominational school has a department, school or institute of Jewish educa- 
tion which focuses on the preparation of educational personnel, and has appointed 
full-time education faculty (see section 3). By virtue of their ideological affiliation, 
they emphasize their commitment to the specific needs of their religious movements 
through programs, outreach and scholarship. They also view themselves as serving 
the needs of national and international constituencies.

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

Programs and Activities

Although a profile of each school’s program activities is beyond the scope of the 
present study, each institution sponsors programs in some or all of the following 
areas:

Training programs — pre-service and in-service programs designed to prepare and 
provide continuing education to rabbis, Jewish communal service workers, cantors 
and Jewish educators;
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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.

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 schoo&-intensive Jewish studies programs designed 
for motivated adolescents; 

Special projects- museum programs, joint programs with universities, library training 
workshops and research institutes. 
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1.  T r a i n i n g  P r o g r a m s

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 .  L e v e l  P r o g r a m s

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.
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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 .  P r o g r a m s

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.
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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. W e’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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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 a good 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
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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 requirements play a large role in determining its duration. 
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 additional areas 
noted above. Although a detailed curricular analysis of each program would be use- 
ful, 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, occupations in 
Jewish education have burgeoned to include day school teachers, early childhood 
specialists, special educators, resource personnel, 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, 1988). 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 meetings. Students often clamor 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, i.e., stressing either a practical or theoretical orientation to the detriment of 
the other. Most programs reflect a tension between the two, exacerbated by the 
significant 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 programs.

2) The role o f the practicum
According to the guidelines of the NBL, all students are required to complete a 
supervised field experience (practicum) to be eligible for a teaching license. The 
nature and design of the practicum in Jewish schools depends on a variety of factors,
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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, occupations in 
Jewish education have burgeoned to include day school teachers, early childhood 
specialists, special educators, resource personnel, 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, 1988). 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 meetings. Students often darner 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, i.e., stressing either a practical or theoretical orientation to the detriment of 
the other. Most programs reflect a tension between the two, exacerbated by the 
significant 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 programs. 

2) The role of the practicum 
According to the guidelines of the NBL, all students are required to complete a 
supervised field experience (practicum) to be eligible for a teaching license. The 
nature and design of the practicum in Jewish schools depends on a variety of factors, 
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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. I 
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 train- 
ing experience.

When students are part of a full-time program they form a learning community, a sense
of professionalism, and a strong knowledge and skill base___It also makes a difference
for me — when working with part-time students, I feel they sort of squeeze my course 
into their busy schedules. I also feel I have to be more sympathetic to their external 
pressures outside of my class. Consequently, I’m embarrassed to say, I tend to be less 
demanding of part-time students.

I just love the opportunity to be in school full-time. It’s not just the learning, it’s the 
fellowship I feel part of. Jewishly, socially, and academically its very supportive.

The superiority of full-time study is by no means a matter of consensus. Most of the 
training institutions 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, 1968; Janowsky, 1967) while they taught in Hebrew schools and 
attended secular universities. Aside from tradition, several of those interviewed felt 
that it would not be economically viable for students preparing to be supplementary 
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 families and need to work. Even with fellowship money they would not 
be able to study full-time. Secondly, I’m not at all convinced that the preparation of
Jewish educators for supplementary schools requires one to study full time. . . . We 
produce some excellent teachers who teach in schools and take one or two courses a 
year. The work and study complement each other.

1 .3  D o c t o r a l  P r o g r a m s

There are 67 students (Table 2) enrolled in doctoral programs —Ph.D., D.H.L. (Doc- 
tor of Literature), and Ed.D. (Doctor of Education) —at three institutions. The 
majority (58) are part-time, taking between one and three courses per year. How- 
ever, schools offering a Ph.D. in Jewish education have a two-year full-time study 
residency requirement. Course requirements for all doctoral students include taking 
approximately 35 credits beyond the M.A. and the writing of a dissertation; the Ph.D. 
also has foreign language requirements.

Doctoral students may be classified into three overlapping categories:

1) Continuing education
The majority of students (55%) view a doctorate as a way of continuing their studies 
and improving their skills. Students in this category hold full-time positions as 
educational leaders. Although they associate the title “Doctor” with status, its attain- 
ment will not affect their marketability or economic situation. These “continuing
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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  A d m i n i s t r a t i v e  C e r t i f i c a t e  P r o g r a m

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 opportunities to create new models specifically
tailored to the needs of the Jewish community.

1 . 5  S p e c i a l  P r o g r a m s

The growing needs in the field of Jewish education have created new positions for 
personnel — day school teachers, special educators, family educators, and early 
childhood specialists (Hochstein, 1985; 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 institutions, three have begun early childhood 
programs in conjunction with local universities or BJEs. Although five have courses 
in special education, none have comprehensive 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). Paradoxically, 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 position 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.

These programs provide us with opportunities to create new models specifically 
tailored to the needs of the Jewish community. 
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2 .  S t u d e n t  P r o f i l e

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  D e m o g r a p h i c  F a c t o r s

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  J e w i s h  E d u c a t i o n a l  B a c k g r o u n d

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  M o t i v a t i o n  t o  P u r s u e  J e w i s h  E d u c a t i o n  a s  a
C a r e e r

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 and teaching but you can’t make ends meet on $18,000 a year. I figure that 
after a year or two I’ll become a principal.

My student teaching experience reinforced my decision to go teach in a day school next 
year. It’s important to 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 from our program go into teaching instead of administration. On the other hand
I’ll probably end up 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.

Studying in Israel for a year helped me clarify that I wanted to pursue a career as a 
Jewish professional. . .  improving the quality of Jewish life.

I think it was the people I met in Israel, charismatic, intellectual Jewish doers, who had 
the greatest impact on my decision to enroll in___

I’m not sure if it was being in Israel, the country, or the people, that played the most 
significant role in my decision. But somehow, I don’t think I would have made the 
decision in the same way if I would have been in the States.

Intensive study in Israel proved to me that I could do it. I felt confident, for the first 
time, in my ability to understand Jewish texts and teach Judaica.

2 . 4  A c a d e m i c  P e r f o r m a n c e

Feistritzer (1986), in her comprehensive study of students enrolled in teacher educa- 
tion programs reported that education students, as compared to other graduate stu- 
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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 I’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  S u m m a r y

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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3. What are the most effective ways of preparing students with weak Judaica 
backgrounds? What role if any should an experience in Israel play in their 
education?

4. Do training programs affect the religious development of students?

5. What career paths do graduates of programs choose? How do graduates 
evaluate their training experiences?

6. How do the profiles of Jewish professionals in training, e.g., rabbinical stu- 
dents and communal service students, compare to graduate students in Jewish 
education?
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3.  F a c u l t y  P r o f i l e

Historically there have never been more than a handful of full-time Jewish education 
faculty members appointed to Jewish institutions of higher learning in North 
America. Most of those who taught education courses and had direct responsibilities 
for 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 
institution 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 
full-time educator to the faculty.

A glance at Table 3 shows that there are currently 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 field and academia are fascinating. The best teachers in the 
field last a year or two and then are pushed into administrative roles where many 
succeed but where an equal number fall prey to the Peter Principle.. . .  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 loss 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 most 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 local talent. The 
teaching stars from day schools, the resource people from the BJE and people like ( . . . )  
and (. . .) from (. . .) University come to teach courses in special education and ad- 
ministration.

Having to rely extensively on part-time people, when we only have two 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 clear that we are the only department where the part-time 
personnel out number the full-time faculty.

Full-time faculty have had their academic training in various areas. Eleven hold 
doctorates in education or allied fields (e.g., psychology, counselling); the others hold
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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 a whole . . . .  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 Jewish education. Lip service is given to 
its importance, but no significant financial support has come forth for educational 
research. 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 really encouraged to engage in serious educational research projects.

3 . 1  S u m m a r y

The number of faculty members holding full-time positions in Jewish education is 
astonishingly small. They come from diverse backgrounds and training experiences, 
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.

1. What strategies might be considered in order to increase the number of facul- 
ty?

2. What steps should be taken to improve the support of Jewish education facul- 
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. To what extent are the issues and concerns of faculties comparable to those in 
general education and those in Jewish studies? What motivates faculty to 
pursue academic careers in Jewish education?
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4.  S u m m a r y  o f  T r a i n i n g  P r o g r a m s :
R e t r o s p e c t  a n d  P r o s p e c t ______________

The patterns of training for Jewish education in North America reflect complex, 
diverse programs that cannot be easily reduced to a few categories or types. During 
the past two decades there has been a steady decline in the number of students 
choosing to major in Jewish education at the B.A. level, while there was a prolifera- 
tion of M.A. level programs. Currently, there are 358 students enrolled in degree or 
teacher certification programs preparing for careers in Jewish education. Another 
109 students are enrolled in post M.A. programs (doctoral or principal).

Students entering Jewish education programs come from varied backgrounds, they 
tend to be predominantly female, weaker than previous generations with respect to 
Judaica knowledge, highly motivated, and interested in pursuing a number of dif- 
ferent career paths in Jewish education. The education faculties are exceedingly 
small. They are expected to function in a number of different arenas within the 
schools and few are able to devote sufficient time to research and training in Jewish 
education.

A number of specific questions and issues emerged from the analysis and discussion:

1. In order to meet the challenges of the next decade and chart a course of 
action, most of the institutions examined have or are currently conducting 
long-range planning studies. Their findings should provide data for better 
understanding their relative strengths and weaknesses, needs and resources. 
How might this information best be used in mapping out options for the 
training of Jewish educators?

2. Institutions fiercely want to maintain their autonomy and unique identity. 
Each needs to be understood within the context of its community, constituen- 
cies, and respective ideology. These realities require further exploration in 
order to understand how colleges might work together.

3. Despite their need for autonomy, Jewish institutions of higher learning are 
interested in working together. What mechanisms can be developed to 
facilitate collaboration among institutions? Is the AIHLJE (The Association 
for Institutions of Higher Learning for Jewish Education) a mechanism that 
will facilitate denominational, university, and independent programs in Jewish 
education to collaborate?
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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?

4. 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 
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5.  A l t e r n a t i v e  T r a i n i n g  P r o g r a m s

5 . 1  S h o r t - T e r m  T r a i n i n g  P r o g r a m s

In response to the shortage of qualified supplementary schools teachers (Bank & 
Aron, 1986), 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) where 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 instituted a mentor program where experienced teachers guide 
and work with trainees both in and outside of the classroom. Other communities 
have a more traditional 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 programs, which are 
administered by the bureaus. Additional federations are planning to initiate similar 
programs in 1990-91. Short-term training programs are specifically designed for per- 
sons who are committed to Jewish education, desire part-time work, have little or no 
formal Jewish education training, and are highly motivated. No systematic follow-up 
studies have been reported that assess the effectiveness of these programs, but they 
have generated a good deal of enthusiasm and controversy. The instructors, trainees, 
and mentors are exceedingly enthusiastic about the programs.

This program has been a very powerful experience for all concerned. The students are 
highly motivated and committed to Jewish education. It’s refreshing to see bright, 
talented, energetic people become excited at the thought of teaching Hebrew school.
For the mentors . . .  it’s given them new meaning in their work. They find that working 
with new teachers is stimulating and enriching. At the end of the program we all went 
on a weekend retreat where I observed the close bonds which had developed among 
program participants —it gives me hope about the future of Jewish education.

On the other hand, administrators of training institutions have voiced their concern 
about the quality of the programs, the lack of standards, and the general “non-profes- 
sional” tone of the programs.
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For the mentors ... it's given them new meaning in their work. They find that working 
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program participants- it gives me hope about the future of Jewish education. 
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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  S e n i o r  E d u c a t o r  P r o g r a m s

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  I n - S e r v i c e  T r a i n i n g  P r o g r a m s

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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Function: Most agencies and schools sponsor in-service activities as a way of provid- 
ing professional growth for their staffs. Interviews with agency directors and prin- 
cipals suggest that the majority of educators employed in Jewish educational settings 
are required to participate in some form of in-service training on an annual basis. 
Administrators in particular view staff development as a way of promoting profes- 
sionalism among staff.

A second function of in-service education is to train people in specific content or skill 
areas where personnel are needed. For instance, a number of bureaus have offered 
in-service programs to train individuals in special education, art education, values 
education, and family education. Most recently, some experimental work has been 
conducted in the area of retreats for Jewish educators. These in-service retreats are 
designed to promote personal and religious growth as they relate to one’s role as an 
educator (Holtz & Rauch, 1987).

Formats and duration: The continuum of formats range from a single lecture to a 
year-long course. More intensive formats include three-week continuing education 
programs in Israel and multiple-day retreat programs. Although there have not been 
national surveys or studies of the quantity or quality of Jewish educational in-service 
programs, descriptions of programs (Pedagogic Reporter, JESNA) suggest that most 
in-service activities are short in duration and lack continuity. Many of those inter- 
viewed by the investigator were well aware of the shortcoming of their programs and 
the evaluation literature which cites the importance of duration and continuity for 
effectiveness (see Fullen, 1981; Lieberman, 1981).

Within (. . .), the only form of staff development we can provide consists of one-shot 
sessions. It’s probably not very effective, in the long-term, even though the feedback is
very good-----We just can’t expect supplementary school teachers, who are part-time to
begin with, to give of their time to participate in intensive staff development programs.
On the other hand, if they would be willing, we don’t have the financial resources to 
sponsor intensive programs.

One of the travesties in Jewish education is the use of the CAJE conference as the 
primary form of staff development in Jewish education. Unfortunately, I see more and 
more administrators and directors sending their staff members to CAJE and copping 
out on their responsibility to provide staff development programs. Don’t misinterpret 
me, CAJE is great but it’s being misused.

Content: The content for in-service education varies considerably as a function of the 
educational setting (e.g., informal education, day school) and practical considerations 
(e.g., budget, instructor availability). Perhaps more significant is the question of who 
determines the content of in-service education. Evaluation research findings point to 
the importance of the consumers, i.e., those receiving training, being invested and 
involved in determining the content and format of staff development programs 
(Lieberman, 1981). Within Jewish educational settings, as in general education, it is 
often the administrator or sponsoring agency who determines content without con-
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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 Theological Seminary and the Department of Torah 
Education and Culture of the WZO, has sponsored annual intensive winter 
workshops in Jerusalem focusing on the teaching of text, ideology, 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, Orthodox). 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. What is the scope and content of in-service Jewish education in North
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. What role can Jewish institutions of higher learning play in providing staff-
development programs? Do those who enroll in in-service courses at Jewish 
institutions of higher learning continue to study for degrees?

3. What unique benefits do in-service programs in Israel provide to North
American Jewish educators?
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6.  T r a i n i n g  I n f o r m a l  J e w i s h  
E d u c a t o r s

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.

W e 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.
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N o t e s

1 Throughout this paper the terms training and preparation will be used inter- 
changeably when referring to the preparation of educators.

2 Personnel working in informal Jewish education seem to be prepared as for- 
mal Jewish educators, 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 purpose is to prepare informal 
Jewish educators. For a fuller discussion, see section 6.

3 Depending on their availability, personnel associated with the Jewish Com- 
munity Center, Bureau of Jewish Education and Jewish Federation were in- 
terviewed.

4 According to Sherwin (1987, p. 97), Magnus and his colleagues viewed Jewish 
education as a means for achieving Jewish group survival in an American 
environment and religious training aimed at the transmission of Jewish 
morals. Magnus made a direct link between the role of Jewish education and 
good American citizenship.

5 Gratz College, 1897
Teachers Institute, Jewish Theological Seminary of America, 1909
Teachers Institute, Yeshiva University, 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 University, 1928 
Teachers Institute of the University of Judaism, 1947 
Stern College for Women, Yeshiva University, 1954 
Cleveland Teachers College, 1952

6 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 training programs (see Feinman-Nemser, 1989).
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Teachers Institute of the University of Judaism, 1947 
Stern College for Women, Yeshiva University, 1954 
Cleveland Teachers College, 1952 

6 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 training 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.e., 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.
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T a b l e  1

Institutions of Higher Learning Granting Jewish Education Degrees and Certificates

Institution B.A. Teacher
Cert.

M.A. Principal
Cert.

Doctorate

1. Baltimore Hebrew 
University

Yes Yes Yes

2. Brandeis University 
Hornstein Program

Yes

3. Cleveland College of 
Jewish Studies

Yes Yes Yes

4. George Washington 
University/BJ.E.

Yes

5. Gratz College Yes Yes Yes

6. Hebrew Union College, 
L.A.

Yes Yes Yes

Hebrew Union College, 
N.Y.

Yes

7. Hebrew College Boston Yes Yes Yes Yes

8. Jewish Theological 
Seminary

Yes Yes Yes Yes Yes

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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T a b l e  2

Enrolled and Graduating Jewish Education Students from Institutions of
Higher Learning

Degrees or Certificates Currently
Enrolled
Students

Number of 1989 
Graduates

Total Number of 
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).

T a b l e  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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A p p e n d i x  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, 
B JE .. . .

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 ostensively prepares or trains educators? 
How do you view the purpose of training Jewish educators? What are the needs of 
the education programs?

Visions and Dreams
If major funding became available in the near future specifically earmarked for 
education projects, what would be your wish list?
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A p p e n d i x  B

Accreditation and Institutions of Higher Jewish Learning

Historically, four types of accreditation were sought in order to certify the quality of 
the programs as meeting certain standards.

1. 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 standards, the adequacy of
course hours, and appropriate curricula. Obtaining state certification in- 
volved submitting required documentation and a site visit by department offi- 
cials.

2. Regional accrediting associations such as Middle State Association of Col- 
leges and Secondary Schools, the North Central Association of Colleges and 
Secondary Schools and the Western College Association attempt to 
strengthen and increase the effectiveness of higher education. They do not 
grant permanent accreditation but review each institution once every ten 
years. As part of the review process institutions are required to conduct an 
extensive self-study.

3. The Iggud Batey Midrash le-Morim (Association of Hebrew Teachers Col- 
leges) was founded in 1951 as the accrediting body for Hebrew Teachers Col- 
leges. While requiring less elaborate procedures than state of regional 
accrediting associations, it aimed to assure the quality of Hebrew Teachers 
Colleges. The Iggud ceased to be a functioning organization in the early 1980s.

4. The National Board of License for Teachers and Supervisory Personnel in 
American Jewish Schools (NBL) was established in the 1940s to examine the 
qualifications of Hebrew teachers. According to an agreement between the 
Iggud and NBL (1955), any graduate of an Iggud affiliated Hebrew Teachers 
College will be automatically eligible to receive a Hebrew teachers license 
upon application to the NBL.

In 1986 the Association for Jewish Institutions of Higher Learning for Jewish Educa- 
tion (AJIHLJE) was established as an umbrella organization for North American 
institutions preparing Jewish educators. The NBL is in the process of determining 
whether to automatically award a teaching license to graduates of AJIHLJE affiliated 
schools who 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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Progress Report and Plans for 1992-93 

Barry W. Holtz

Introduction

In describing its "blueprint for the future," A Time to Act, the report of the Commission 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 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 action, 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 outstanding 
educational work that is currently taking place.

The Bes.tJBractices Project as of todav

This past year has been spent in designing a methodology 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 venues 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 different 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 1 is 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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knowledge base about North American Jewish education by documenting outstanding 
educational work that is currently taking place. 

The Best Practices Project as of todav 

This past year has been spent in designing a methodology for conducting a project that has 
never really been done in Jewish education before in such a wide-sca:e 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 venues 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 Els.ter and me. 

We have come to refer to each ,of the different 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 1 is a meeting of 
experts to talk about best practice in the area and to help develop the criteria for assessing 
"success"i 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, · . . :J. 
pamcularly 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 

1 



P. 3/6AUG 04 03:14 32�PM MELTON JTS

and because of that perception of failure, the Lead Communities would certainly want to 
address the "problem" of the supplementary school; c) as the director of the project, it was 
the area in whicn i  ttaa tne most experience ana besi se n se  u f w lium  I cou ld  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 practice in the supplementary school. Based on that meeting I then wrote a Best 
Practices 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 Professor 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 Israel Experience- 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.
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Next Steps: The 1992-1993 Year

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 education, etc. 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 
from 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 
written up be analyzed for one particular area of excellence and not for its over ail 
"goodness." Thus we would have X school written up for its ability to teach modern 
Hebrew speaking; another for its text teaching; another for its parent education programs; 
another for its in-service education, etc.

Documentation

Another task that needs to be considered is finding more examples of best practices within 
those areas that we have already looked at, or to look at the examples we currently 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 addition, we worked 
with Dr. Eliot Spack, Executive Director of CAJE, to send a similar letter to "friends within 
CAJE." Because of these initiatives we now have a list of 20 to 30 Hebrew schools that we 
might want to investigate.

Dr. Jonathan Woocher, Executive Director of JESNA, has asked the following question: 
"for the purposes of the project, how many examples of best practice do you really need in 
any one given area?" Do we need to have ten reports of supplementary schools or twenty 
or sixty? Another question might be raised about 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 short reports have allowed. I have called this the 
difference between writing a "report" and writing a "portrait" or study of an institution.

The research component of the Best Practices Project would certainly welcome either 
greater breadth or greater depth, but at the present moment we believe that the first 
priority 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 chosen, we will have a 
better sense of the next stages of the Lead Community Project-- what the planning and 
implementation needs will be. At that point we will be able to decide the best direction 
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 Communities. The 
challenge this year is to develop the method by which the Lead Community planners and 
educators can learn from the best practices that we have documented and begin to 
introduce adaptations of those ideas into their own communities. This can occur through a 
wide range of activities including: site visits by Lead Community planners to observe best
practicc3 in  action; v isits by b est practices p ractitioners to  the T ("!nmrminities:
workshops with educators in the Lead Communities, etc. The Best Practices Project will be 
involved in developing this process of implementation in consultation with the Lead 
Communities and with other members of the CIJE staff.

From Best Practice to New Practice

On other occasions we have spoken about the need to go beyond best practices in order to 
develop new ideas in Jewish education. At times we have referred to this as the 
"department of dreams." We believe that two different but related matters are involved 
here: first, all the new ideas in Jewish education that the energy of the CIJE and the Lead 
Community Project might be able to generate and second, the interesting ideas in Jewish 
education that people have talked about, perhaps even written about, but never have had 
the chance to try out. It is likely that developing these new ideas will come under the 
rubric of the Best Practices Project and it is our belief that the excitement inherent in the 
Lead Community 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

Team Members: Best Practice in the Supplementary School

Report Writers:

Ms. Kathy Green (Reconstructionist Rabbinical College, Philadelphia)
Ms. Carol Ingall (Melton Research Center and BJE, Providence, RI)
Dr. Samuel Joseph (HUC-Cincinnati)
Ms. Vicky Kelman (Melton Research Center and Berkeley, CA)
Dr. Joseph Reimer (Brandeis University)
Dr. Stuart Schoenfeld (York University, Toronto)
Dr. Michael Zeldin (HUC-LA)

Additional Consultants:

Dr. Isa Aron (HUC-Los Angeles)
Ms. Gail Dorph (University Of Judaism, Los Angeles)
Dr. Samuel Heilman (Queens College, NY)

Team Members: Early Childhood Jewish Education

Report Writers

Ms. Miriam Feinberg (Washington, DC);
Dr. Ruth Pinkenson Feldman (Philadelphia);
Ms. Jane Perman (JCC Association);
Ms. Esther Friedman (Houston);
Ms. Esther Elfenbaum (Los Angeles);
Ms. Ina Regosin (Milwaukee);
Ms. Charlotte Muchnick (Haverford, PA);
Ms. Rena Rotenberg (Baltimore);
Ms. Shulamit Gittelson (North Miami Beach);
Ms. Lucy Cohen (Montreal);
Ms. Roanna Shorofsky (New York);
Ms. Marvell Ginsburg (Chicago).
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February, 1993

A Message from Chairman

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

CIJE 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 
communities’ leadership, and the wherewithal to do so obtained. The CUE can provide a 
unique blend of individual and institutional advocacy in North America.

The Lead Communities Project is intended to demonstrate that local communities can sig- 
nificandy 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 first report of the Best Practices in Jewish Education project has been prepared to assist 
the Lead Communities in their work.

A
Morton L. Mandel 
Chair
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Best Practice in the Supplementary School

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 Commis- 
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 Initiatives in Jewish 
Education (CUE), particularly as it works with the three "Lead Communities" chosen in the 
fall of 1992: Atianta, Baltimore and Milwaukee. As these Lead Communities-- "local 
laboratories for Jewish education," in the words of A Time to Act-- devise their educational 
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 Communities.

In addition, the Best Practices Project can be seen as a research project which hopes to 
make an important contribution to the knowledge base about North American Jewish education 
by documenting outstanding educational work that is currendy taking place.

What do we mean by "best practice"? The contemporary literature in general education 
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 describes 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" educational 
practice, then, is what we seek to identify for Jewish education, models of excellence.
Another way of saying it is that we are looking to document the "success stories" of con- 
temporary Jewish education.

In having such an index the Council would be able to offer both encouragement and 
programmatic assistance to the particular Lead Community asking for advice. The encourage- 
ment would come through the knowledge that good practice does exist out in the field in many 
aspects of Jewish education. By viewing the Best Practice of "X" in one location, the Lead 
Community could receive actual programmatic assistance by seeing a living example of the 
way that "X" might be implemented in its local setting.

We should be clear, however, that the effective practical use of the best practices 
project is a complex matter. Knowing that a best practice exists in one place and even seeing 
that program in action does not guarantee that the Lead Communities will be able to succeed in
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implementing it in their localities, no matter how good their intentions. What makes a cur- 
riculum work in Denver or Cleveland is connected to a whole collection of factors that may 
not be in place when we try to introduce that curriculum in Atlanta, Baltimore or Milwaukee. 
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 translation 
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, curriculum for teaching Israel, 
etc. The first problem that the Best Practices Project had to face was defining the areas which 
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 looked at some of the 
"sites" in which Jewish education takes place such as:

—Supplementary schools
—Day Schools
—Trips 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
— Israel

Or we could have looked at the specific populations served:
— adults
— children
— retired people

There were numerous other possibilities as well.

Our answer to the question of cutting into the problem of best practices in Jewish 
education was to focus on the venues in which Jewish education is conducted. Eight different 
areas were identified: supplementary schools, early childhood programs (which take place in 
many different places) JCCs, day schools, the Israel experience, college campus programming, 
camping/youth programs, and adult education. Obviously there are other areas that could have 
been included and there were other ways of organizing the project. We chose, for example to 
include Family Education within the relevant areas above— i.e. family education programs 
connected to synagogue schools, day schools, JCCs. etc. We could 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 which aimed in a communal way to have

Introduction

--2 

implementing it in their localities, no matter how good their intentions. 'What makes a cur
riculum work in Denver or Cleveland is connected to a whole collection of factors that may 
not be in place when we try to introduce that curriculum in Atlanta, Baltimore or Milwaukee. 
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 translation 
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, curriculum for teaching Israel, 
etc. The first problem that the Best Practices Project had to face was defining the areas which 
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 looked at some of the 
"sites" in which Jewish education takes place such as: 

--Supplementary schools 
--Day Schools 
--Trips 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 
-- Israel 

Or we could have looked at the specific populations served: 
-- adults 
-- children 
-- retired people 

There were numerous other possibilities as well. 

Our answer to the question of cutting into the problem of best practices in Jewish 
education was to focus on the venues in which Jewish education is conducted. Eight different 
areas were identified: supplementary schools, early childhood programs (which take place in 
many different places) JCCs, day schools, the Israel experience, college campus programming, 
camping/youth programs, and adult education. Obviously there are other areas that could have 
been included and there were other ways of organizing the project. We chose, for example to 
include Family Education within the relevant areas above-- i.e. family education programs 
connected to synagogue schools, day schools, JCCs. etc. We could 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 which aimed in a communal way to have 

Introduction 



- 3

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 community, 
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 parent 
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 observers. The 
reports that our researchers wrote were, with one exception, based on a relatively short amount 
of time spent in the particular schools— although all of the researchers had had some previous 
knowledge (sometimes quite extensive) about the school or synagogue being studied.'׳ In 
general we tried to use researchers who began the process with a "running start": They had 
some familiarity with the school they were looking at to begin with and could use that prior 
knowledge to move the process along quickly.

i The "one exception" was Professor Joseph Reimer whose report was based on a long-term 
research project that he in conducting into two successful synagogue schools.
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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 report.
The simple fact is we have no idea how many successful supplementary schools are currently 
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 success 
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 initiatives 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 to 
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 short reports have 
allowed. I have called this the difference between writing a "report" and writing a "portrait" 
or study of an institution. + As further iterations of the Supplementary School volume 
develop, we would like to see more in-depth portraits of schools and programs.

!The most well-known example of the "portrait" approach is Sara Lawrence Lightfoot’s book 
The Good High School (Basic Books, 1983.)

--4 

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 a:.s 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 report. 
The simple fact is we have no idea how many successful supplementary schools are currently 
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 success 
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 CIJE Senior 
Advisers committee asking for their suggestions. In addition, we sent a similar letter to con
tacts within CAJE. Because of these initiatives 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 to 
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 exampl,es in more detail than the short reports have 
allowed. I have called this the difference between writing a "report" and writing a "portrait" 
or study of an institution. i As further iterations of the Supplementary School volume 
develop, we would like to see more in-depth portraits of schools and programs. 

tThe most well-known example of the "portrait" approach is Sara Lawrence Lightfoot's book 
The Good Hi~h School (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 personnel directly associated with 
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 
schools 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 an 
exhaustive "evaluation tool," nonetheless the Guide offers the opportunity for "insiders" at a 
institution— both professionals and laypeople— to begin a conversation about the strengths and 
weaknesses of their school. Obviously, insiders will have the disadvantage of less "objec- 
tivity" than outside observers, but on the positive side they also have much more information 
and deeper sense of the real workings of the school. Using the Guide is a good was to start 
thinking about the directions supplementary school education should and could be taking.

2. Improve the School at the Systemic Level

One characteristic common to all the best practice schools was the system-wide orienta- 
tion of the supplementary school. By "system-wide" we mean a number of different, but 
interrelated matters. First is the relationship between the school and the synagogue. At this 
time in the history of North American Jewish education, virtually all supplementary schools 
are synagogue-based institutions. One thing that characterizes a best practice school is the way 
that the school fits into the overall orientation of the congregation. The school reflects the 
values of synagogue and the synagogue gives a significant role to the school— in its publicity, 
in the status of the school committee or board within the synagogue structure, in all the many 
subtle messages that the synagogue sends. A school that is valued and viewed as central to the 
concerns and mission of the synagogue has a much greater chance for success. One need only 
look at the reports on "Temple Isaiah" and "Congregation Beth Tzedek" for two veiy different 
examples of the same effect. Adding to the impact of this idea is the fact that both of these 
congregations also house day schools. 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 from 
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 inter- 
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 con- 
gregation’s school.

Lay leadership also has an important role to play here, as the best practice reports point 
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 "driven" 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 very 
different vision from Bnai Zion, and which succeeds with a similar impact.) The best practice 
reports indicate that schools which work are places that continually try to find ways to involve 
the key participants in ongoing reflection upon and discussion about the goals of the school.

Finally, best practice schools are places that view their schools as one part of a much 
larger context. These are places that see the synagogue as a whole as an educating com- 
munity. In such places we are more likely to see the integration of the formal program (the 
"school") with a variety of informal programs— such as camps, shabbatonim, family retreats, 
trips to Israel, holiday programs, tzedakah programs, arts programs, etc.

Implications and Possible Recommendations

If we want to have an impact on the supplementary school we need to begin with the 
rabbis. It seems that a program of consciousness-raising and practical skills development for 
rabbis in the Lead Community would make a great deal of sense. Such a program could be 
developed through the national rabbinic organizations (RCA, RA, CCAR, RRA) or indepen- 
dent of them. It might include visits to the best practice sites and meetings with the rabbis in 
those synagogues.

A similar program for lay leaders could also be launched. Here the ideas learned from 
the best practice reports could be studied and explored, so that lay leaders could come to 
understand the educational principles that make for success in the area of the supplementary 
school.

3. The Leader is Crucial

If there is one thing shared by all the best practice schools, it is the key role of leader- 
ship in creating quality. In most cases the leader is the educational director; in one small
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synagogue ("Ohavei Shalom Congregation"), it was the rabbi in particular. These leaders 
provide continuity, build morale, work with the rabbi and lay leadership on issues of status 
and vision and many other things as well. In addition such a leader can help turn around a 
school that needs to change ("Emeth Temple"). It is the principal who helps define the institu- 
tion as oriented toward problem-solving and not defeatism and, it appears, the principal also 
seems to be an important factor in maintaining a school without significant "discipline" 
problems.

The people described here can all be characterized as educational leaders. They see 
their role not primarily as administrative or organizational, but as educational in a variety 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 educational leader, but it is hard 
to imagine a successful school, based on these reports, which would not have that kind of 
professional leadership.

Implications and Possible Recommendations

Of course, saying that a supplementary school needs an educational leader is a good 
deal easier than finding such a person. But knowing the importance of leadership can lead to a 
number of important practical suggestions: a) when hiring an educational director, seek out a 
person who can provide leadership appropriate to an educational institution, not just someone 
who is a good administrator. Such a consideration should influence the kinds of questions that 
are asked in an interview or solicited from recommendations, b) Investing in leadership means 
finding ways for educational directors to attend serious, ongoing training programs that can 
help them grow as leaders, c) Consultants who know about educational leadership develop- 
ment can help schools improve by working with . d) Places might want to develop peer groups 
or paired tutorials for education directors. Having a serious opportunity to grow as a profes- 
sional can be enhanced by peer groups which are well-designed to focus on important educa- 
tional issues or by having pairings of principals who could meet on a regular basis. Such 
groups could be organized denominationally or on the basis of the size and type of institution. 
Professional consultation and training could come from a mixture of national service institu- 
tions (UAHC, United Synagogue, etc.), institutions for higher Jewish learning (YU, JTS, 
HUC, etc.) and institutions from the world of general education such as universities, training 
organizations, or professional societies.

4. Invest in Teachers

Despite the importance of systems and the centrality of leadership, in the end schools 
succeed or fail because of what happens in the individual classroom. The best practice schools 
are all characterized by an emphasis on the teacher’s key role. In different ways each of the 
best practice schools try to deal with the three fundamental dimensions of staffing a school: 
recruitment, retention, and professional growth.
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For some of the best practice schools recruitment is not a major problem. A place like 
"Temple Bnai Zion" has a staff of veterans and experiences a very small amount of turnover.
In general, good schools tend to perpetuate themselves because their reputations are well 
known in the community of educators and when openings appear, teachers will want to come 
to work in such an institution. Here in a slightly different way, the educational leader makes a 
difference. Who would not want to work for the revered principal of "Congregation Beth 
Tzedek"?

Still, recruiting good teachers is not always easy, even for outstanding synagogues and 
some of the best practice schools have tried inventive solutions to deal with the problem. 
Certainly the most radical has been the teacher-parents used by "Congregation Reyim." This 
synagogue has developed a unique approach that deserves serious consideration. The pluses 
and minuses are spelled out in the report. The most important point of the Reyim model, 
however, is that the school works at training the parents for their jobs as teachers. Without 
that training and in-service the program could not succeed.

Other schools (such as "Congregation Beth Tzedek" and "Emeth Temple") have used 
teenaged teacher aides or tutors in the Hebrew school. This has the dual effect of helping out 
the professional teachers and finding useful involvement for the teenagers in the educational 
life of the congregation.

Finding ways to retain outstanding teachers is a crucial component of success. It is not 
easy to determine what is cause and what is effect here, but it is clear that stability of staff is 
one of the marks of the best practice schools. Success in retaining teachers involves a number 
of interrelated actions: fair pay is one thing, but this matter came up quite infrequently in the 
best practice investigations. More to the point was a sense of being appreciated by the educa- 
tional director, the rabbi and the community as a whole. There are a number of suggestions 
that the reports present about teacher esteem. The key point is that this matter is directly 
related to the systemic issue of the congregational attitude about the role and importance of 
education. Where education is valued, teacher esteem will tend to be high.

An ethos of professional growth and teacher education characterizes all the best practice 
schools, even—one might say especially— in places that use "nonprofessional" teachers. 
Professional growth opportunities have the advantage of both advancing the quality of teachers 
and their sense of being valued.

We have seen many forms of such professional growth, but they tend to center around 
three areas of focus: a) efforts to increase the subject knowledge of teachers with sessions on 
Bible, Hebrew or Jewish holidays as examples. These sessions are particularly important for 
teachers in supplementary schools who may be professional general educators (such as public 
school teachers who sometimes teach in supplementary schools) who have pedagogic skills but 
lack Jewish knowledge, b) efforts to increase the skills of classroom teaching such as discus- 
sion leading, curricular implementation or classroom management, c) efforts to build a sense 
of personal Jewish commitment in teachers.

The best practice schools use local central agencies, denominational organizations and 
at times commercial Jewish textbook publishers for teacher education sessions. Teachers are
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sion leading, curricular implementation or classroom management. c) efforts to build a sense 
of personal Jewish commitment in teachers. 

The best practice schools use local central agencies, denominational organizations and 
at times commercial Jewish textbook publishers for teacher education sessions. Teachers are 
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also sent to conferences, most notably the national CAJE conference, local mini-CAJE con- 
ferences where they exist, conferences connected to the various denominational educational 
organizations and experiences in Israel.

Most of the best practice schools engage in professional supervision of teachers, almost 
always by the principal. It is also noteworthy that a number of the reports mention that the 
educational directors find that they do not do as much supervision of teachers as they would 
like.

Implications and Possible Recommendations

The area of professional growth is one that should be able to make significant impact 
on Jewish education quality in the supplementary school. We know from the research in 
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 conferences 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 question of teacher educa- 
tion and professional growth.

What form should professional growth take? It is clear that many different options are 
used. These include the three possible focal points mentioned above: Jewish subject matter 
knowledge, pedagogic skills, issues of Jewish commitment. The means used include: inservice 
programs run by national organizations, extension courses at local universities, adult education 
programs geared for teachers, local BJE personnel coming into the school, sessions run by the 
local BJE, retreats for teachers, programs in Israel geared for teachers. Generally schools 
must find the financing the help teachers attend these conferences and sometimes money must 
be found to pay for substitutes while teachers attend workshops. Some schools pay the 
teachers to attend such sessions or relate their salaries to specific hours of inservice training.

The best practice schools do various things to work on retaining teachers. In general 
the focus is on raising the status of the school, and hence teaching in the school, within the 
congregation as a whole. Singling out the accomplishments of teachers through the synagogue 
bulletin and rabbinic support is coupled with treating teachers in a professional manner, giving 
them the appropriate workplace and supporting teachers’ trips to conferences and other in- 
service sessions. Different localities deal with recruitment in different ways. The efforts des- 
cribed in the reports of some congregations to use teenagers and parents in the school as 
teachers or adjunct teachers may be appropriate for adaptation by schools who have difficulty 
finding teachers.

5. Involve the family

"Family education" has become a catchword in contemporary Jewish education, but it 
is obvious from the best practice reports 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" parents 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 many 
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 Communities? 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 reports 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 creating the "cur- 
riculum" for change in the Lead Communities. This should include: Exploration 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 specific 
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 process 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 Practice

Best practice is only one element in the improvement of Jewish education. 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 chance to go beyond best 
practices in order to develop new ideas in Jewish education. At times we have referred to this 
as the "department of dreams." We believe that two different but related matters are involved 
here: first, all the new ideas in Jewish education that the energy of the CIJE and the Lead 
Community Project might be able to generate and second, the interesting ideas in Jewish 
education that people have talked about, perhaps even written about, but never have had the 
chance to try out. It is likely that developing these new ideas will come under the rubric of the
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Best Practices Project and it is our belief that the excitement inherent in the Lead Community 
Project will give us the opportunity to move forward with imagining innovative new plans and 
projects for Jewish educational change.

-11

In tro d u c tio n

--11 

Best Practices Project and it is our belief that the excitement inherent in the Lead Community 
Project will give us the opportunity to move forward with imagining innovative new plans and 
projects for Jewish educational change. 

T ntrorlnction 



-בן

APPENDIX !

Barry W. Holtz

Guide for Looking at Best Practice in the Supplementary School

A "best practice" supplementary school should be a place...:

I. 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 school 
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 involvement happens?]

c. —with shared communication and an ongoing vision
[How do we see this in the day to day life of the school?]

d. —where one feels good to be there and students enjoy learning
[In what way do you see this? What is the atmosphere in classes? The nature of 

student behavior and "discipline"?]

e. —where students continue their Jewish education after Bar/Bat Mltzvah
[Does the school have actual data about this?]

II. Curriculum and Instruction Issues

a. —which takes curriculum seriously and has a serious, well-defined cur- 
riculum

[Is it a written curriculum? Do they use materials published by the denominational 
movements? By commercial publishers?]

Council for Initiatives in Jewish Education
Best Practices Project
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b. —and in which, therefore, students are learning real "content"
[Do you have a sense of what the students leam? About Jewish religious life and 

practice? Moral principles? History? Hebrew language? Israel, etc. In what 
way, if any, does the school monitor student progress?]

c. —in which one sees interesting and "strong" teaching
[Is there a particular style of teaching that you see in the school? (Discussions? 

Lectures? Group work? etc.)
Who are the teachers? What is their Jewish educational background and prepara- 

tion? What is their relationship to the students?
What is 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 children
[Is 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 prayer? Are there 
programs in the arts— music, dance, etc? Is there a retreat or shabbaton 
program for children?]

d. --with family or parent education programs
[What does the school do in this area? Do they use any specific materials or 

programs? (which 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?]

Ill■ Supervision Issues

a. —which engages in regular serious inservice education and/or supervision of
teachers

[Who does the supervision? What is it like? How regular is it? Does the school use 
outside consultants for inservice? Are teachers sent to inservice sessions? 
Where and in what way does this take place? Is there a retreat or shabbaton 
program for teachers?]

b. —with an effective principal who serves as a true educational leader
[In what way does the principal demonstrate this leadership? How do the 

teachers...the parents....the rabbi perceive him/her?]

Introduction
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Team Members: Best Practice in the Supplementary School

Report Writers:

Ms. Kathy Green (Reconstructionist Rabbinical College, Philadelphia) 
Ms. Carol Ingall (Melton Research Center and BJE, Providence, RI) 
Dr. Samuel Joseph (Hebrew Union College-Cincinnati)
Ms. Vicky Kelman (Melton Research Center and Berkeley, CA)
Dr. Joseph Reimer (Brandeis University)
Dr. Stuart Schoenfeld (York University, Toronto)
Dr. Michael Zeldin (Hebrew Union College-LA)

Additional Consultants:
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"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 Eastern 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 congregation 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 community 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 curriculum for the school using the resources currentiy 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 resources in developing and nurturing its synagogue school, along with a host of other 
educational activities.

Council for Initiatives in Jewish Education

Best Practices Project

Temple Isaiah
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"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 Eastern city. My 
primary contact person and informant at Isaiah 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 S. 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 S.; Dr. P. is also 
principal of Isaiah’s Solomon Schechter Day School (SSDS). This day school for children 
from K through 8 began ten years ago with 17 children and currently 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 school as a strategy to 
infuse what he perceived as an aging and faltering congregation with young people and 
new activity.

While Dr. P. believes that 20-25% of the SSDS students come from other congregations 
and perhaps 30-35% are not affiliated, the school is subsidized by Isaiah. Tuition is under
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$5,000 per year, and a spring trip for graduating 8th graders to Israel was financed in such 
a manner as to insure that no child was deprived of the opportunity to go for financial 
reasons. The Solomon Schechter Day School’s PTA is represented on a PTA Council 
along with representatives of other Isaiah schools. Dr. P. runs a "Middle School Minyan” 
which meets twice a month in the synagogue and is only for children. 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 contact 
with students, faculty, staff and parents.

THE RELIGIOUS SCHOOL

Teachers employed by SSDS also teach in the religious school, which maintains classes 
for grades K through 7. While the total religious school enrollment is 388, class meeting 
times vary in duration and schedule slots. Kindergarteners and first graders only attend 
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 additional hours 
each Sunday. Students follow the regular curriculum of the six hour program but are the 
beneficiaries of special programming in the additional two hours. Classes in Torah cantil- 
lation and Zionism have been offered, and the question of possibly using the additional 
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 translate their 
interview data into a play; and finally the children will perform their play for their elderly 
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 Hebrew high 
school program, where alumni of the religious school and SSDS can meet. A typical 
activity which draws about 100 teenagers is a monthly, social dinner meeting. Until the 
end of this school year (1992) more serious religious school graduates were encouraged to 
attend a three session a week BJE program and come to a Havurah study session at Isaiah 
on Tuesday nights. SSDS alumni were encouraged to participate in a similar BJE struc- 
ture. By enrolling in any Tuesday evening youth program at Isaiah a student automatically

Temple Isaiah
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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 translate their 
interview data into a play; and finally the children will perform their play for their elderly 
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 Hebrew high 
school program, where alumni of the religious school and SSDS can meet. A typical 
activity which draws about 100 teenagers is a monthly, social dinner meeting. Until the 
end of this school year (1992) more serious religious school graduates were encouraged to 
attend a three session a week BJE program and come to a Havurah study session at Isaiah 
on Tuesday nights. SSDS alumni were encouraged to participate in a similar BJE struc
ture. By enrolling in any Tuesday evening youth program at Isaiah a student automatically 
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becomes a member of USY. A special student/faculty committee called "Lift" is 
responsible for social programming. A structural problem or challenge for Isaiah 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 
School.

The following structure and system for accommodating differing interests on the part of 
students has been designed for next year. Students who chose may attend a weekly, one 
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 Isaiah rabbis; has 
homework, grades, and required attendance. Or they may decide to attend the "Havurah" 
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 religious 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 evening 
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 children back into 
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-school accepts children as 
young as two years of age and goes through pre-k. The pre-school functions as a feeder 
school for SSDS; in fact, the pre-k class evolved out of need for a class for children not 
quite ready to enter Schechter’s kindergarten. Interestingly, parents of pre-school 
graduates who do not intend to send their children to SSDS tend to resist sending their 
children to Isaiah’s kindergarten, choosing to enroll them in the religious school for first 
grade. Their reasoning seems to be to allow their children more time for transition to 
"regular" school kindergarten, feeling also that the children have received a lot during 
their pre-school years.

FAMILY EDUCATION

Ms. M ., a graduate of Brandeis University’s Homstein program and a teacher within the 
religious school, directs three family education coordinators who began working with 
kindergarten and first graders and their families but hope to expand their work upward 
through the grades. The curriculum for sessions with parents 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 parents 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 parents 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 journals 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 education 
course as well as combined study in the Judaic Academy and Isaiah and journal 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; 5th and 
6th graders; and 7th and 8th graders). Shabbat morning could find the following groups 
functioning outside of the main sanctuary service: Torah for Tots; Junior Congregation 
(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 School Minyan meets two 
times a month and is only for kids, lead by Dr. P. and attended by SSDS students). Once 
a month there is a free Shabbat lunch attended by any and all kids’ and their parents at this 
lunch birthdays are announced.
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STAFFING

While the staff of the religious school is well trained (out of 17 teachers, there are 1 
M S.W ., 7 M S.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 who 
were members of the faculty four years ago when Rabbi S. began his tenure remain 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 mission; 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 on Shab- 
bat.) Rabbi S. expressed willingness to change curriculum to capitalize on the individual 
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 and 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 "on the line" 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 arena for 
developing curricular teaching materials, has influence. Rabbi S. maintains 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 and 
made changes slowly. Some changes he made include: phasing out conversational 
Hebrew; requiring teachers to design and share with students a "seder shel yom"; 
encouraging teachers to develop classroom goals which enable him to oudine a curricular 
overview of the school.

It is Rabbi S .’s dream that each classroom teacher begin the year with an itemized docu- 
ment of goals for each student. Next to each goal is a space for the teacher’s signature 
when the goal has been achieved. Currently these documents are in use through the "heh"
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level and are in the works for higher grades. Curricular content is listed below by grade 
level.

Aleph: Letter identification leading by the end of the year to oral reading. Throughout the 
grade levels, understanding of Hebrew words is taught. On tests in higher grades students 
are expected to write Hebrew words, names, etc., in response to questions {i.e. Avraham 
(in Hebrew) left Haran (in Hebrew)}. We learn this in Sefer Bereshit (in Hebrew)] - 
Melton holiday materials - Family education programs orchestrated by Marietta (for 
example, the moon & the calendar; Jewish birthdays & names)

Bet: The year of havdalah: family education program; learning first part of shaharit: 
Israel; holiday vocabulary; Our Living Past (Behrman House).

Gimmel: Kabalat shabbat: home rituals; Ron Wolfson’s seder shel shabbat materials; 
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 curriculum)

Vav: Tikun Olam with reading of Jonah (self); Esther (responsibility); Ruth (extra acts of 
loving kindness); Amidah.

At the completion of the vav year an examination of Jewish knowledge is given. In order 
to graduate from religious school students must pass this examination. Occasionally stu- 
dents fail and are given an opportunity to re-take the exam. Children failing the examina- 
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 not to fulfill an alternative assign- 
ment and was not allowed to graduate.

At the end of the school year summer homework and/or reading lists are handed out.
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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 Ramah camps as the 
source of this knowledge. What follows below are two of this observer’s favorite 
examples.

1 ) 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 on the poster. 
Next as the story of the Shoah was told, the poster was cut up into many fragments. 
Children were given only a very small percentage of the remnant of the poster and told 
that they could try to create another collage working with poster paper on which were 
identified cities that had received refugees after the war: Tel Aviv, Haifa, Jerusalem, 
Montreal, New York, etc. The children became so engrossed in their attempt at 
reconstruction that the school day ended and they did not want to leave their project. Thus 
they participated in a graphic illustration of destruction and resurrection.

2) "Rabbis and Romans" is a game played in celebration of Lag b’Omer on the wide lawns 
and playing field of Isaiah. Areas are marked as caves and tunnels, which are safe spaces. 
Children are divided into two teams: Rabbis and Romans. Midway through the game, a 
whistle is blown and children switch. (Rabbis become Romans, and Romans become 
rabbis.) Each teaching of Pirke Avot is cut out on a separate slip of paper. Rabbis can 
only learn Pirke Avot in a safe place, but a whistle is blown to limit time available in any 
given cave or tunnel. The winner of the game is the team of rabbis who has learned the 
most Pirke Avot. A rabbi captured by a Roman can no longer learn Pirke Avot. Perhaps 
the nicest aspect of the game is that the rules were worked out by Jacob, a young teaching 
aide in the school.

MEASURING SUCCESS

By what yardstick can success of Isaiah’s schools be measured? If enrollment is a 
standard, then clearly the programs are successful; witness the religious school’s teacher 
roster which shows an increment of numbers of classes in each grade level with the largest 
number or increases paralleling Rabbi S .’s presence within the school. According to 
teachers, SSDS and religious school students are meeting positively within the walls of 
Isaiah, acknowledging differences in their educations (especially in Hebrew language) but 
also finding commonality in Jewish commitment. While this positive vision could only be
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validated through extensive interviewing of students and parents, Rabbi S. in part accounts 
for the successful integration in the following way: By hiring him as a full time profes- 
sional devoted to the religious school, the synagogue’s leadership made an important 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 enthusiasm 
on the part of faculty, administration and students is contradictory to both current 
demographic studies and patterns observed within the United Synagogue. When asked 
about the apparent contradiction, Rabbi S. joked, "Welcome to Toronto." By this he 
meant that the city itself represents a more traditional Jewish community than many other 
U.S. cities.

In terms of implicit goals of nurturing positive Jewish identity and commitment, Rabbi S. 
and teachers eagerly cite examples of children and teenagers who devote extra time and 
effort to programs within the synagogue and to such positive affect and enthusiasm in 
classrooms as manifested by Ms. C .’s fourth grader skit writers or Dr. M .’s video inter- 
viewers.

It should be pointed out that from those interviewed, two themes explaining success were 
most frequently articulated. Rabbi S., himself, was praised enthusiastically, and Rabbi J. 
was credited with significant administrative acumen in creating the organizational structure 
within the synagogue’s educational programs. It should be noted that one of Rabbi S .’s 
first tasks, assigned by Rabbi J., as he entered Isaiah’s employ was to write an administra- 
tive manual for the religious school. Finally it should be appreciated that the synagogue 
both had the money and leadership which enabled it to seek a skillful and talented profes- 
sional staff.

June 1992
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"Ohavei Shalom Congregation"

Overview

In this report Kathy Green describes "Ohavei Shalom Congregation," a thirteen 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 children 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 program. 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 year: 
First, one hour of student class time on Sunday morning is devoted to the topic; second, 
children and their parents are required to do projects at home together based on materials 
that are sent home. The third component consists of adult education sessions on Sunday 
mornings for parents.

According to the synagogue leadership, parental reactions have been positive and 
enthusiastic. Because of this program the synagogue has a positive image of educational 
outreach 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 participated in the family education program.

Council for Initiatives in Jewish Education

Best Practices Project

r\\__
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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 proposal 
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 curriculum 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.
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What no one, including Rabbi E., could have anticipated as the program was being 
initiated was the profound, ripple effect it would have on the nature of Ohavei Shalom 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, which 
now has an enrollment 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 pattern and its incre- 
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’ join Rabbi E. on the bimah 
and help lead services. The general curriculum of the Hebrew school includes the 
Behrman House series as a tool for teaching reading of siddur. Growth in numbers of stu- 
dents in the Hebrew school parallels Rabbi E .’s tenure in the synagogue with numbers 
increasing incrementally from the lower grades up. Currently ten teachers work in the 
school; it is hard to make statements about stability of teacher tenure; Rabbi E. reports 
that some of the teachers have been at Ohavei Shalom for several years while others 
represent rapid turnover.

STAEF

Two teachers are working, one with each thematic year, in the family education program. 
In contrast to the common expectation of finding women teaching in Hebrew schools, at 
the end of this school year all those working with the family education program were men. 
The staff consists of the synagogue’s rabbi, the Hebrew school principal, and two 
teachers. What the two teachers most significantly share in common is extensive time 
living in Israel. T. G., now a student at HUC/JIR, previously worked for five years as a 
teacher on kibbutz and also comes to Ohavei Shalom with a number of years experience as 
a HaBonim camp counselor. Joe F. lived in Israel on a HaShomer HaZair kibbutz from 
1968 until 1980. He comes to Ohavei Shalom with previous experience teaching in 
Hebrew schools but is employed as the vice president for production of a northern New 
Jersey manufacturing company and sees his teaching as a "labor of love.” Harvey R., the 
school principal, is regularly employed as a public school psychologist; he also is a 
veteran of elementary age yeshiva education. Mr. R. came to Ohavei Shalom a year
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before Rabbi E.. Rabbi E. explained what he looks for 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 enter 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 create an art project illustrating the quote for display in 
their homes.
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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 menorah as a symbol at 
Hanukkah time; or a psychologist leading 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 then told that their 
children’s class would compile a list of values and ideals which they believed their parents 
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 mornings. A classic 
parent-child session was a trip to a Jewish museum when Hiddur Mitzvah was being 
studied. In the Menschlichkeit program parents and children chose to hand 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 program is 
the combination of thematic approach with varying matrixes of interaction 
(teacher/children; parents/children at home; teacher/adults; parents/children in trips or 
special events). This year there were twelve children in the Hiddur Mitzvah theme year; 
they came, as Rabbi E. quips, from ten and a half families (two twins and two 
step-siblings were part of the program). Sixteen children in the Menschlichkeit program 
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 school’s principal, try 
to follow up absence with a telephone call. Unanticipated when the program was being 
planned was the situation of a family with more than one child in close age proximity. In 
such a circumstance Rabbi E. suggested to a mother that she give priority to any program 
which included her children and "cut" adult education classes in which material being 
presented seemed similar to what was addressed the previous year. This is an example of 
idiosyncratic details that could not be planned for in advance.

According to Mr. R. and Rabbi E ., parental reactions have been positive and enthusiastic. 
Rabbi E. could think of a family with young children that joined the synagogue in part 
because of the positive image of educational outreach to families. He also notes that the 
synagogue, although numerically small, fills its calendar with as many events as much
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larger and better staffed institutions. That means that demands are made upon congregants 
which, combined with expectation of participation in on-going family education 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 con- 
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 parents to see 
what efforts their children are exerting in school. He believes that the program is enhanc- 
ing parents’ Jewish educations and allowing parents who perceive themselves as Jewishly 
ignorant to 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 into 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/bnot mitzvah. 
Another benefit of the program is that of families with Hebrew school age children about 
20 per cent are inter-married. Thus the adult education aspect of the programs facilitates 
reaching out to non-Jewish spouses. Parents are required by the family education program 
to come into the school for six Sunday mornings during the year; over a five year period 
minimally they have attended thirty educational sessions.

RIPPLES

Perhaps most interesting is the ripple effect of the program on the demography of the 
synagogue. 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 
participated in the family education program. Because the program is continuous, it will 
take a family with one child six years to become an alumnus of the program; the more 
children, the longer the involvement. Rabbi E. hopes, in fact, in the future not only to 
publish the program as a model for use elsewhere but also to design a similar scheme for 
nursery school children. Thus as time passes, it does not seem unlikely that more and 
more of the synagogue’s identity, public image, and activities will be associated with 
family education.
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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 advance; 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 is 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 principal 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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"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 Zion 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 community Midrasha of 
Jewish Studies, which meets in the school building. Temple Bnai Zion 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.
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"Temple Bnai Zion"

Carol K. Ingall

Council for Initiatives in Jewish Education

Best Practices Project

GOALS

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 inclusion in 
the parents’ handbook.

The goals drive the day-to-day life of the school. There is a core of Hebrew-speaking 
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 Minhah 
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 meeting 
once a month on Shabbat, instead of Sunday. Students attend one of their classes, adapted 
to meet the needs of halakhic Shabbat observance. While the youngsters study, their 
parents do so as well. Parents attend a learners’ minyan. Both groups join for a service 
and family lunch which bring the experience to a close.

Mitzvot play an important role in the curriculum of the school. Students routinely 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 sending its graduates 
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 "to 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 community is invited. They perform Israeli songs, led by their 
Hebrew-speaking music teacher. The sixth and seventh graders discuss current events in 
Israel, using nationally published news magazines for children.

Students and parents seem happy. There are few discipline problems. Teachers who teach 
in both the local Schechter day school and Temple Bnai Zion sense little difference in the 
students’ behavior in the two institutions. (Some teachers indicate that students at the 
Schechter School are more serious about their studies, but agree that there is none of the 
fabled heder acting-out here.) There are a number of explanations for student decorum. 
The principal is considered "very strict." As the librarian commented, "They wouldn’t 
dare." The staff is an experienced, veteran group of professionals. All are trained teachers 
with the exception of a college student. All but one have been teaching for five years or 
more. When asked about the absence of behavior problems, teachers pointed to the 
presence of three clergymen on the faculty. Several teachers commented that since the two 
rabbis and the cantor joined the faculty, student behavior has improved. Contrary to con- 
ventional wisdom, all the teachers agree that having a parent involved in synagogue life is
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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 junior congregation, reading Torah, and leading services. There are twelve 
or so regulars who are coming weekly and beginning to bring their parents 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 recendy, 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 Heritage 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 reports 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 more creative teachers are using projects and rudimentary 
exhibit-based methods of assessing student progress. A Bible teacher uses a checklist 
provided by the principal to measure student learning. In the absence of national standar- 
dized tests, evaluation at this school, as in other 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, including in their ranks two rabbis, a cantor, three 
European-trained, nationally licensed Hebrew teachers, two Israelis who are professional
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educators, seven secular educators, a professionally trained music teacher and a profes- 
sionally trained librarian, and the youngest member of the staff, an enthusiastic, "artsy" 
college student (the daughter of a rabbi.) There is no one "Bnai Zion style;" the approach 
toward instruction is an eclectic one.

The staff 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 orient 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 through 
long-standing family connections. Many of the children’s parents were taught by the 
"old-timers" on the faculty. Most of the faculty belongs to the synagogue. Approximately 
half of them attend synagogue services regularly, where they may run into their students.

I have discussed affective experiences earlier in this paper. I want to note that the Shabbat 
and prayer experiences were first suggested by the parents. The principal reflects that she 
is in the fortunate situation 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 com- 
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 principal 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 train them as 
enablers in a "see one, do one, teach one" mode. Before they attend the Shabbat retreat, 
they will participate in a series of preparatory workshops. Upon their return, they must 
commit to inviting other families to a Shabbat experience. Other family programs include 
the consecration service in which parents participate as Torah readers and prepare family 
heirlooms like wimpels and scrapbooks, and a "Roll Out the Torah" program which fea- 
tures the making of flags for family parshiyot.

SUPERVISION

The principal supervises the faculty formally twice yearly. The process includes a pre- 
observation and post-observation conference. The school has been involved in the United 
Synagogue’s U-STEP program as a part of its regular commitment to professional 
development. Faculty members are regulars at conferences sponsored by the Bureau 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 morning 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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"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 denomina- 
tional spectrum, although the large majority come from Conservative congregations. 
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 to 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 graduation.

The Midrasha is particularly oriented toward promoting Jewish values through its informal 
programs.

Council for Initiatives in Jewish Education

Best Practices Project
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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 representing 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 local 
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-matriculated. 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 of 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 which created the 
school effected a compromise. The school meets for three hours on Sunday at the 
synagogue and two hours on Wednesday at a synagogue in one of the suburban towns. 
There is busing for southern area students on Sunday mornings 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 Federation allocation, makes up 
the rest of the school’s deficit.

B. Goals

The goals of the school are as follows:

1. To raise the level of Jewish knowledge of students and their parents

2. To create informal settings for community youth to socialize

3. To foster commitment to Judaism and the state of Israel

4. To promote spiritual sensitivity, love of family and the synagogue

5. To instill Jewish values and ideals, turning them into life-long habits

6. To encourage a love of k’lal Yisrael

C. Articulation and Communication 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 principal pays visits to the feeder schools 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 created a brochure for potential students and 
their families, as well as an effective slide-tape presentation. There is an annual Open 
House to entice new students and parents. Each of these occasions is an opportunity to 
promulgate the vision of the school as it is articulated in the goals delineated above. 
Probably the most effective method for the dissemination of the goals is through students 
and parents discussing them with their peers.
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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
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those who show financial need. The Bureau, through its Federation allocation, makes up 
the rest of the school's deficit. 
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1. To raise the level of Jewish knowledge of students and their parents 

2. To create informal settings for community youth to socialize 

3. To foster commitment to Judaism and the state of Israel 

4. To promote spiritual sensitivity, love of family and the synagogue 

5. To instill Jewish values and ideals, turning them into life-long habits 

6. To encourage a love of k'lal Yisrael 

C. Articulation and Communication 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 principal pays visits to the feeder schools 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 created a brochure for potential students and 
their families, as well as an effective slide-tape presentation. There is an annual Open 
House to entice new students and parents. Each of these occasions is an opportunity to 
promulgate the vision of the school as it is articulated in the goals delineated above. 
Probably the most effective method for the dissemination of the goals is through students 
and parents discussing them with their peers. 
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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 Jewish Education. 
Because 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 many 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 expand on that 
foundation. Midrasha Aleph promotes summer study programs in Israel 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 stipends from a 
Bureau administered Federation Endowment Fund, Midrasha students are often 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 mornings begin 
within a voluntary prayer and breakfast session. Nearly all school-wide meetings include a 
tefillah component. Students receive modest course credit for leading services in their 
respective synagogues. Whether this achieves the goal of loving one’s synagogue is 
unclear. Like the goal of promoting love for family, it is not as easily quantified as con-
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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 teen 
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 Washington 
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 learning 
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, something 
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. Attrition 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 on 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 created, 
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 principal 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 comfortable.

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 education makes sense."

C. Instruction
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If there is any one Midrasha style of instruction it is discussion. Several classes are limited 
in numbers to promote a seminar-like atmosphere. There is a healthy respect between stu- 
dents and teachers. Students know their teachers from other arenas. Six are rabbis; five 
have congregations of which the students are members. Fourteen are Jewish professionals, 
educators in communal institutions which may have once trained these students. Three are 
secular educators with strong teaching skills. Four are knowledgeable Jewish lay persons, 
involved in the lives of their congregations.

A number of teachers are devotes of cooperative learning and incorporate it into their 
teaching. No one relies on lecturing as his or her primary method of instruction. The 
flavor of Midrasha Aleph is child-centered and problem-oriented, in the best of the 
Progressive education tradition.

The staff is quite stable. This year fewer than 15% had to be replaced. The principal 
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 
Bureau’s high school to be in compliance. The principal meets with new staff members to 
orient them individually, in addition to requiring them to attend the annual opening faculty 
meeting.

D. Affective Experiences

The "practice" in Jewish living as exemplified by the informal tzedakah programs of the 
school are noteworthy. The carnival for residents of the Ladd School, the overnight 
programs at Camp Ramah in Nyack or in Vermont to work on ecological concerns are 
outstanding. Prayer, as I have indicated earlier, is a regular part of the life of the school. 
Although the principal rues the fact that tallitot and tefillin are not second nature to all the 
students and the large majority of parents, graduation ceremonies begin with communal 
prayer. Arts programs may not be represented as well as they should be. There are 
occasional classes in Jewish art and several times students worked on art projects in the 
course of hugim. This year a course is being offered in the image of the Jew in American 
film.

E. Parent or Family Education

In 1991-2 Midrasha Aleph offers two opportunities for parents to study with their 
children: a semester course for parents of juniors and seniors to study American Jewish 
literature with their children, and an eight-week course for the parents of ninth and tenth 
graders to study Jewish heroes with their children. Here I am not a disinterested
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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.)

SUPERVISION 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 faculty from the Hebrew 
College of Boston as well as local Jewish educators for her faculty meetings. Teachers 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 workshops.

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 principal.
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"Emeth Temple"

Overview

In this report Samuel Joseph describes the synagogue school of "Emeth Temple," a large 
Reform congregation in a mid-sized Midwestern city. Emeth Temple is an example of a 
school 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 
synagogue settings.

The success of the school has been growing during the past few years. In many areas of 
involvement there is a marked increase in participation by students from the school. The 
numbers of students attending UAHC summer camping programs greatly increased, 
participating in Israel experiences, UAHC and other programs, rises each year. Most 
impressive is that there are virtually NO drop outs after Bar/Bat Mitzvah until at least 
through 10th grade. This year’s 12th grade class will graduate with two-thirds of the 
original religious school class.

One of the strongest aspect of this school is how it participates in the life of the congrega- 
tion. Emeth Temple as a congregation has a core value of responding to the social issues 
facing the city and beyond. The school is a full partner in any response.

Council for Initiatives in Jewish Education

Best Practices Project
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"Emeth Temple"

Samuel Joseph

GOALS

There is learning going on in the Emeth Temple Religious School. There is excitement in 
the classrooms and the hallways. The school is a vital presence in the congregation and the 
community. ,This school can be counted as one of the "best practice" schools.

The goals of the Emeth Temple Religious School are taken directiy from the national goals 
articulated by the Union of American Hebrew Congregation’s Joint Commission on Jewish 
Education. Several years ago the Education Committee of the Temple adopted these goals 
as part of a curriculum review. The goals were then ratified by the Board of Trustees of 
the congregation. Though only part of the curriculum of the school comes from the 
UAHC, the entire program is founded on these goals.

Each year the school publishes a Parent Handbook that is distributed to each family. 
Prominent in the Handbook are the goals of the school. It should be added that the Parent 
Handbook also includes statements by the Rabbis and Educator about the importance of 
the goals and how these goals are not just for the children in the school, but form a life 
long learning agenda for all congregants.

The school seeks to create Jews who actively and knowledgeably participate in the life of 
the synagogue and the Jewish community. Since this is not achieved in one’s youth, but as 
an adult, it is difficult to measure. It may even be too early to measure if we are to look 
solely at the children. But some things clearly can be seen.

In many areas of involvement there is a marked increase in participation by students from 
the school if one looks at the data over a period of several years. During the past few 
years the numbers of students attending UAHC summer camping programs greatly
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increased. The number of students participating in Israel experiences, UAHC and other 
programs, rises each year. The B’nai Mitzvah Program, a very extensive community 
action curriculum, gets stronger and stronger. The Temple Youth Group is very large and 
active and because of demand a Junior Youth Group is vigorous. Most impressive is that 
there are virtually NO drop outs after Bar/Bat Mitzvah until at least through 10th grade. 
This year’s 12th grade class will graduate with two-thirds of the original religious school 
class. (The school keeps very accurate records concerning who registers and who does not 
each year.)

In a goal area where it may be more difficult to "see" the increase in involvement, the 
school attempts to model that behavior during school time. Tefilot are an example. The 
school now has Tefilah every week in school so the students can practice Jewish life 
behaviors.

Since the issue of retaining children after the bar-bat mitzvah is frequently raised in dis- 
cussions of supplementary school Jewish education, I tried to discover why so many stu- 
dents remain at Emeth Temple?

Essentially there are a constellation of reasons for this phenomenon. I spoke with the 
Educator, Rabbis, parents, teachers, b’nai mitzvah tutors, and students. All confirmed that 
the reason for the high retention rate is complex and multi-faceted. I will attempt to 
explain what I learned.

Clearly there is a tradition in this congregation for post b ’nai mitzvah schooling. It may be 
a historical reason, since the early Reform congregations frowned on bar mitzvah and tried 
to replace it with Confirmation in 9th grade. This congregation, founded by the "father" 
of Reform in the U.S., to this day has large Confirmation classes in 10th grade. My 
thought is there is a strong expectation by the Temple and parents that students remain 
through Confirmation.

Add to the expectation of "at least 10th grade" the fact of the community’s Reform Jewish 
High School. This program, ten years old, is run joindy by five congregations. It meets 
for three hours per week on Sunday evenings. All 9t h12־ th graders of those are eligible to 
attend, and over 200 do! The High School is the meeting place for a large segment of 
Jewish teens in this city. A report on the High School needs to be written some day, but 
suffice it to say for now that its presence is a strong motivator for students to remain post 
bar-bat mitzvah.
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Emeth Temple has a strong youth program. The Junior Youth Group and the Senior Youth 
Group are also a factor in the retention discussion. These groups have a core value of 
Jewish knowledge, involvement, practice, and action. There too is the expectation of 
further Jewish education.

I also found that the Reform Movement’s camping program was a factor. More and more 
of the students are attending the summer camp. Again, the value of a continuing Jewish 
education is held high.

Finally, when a bar-bat mitzvah and his/her family meet with the Senior Rabbi, 
approximately a year before the "event", they must sign a pledge promising that the will 
commit to continuing in the religious education of the Temple. The Rabbi believes that 
this factor is a very powerful one in keeping students in school post b’nai mitzvah.

I must report that the b’nai mitzvah program itself is probably a factor. The students spend 
a year working with a private tutor on their Torah and Haftorah reading. At the same time 
they meet twice a week in class studying what it means to be an active member of the 
Jewish community. The students like the program.

THE SCHOOL AND THE CONGREGATION

One of the strongest aspect of this school is how it participates in the life of the congrega- 
tion. Emeth Temple as a congregation has a core value of responding to the social issues 
facing the city and beyond. The school is a full partner in any response. For example, the 
congregation is part of a coalition called the Interfaith Hospitality Network. Every few 
months, homeless people are sheltered and fed at the Temple for several days. The stu- 
dents in the school are cooks and bakers for these people. The students decorate with wel- 
come posters the classrooms where the cots are placed. The children made curtains for the 
rooms. They make cards of welcome to put on each cot. They even made shlach manot 
during Purim for these people needing shelter.

The students collect all kinds of supplies, from tooth brushes and paste to mops and 
brooms, as part of the Temple’s work with another project called Hope for the Homeless. 
Every grade in the school is involved in yet a third project which matches congregants 
with over 33 social service needs projects in the community. Last year over 600 con- 
gregants participated along with children from the school.
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It is easy to see how the vision of the school, and the congregation, is communicated 
everywhere one looks. There is a weekly Faculty Bulletin containing articles from the 
world of Jewish education, secular education, Judaica and Hebraica. Teacher growth is a 
major goal here. The Temple Bulletin has monthly articles about the school. The parents 
have their own newsletter called Emeth Parents. Even the hallways are covered with let- 
ters thanking the students for tzedakah projects they performed.

THE LIFE OF THE SCHOOL

There is a wonderful feeling in the school. Yes, there are discipline problems at times. 
Usually in the upper grades. But the "trouble makers" tend to cause problems in only 
small ways. Talking too much when it is quiet time, for example. Not listening to the 
teacher is another. Yet the school has a policy of rewarding positive behavior. Each 
semester teachers select students in their class who exhibit "correct" behavior. There is a 
specific list of criteria for the teachers to follow. Students receiving this reward are called 
a Class Act. They have their names published and they receive ice cream certificates, or 
movie passes, and a certificate of recognition.

Overall, the discipline philosophy and policies of the school are admirable. Parents are 
sent a full description of the behavior philosophy, discipline policies, and the Class Act 
Program at the beginning of the year. Post cards are sent home after each class session if 
needed. These cards range from the "We missed you hope you are okay" to " You should 
know that your son/daughter was wonderful in class today". The school also keeps exact 
records regarding referrals of students to the office and contacts with parents when 
required.

After analyzing the systemic issues in the school one is a bit overwhelmed by Emeth 
Temple Religious School’s efforts to be a "good" school. They are committed also to 
improvement and growth. And they are aware that a status quo really does not exist.

TEACHERS

The teaching staff at Emeth Temple Religious School most certainly is the heart of the 
program. There are thirty-one paid teachers and 23 madrikhim. It should be noted here 
that the school includes grades preK through 8 with grades 9 to 12 as part of the com- 
munity sponsored Reform Jewish High School. The Educators and the Rabbis are centrally 
involved in the high school program.
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Approximately 40% of the teachers at Emeth are congregants, 30% rabbinic students from 
Hebrew Union College, 10% are students at a local university of Cincinnati, and 20% are 
from the general Jewish community. More than half of the staff are veterans of the school, 
working there for more than five years. In fact, the only real turnover is caused by the 
graduation and ordination of the teachers who are also full time students.

The rabbinic students bring a great knowledge of Judaica/Hebraica to the school. The 
other members of the staff are less able in this area. At the same time the teachers clearly 
express a desire to know more so they do participate willingly in learning opportunities 
offered by the school, Temple, and the BJE/Community. Faculty meetings are regularly 
dedicated to enhancing the Jewish knowledge of the staff and their teaching skills.

The teaching styles of the veteran teachers are very rooted in informal educational 
methods. All the classes have a strong discussion component, there is a little or no lectur- 
ing. Projects are key in every grade. Two grades should be singled out here. First, the 
Open Room for prekindergarten and Kindergarten. This Open Room has been going for 
16 years! There are 5 teachers, 3 madrikhim, and a music specialist. There are about 62 
children in the Room. The staff is expert at managing and teaching such a program. The 
other area is Cooperative Learning. The 6th grade teacher is an expert in this methodology 
and uses it successfully with her class. She is now training other members of the staff to 
use it also.

During the summer months the Educator meets several times with any new teachers com- 
ing into the school. She uses those times to help them prepare for the school year, whether 
they require curriculum support, administrative assistance, or the like. It is also a chance 
to begin to ease the newcomer into the culture of the school.

The Temple itself has a fine resource that must be noted for its importance to the school— 
its library. The library has over 16,000 volumes! It must be one of the largest synagogue 
libraries in the country. There is a very knowledgeable librarian who is on site almost full 
time and assists teachers, and students, with their research needs.
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CURRICULUM

As stated earlier, the curriculum of the school begins with the national curriculum of the 
UAHC. This is followed through grade 4 and then the curriculum is a straight subject mat- 
ter curriculum. The course work is enriched with special areas such as music and art. 
Parents and teachers receive a fully written out copy of the curriculum so they can see the 
course of study as a whole.

Every grade level has one major project each year that relates to their area of study. This 
project usually culminates with a large program, frequently including parents. For 
example, the 8th grade tzedakah unit culminated in a project called "Life Savers". The 
students developed a set of criteria for judging a person as performing "life saving" acts. 
Using the Temple bulletin and mailings to homes, they called on congregants to nominate 
members of the congregation who perform(ed) such acts and the class voted to whom the 
awards should go. Another grade studied Shabbat and culminated with a Family Day on 
Shabbat.

Each class participates in family shabbat dinners at the Temple followed by services. 
Several classes have a Grandparents Day on a particular Sunday. Tne class studying 
life-cycle has a big Wedding, parents attend and participate. Tu b’Shvat was also a parent 
involvement day.

More work needs to be done in this area, but there is a strong desire in that direction. 
Next year will see even more of these types of events.

Materials used in the school, both print and non-print, come from about every source pos- 
sible. All the major denominational and non-denominational publishers are represented. 
The Educator is committed to providing the teachers and the students with the best 
resource for a particular class regardless of who publishes it.

Evaluating what the students are learning is somewhat difficult in this school. The Hebrew 
program is an exception probably because it is skill related. Each Hebrew class has testing 
all through the year and a final assessment before they move to the next level. The other 
classes are not tested in a traditional manner. Yet looking at the projects of each of the 
grade levels, looking at the programs in which they participate, and taking into account 
the overall level of participation in Temple life, it does seem that learning is going on.

The school does send home report cards twice per year. Called Progress Reports, the 
teachers relate the student’s achievements in class directly to the objectives of that
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particular class in three areas.— academic, Hebrew, and citizenship. Most importantly, the 
teachers have to write a narrative comment about the student so the parents have a context 
for the "grades". Each Progress Report is signed by the teacher, reviewed by the 
Educator, and signed by the Educator.

SUPERVISION

In-service training for the staff is a core value of the school. The teachers are paid to go to 
an all city in-service day run by the BJE. The school itself uses outside paid consultants 
several times a year to work with the staff. In fact this past year the teachers attended 
three workshops at the Temple, one on cooperative learning, one on children and death, 
and another on legal issues and teaching.

The Educator uses a monitoring approach to classroom supervision. She is frustrated that 
she does not have the staff to use a clinical style. It is a priority to add supervisory staff to 
the school.

One thing that does prove useful is that teachers are required to tum in lesson plans at 
least a week in advance of the lesson. The Educator reads each plan, writes comments, 
suggestions, and hints, then returns them to the teachers.

Overall the Educator is a fine model, an educational leader, for the teachers. She is espe- 
daily effective in the area of planning and accomplishing goals. Teachers do look to her 
as their leader.

The Educator is perceived by the Temple community as the professional educator. She is 
always consulted, no staff member or congregant would plan an educational event without 
her input.

Even more, she is viewed as a Jewish professional leader. This is apparent when she is 
asked by the Rabbi to deliver a sermon from the pulpit.

The Educator is involved in the city wide Principal’s Council and she helped in the forma- 
tion of the Tri-state Area Reform Temple Educators group. She is very professional, very 
competent, veiy confident.
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At one time the religious education program at Emeth Temple was extremely weak. 
People connected with the school had a low self image, as did the entire school ”system". 
Since that time the school is on a meteoric rise with no limits in sight. There are areas to 
work on, to improve. But people are saying "how do we get there", "when do we get 
there", not "we’re satisfied; it’s not important".

June 4, 1992

" C r v \  A f l l  ’ rQ m r \ l
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Council for Initiatives in Jewish Education 

Best Practices Project

"Congregation Reyim"

Overview

In this report Stuart Schoenfeld describes the school at "Congregation Reyim," a Reform 
synagogue of 250 families located in the outiying suburbs of a large Canadian city.

Congregation Reyim school runs a successful and innovative program that is characterized 
by an enormous amount of parental involvement, particularly as teachers, tutors and aides 
in the classrooms. "Teaching our own" is the slogan of Congregation Reyim and this 
approach is seen clearly in both the parental involvement and the rabbi’s connection to the 
life of the synagogue school.

By systematically training parents and graduates to become school staff, Congregation 
Reyim addresses two perennial issues in North American Jewish education - first, teacher 
recruitment; second, the gap between home and school.

The synagogue, through its rabbi, educational director and lay leadership, places a large 
emphasis on the role of education. The education committee is reported to be the most 
prestigious of the eighteen or nineteen committees in the congregation. It has ten mem- 
bers; new families are brought on each year. It sets school policies, assists in all activities, 
discusses curriculum and deals with exceptional cases.

This involvement with the school creates community and also presents important role 
models for the students. Students see continuing involvement with Judaism lived out 
before them in school among adolescents as well as parents. Older students stay after Bar 
Mitzvah and Bat Mitzvah, become teachers’ aides, Bar-Bat Mitzvah tutors or teachers and 
are active in the youth group.
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"Congregation Reyim"

By Stuart Schoenfeld

Council for Initiatives in Jewish Education

Best Practices Project

THE SCHOOL AND ITS SETTING

Congregation Reyim is located in a one of the newer suburbs of a large Canadian city. 
Reyim was founded in 1973 and is often thought of as out of the mainstream of the City’s 
Jewish community. There are two other small congregations several miles to its north and 
south. There are no other Jewish institutions in the immediate vicinity. Members of these 
congregations are scattered among non-Jewish neighbors. Their children rarely have other 
Jewish children in the same class, sometimes not even in the same school.

A Reform congregation, Reyim is continuing to grow, with a current membership of about 
800 (250 families) and a school enrollment of about 250. About 20% of the congrega- 
tion’s families are intermarriages and about an equal number are conversionary marriages. 
Professional leadership is provided by Rabbi Bill Miller (pseudonym) and Mrs. Susan 
Gross (pseudonym), director of education.

The synagogue does not have school classrooms. The School meets on Sunday morning 
and Tuesday evenings at a Catholic School which is about 7 blocks away from the 
synagogue. That school is a new, well equipped educational facility, reflecting the 
Province’s policy of funding a public Catholic school system as well as a 
non-denominational school system.

Congregation Revim
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congregations are scattered among non-Jewish neighbors. Their children rarely have other 
Jewish children in the same class, sometimes not even in the same school. 

A Reform congregation, Reyirn is continuing to grow, with a current membership of about 
800 (250 families) and a school enrollment of about 250. About 20% of the congrega
tion's families are intermarriages and about an equal number are conversionary marriages. 
Professional leadership is provided by Rabbi Bill Miller (pseudonym) and Mrs. Susan 
Gross (pseudonym), director of education. 

The synagogue does not have school classrooms. The School meets on Sunday morning 
and Tuesday evenings at a Catholic School which is about 7 blocks away from the 
synagogue. That school is a new, well equipped educational facility, reflecting the 
Province's policy of funding a public Catholic school system as well as a 
non-denominational school system. 
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The back cover of Congregation Reyim’s 1991-2 school booklet lists 60 school staff (35 
female, 25 male) and 16 Bar-Bat Mitzvah tutors (10 female, 6 male). Forty of the school 
staff are teachers; the rest work in some other capacity— office work, volunteers, aids. 
Thirteen of the Bar-Bat Mitzvah tutors are also school staff. The overwhelming majority 
of the staff and tutors (all but two Hebrew teachers) are members of the congregation. 
This is a substantial percentage of a congregation with 250 families. By systematically 
training parents and graduates to become school staff, Congregation Reyim addresses two 
perennial issues in North American Jewish education - first, teacher recruitment; second, 
the gap between home and school.

The work put into teacher recruitment and training reflects a conscious strategy. As the 
school booklet states, "Our school is based on the commitment to ‘teaching our own.’" 
Teachers and parents are role models. When students see parents teaching they learn that 
their parents value Jewish study and contributing to the community. While this is 
presented as an educational strategy, it is also understood as a strategy of community 
building. Many families join because they want to send their kids to religious school. The 
congregation’s strategy accepts that this is motivation for many families. The congrega- 
tion’s educational strategy draws parents as well as children into the school.

It also defines the context for those families whose initial inclination is to have a minimal 
family involvement, one limited to sending the children to school. "It becomes our role," 
said the rabbi, "to see how subversive we can be— and I use that word advisedly— chang- 
ing their behavior and seeing if we can encourage more Jewish activity in the family con- 
text. Our success is mixed, but the secret is to create expectations right off the bat and 
also to have a critical mass." Recruiting parents as teachers is important in its own right, 
but it is also an important way of building up the critical mass of parents and students who 
are role models to the less involved. The critical mass is further developed by having 
many activities in the congregation organized around the school, by including adult educa- 
tion in the responsibility of the education committee and by cultivating older students as 
teachers’ aids, Bar-Bat Mitzvah tutors, youth group members and eventually teachers.

FORMAT OF THIS REPORT

For purposes of comparability with reports of other settings, the findings will be reported
using the categories of Holtz’s "Guide for Looking at Best Practices__" An additional
category, "Other comments," is added at the end of major sections.
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SYSTEMIC ISSUES

1. GOALS

Organizational goals may be expressed at different levels of abstraction. At the most 
abstract level, organizational goals state the ultimate purpose of the collective action which 
takes place in organizational roles. As an outsider I would say that the ultimate goal of 
Congregation Reyim is to use the resources of Judaism to nurture and sustain decent 
human beings through study, community building and role modeling.

Neither the rabbi nor the educational director, nor any documents given to me used this 
kind of abstract rhetoric. However, this vision is implicit in what I was told and what I 
observed about the school’s educational strategy. I would say that this strategy has three 
central elements. 1. We teach our own. 2. We build a close link between congregation and 
school. 3. We learn in order to do. The school is organized around these proximate goals. 
This educational strategy integrates study, community building and role modeling.

It should be noted, of course, that as in any organization what people actually do is guided 
by the interaction between organizational goals and personal agendas. Comments relevant 
to personal agendas appear elsewhere in this report, but a fuller study would be required 
to speak confidently about the personal agendas of various members of the system. Any 
attempt to adapt the educational strategy of Congregation Reyim to other settings should 
take the personal agendas of the people in those settings very seriously.

2. STAKEHOLDERS AND THE SCHOOL’S EDUCATIONAL STRATEGY

The school’s educational strategy grew along with the congregation. The congregation has 
always been led by Rabbi Miller, who came as a student to a group of seventeen families. 
When the congregation decided to hire their student rabbi they were also accepting his 
educational strategy. The congregation has had only two educational directors, both of 
whom have worked as a team with the rabbi and share the commitment to "teaching our 
own" The present educational director, Susan Gross, was previously a high school teacher 
and teacher of English as a second language; she became a religious school teacher when 
her children entered the school in the late 1970s and educational director when her 
predecessor left for another position. The education committee is reported to be the most 
prestigious of the eighteen or nineteen committees in the congregation. It has ten mem- 
bers; new families are brought on each year. It sets school policies, assists in all activities,
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discusses curriculum and deals with exceptional cases. The educational committee has sup- 
ported the school’s educational strategy from the beginning and is guided by it in the deci- 
sions it makes.

The educational strategy is not so much a topic for debate, articulation or validation as it 
is a fundamental part of the culture of the school ־ something which has always been there 
and is now taken for granted. It’s part of the package. What is not taken for granted is the 
implementation of the strategy. The continuing activities which implement the strategy and 
the monitoring of progress towards better implementation keep the strategy a living part of 
the school.

The commitment to the educational strategy does not extend to all parents and children. 
There are families which are ambivalent and marginal about their Jewishness, and some 
classes where children from these families are the majority. The school and congregation 
have programs to draw these families in, and the school and congregation communicate 
clear expectations from the beginning. As noted above, "teaching our own" contributes to 
building up the critical mass of involved families so that they, rather than the marginal 
ones, set the tone.

3. COMMUNICATIONS / VISION

The school’s distinctive educational strategy is communicated in writing in the 1991/2 
school booklet. The director of education writes in her welcoming letter

Our school is based on the commitment to ‘teaching our own.’ The involvement 
and participation of our parents is the model that guides and encourages our stu- 
dents. There are numerous ways in which parents both can and do join in the most 
important task of educating their children.

Parents are urged to become involved in our teacher-training programme, to help 
as administrative assistants, or as parent-aids, to work on the Education Com- 
mittee, or to join the adult education programme or the adult Hebrew programme. 
Reyim’s tradition has taught us that parental involvement enriches both the formal 
and informal Jewish experience of the entire family.

Similar sentiments are expressed in the letter of the chair of the school committee. The 
inclusion of adult education within the responsibilities of the education committee and in
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the school booklet also communicates the vision of the school as a setting for adults as 
well as children.

Reyim’s educational vision is also communicated each year when the education director 
and rabbi meet with new parents. The orientation session explains the philosophy of the 
school: education is not just something that takes place in the school but also in the con- 
gregation and the home. The ways in which those links may be made are presented. 
Participation in various school activities is described and parents are invited to become 
involved in the teacher training program. If individuals are unable to commit themselves 
to the program, they are encouraged to help as volunteers and to move into the teacher 
training program when they have the time.

As well, the education committee periodically publicizes the teacher training program and 
encourages particular individuals. Individuals with particular talents, for example in Israeli 
dancing or art, are personally called and asked to volunteer.

The vision of a community of teachers as well as learners is also communicated through 
the way that older students are incorporated into the educational strategy. Among the Bar- 
Bat Mitzvah tutors, teenagers outnumber parents. Students approaching Bar-Bat Mitzvah 
know that the school encourages them to use the skills they have learned as tutors in the 
school. Many students two or three years past Bar-Bat Mitzvah enter the teacher training 
program. The vision of older student becoming involved with the education of younger 
ones is dramatized through the "l’dor va dor" ritual. During the Shavuot service "Grade 
Nine students call the Junior Kindergarten students to the bimah to honor them and to 
formally welcome them to the study of Judaica and Hebrew." (school booklet).

4. EMOTIONAL TONE

Intensive research would be required to adequately understand how good it feels to be at 
Congregation Reyim and in what ways learning is enjoyed. The following anecdotal com- 
ments from my Sunday morning visit are suggestive: Coffee and cake were laid out in the 
large teachers’ lounge before class. Teachers were sitting at tables talking. The director of 
education spoke with teachers as they came in. The atmosphere was active, but friendly 
and unhurried. The school day began with "O, Canada" and "Hatikvah" and announce- 
ments on the P.A.

The announcements included a mention that I was visiting and asked that I be welcomed. 
As I was walking through the halls, a child came over and said, "Welcome to our school." 
I was told to go into whatever classes I liked and visited five of the eighteen classes and
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B. "Teaching our own" with paraprofessional parents is also connected to flexibility in 
teaching assignments. Particularly in grades 7 - 9 ,  where the morning is normally divided, 
teachers may teach on a part time basis. This accommodates those parents who do not 
make a commitment to teach every week by allowing them to teach, for example, an eight 
week unit for one hour a week.

C. The link between religious participation and school is very strong. The importance of 
prayer came up again and again in the discussion with the rabbi and educational director. 
There were certainly other things of importance to the congregation and the school, but in 
a fundamental way, the ability to share in common rituals is central to the system. The 
rituals of Jewish worship link the identity of the members to other Jews in time and space. 
Regular attendance at services is not required, but much is done to encourage it. Friday 
evening services are held for young families on an average of twice a month. About sixty 
people will come to a regular Friday night service. About thirty will come on those Satur- 
day mornings on which there is no Bar-Bat Mitzvah. The school self-consciously promotes 
"service literacy," familiarity and comfort in services. Each class and youth group con- 
ducts a service during the year. The Hebrew program is oriented towards knowledge of 
prayers. Tefillah takes place in school. The rabbi works in the school, and the educational 
director goes to services and is often on the bimah.

The philosophy of "we teach our own" is connected to the importance of ritual in the con- 
gregation and the school. Parents who teach are not just role models of parents who know 
about Jewish things and talk about them. They are also role models of parents who know 
prayers and go to services.

CURRICULUM AND INSTRUCTIONAL ISSUES

1. CURRICULUM DEFINITION

The school booklet contains a curriculum outline for Judaic Studies from junior 
kindergarten through Kallah, and Hebrew levels from primary through kitah vav. The 
educational director provided me with mimeographed curricula for each grade. These cur- 
riculum documents, however, do not define the curriculum; they are only one element of 
it. Moreover, as new curriculum materials become available and the educational com- 
mittee reviews what happens in the school, the written curriculum is modified, either in 
writing or with the understanding that the modifications will be incorporated into written 
revisions.
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The educational director and rabbi spoke of curriculum in a broad way .

First, they included the synagogue experiences as part of the curriculum. Neither the 
mid-morning tefillah described above nor the involvement of school classes in shabbat ser- 
vices are listed in the curriculum outline, yet both are spoken of as important parts of the 
school’s instructional strategy. The educational director commented that the curriculum 
which the Reform movement has recently published is consistent with the importance 
given to learning Hebrew prayer in the school. Each year, each class and youth group 
leads a service. Six to eight weeks will be spent preparing for the service.

Second, the educational director and rabbi consider those Sunday morning activities which 
create a Jewish atmosphere and encourage socializing to have full status as parts of the 
curriculum. Rabbi Miller said,

We consider the social statements to be part of the curriculum. Kids may come into 
the class announcing a youth group meeting coming up; someone may come in 
announcing a bake sale for tzedakah. That’s fine, we consider that to be part of the 
curriculum. Number one because it influences values. Number two just getting 
Jewish kids together to shmooz with each other and enjoy each others’ company is 
an important component of our school and who we are in the town.

The educational director further explained the interaction between different aspects of the 
school,

Our grade 7, 8 and 9 student teachers are not always needed the full morning. 
They may have the middle of the morning off and they’ll have a youth group meet- 
ing. All of the sudden, the school becomes something that’s central to their Jewish 
identity, it becomes a youth group morning, a fund-raiser, a sisterhood activity ... 
We create our Jewish world. The aura is very, very special; you can’t walk into 
the building without feeling it.

Third, Bar-Bat Mitzvah preparation (20 - 25 per year) is a separate area of instruction, 
involving Bar-Bat Mitzvah tutors (who are members of the congregation, often teenagers), 
the educational director and the rabbi.
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Fourth, the school booklet lists "additional educational programmer" discussion groups 
and adult Hebrew classes, preschool, teacher training, family education and a lending 
library.

2. LEARNING OF CONTENT

Content learning takes places partly in the classroom, following the printed curriculum. 
All the classes observed were focused on content of some kind. There is homework. One 
of the classes I observed consisted of reports of individual projects. There are report 
cards. Members of the Kallah class must pass a three page exam (Hebrew terms, fill in the 
blanks, short answers and an essay). Students also participate in voluntary learning 
activities which supplement what the school does ־ the Rikudiyah, Zimriyah (both 
sponsored by the City Board of Jewish Education), Bible contest (sponsored by the 
Canadian Zionist Federation) and Israel quiz (sponsored by the Reform movement). While 
the formal curriculum covers the standard elements of Jewish education, there is a "tilt" 
towards instruction in synagogue skills and knowledge of religious topics.

Because the curriculum is broadly conceived, formal lessons in the classroom are not the 
only way in which content is learned. Continuous involvement and participation in 
synagogue sponsored activities are given a high priority. The educational director com- 
mented,

Our classes run services. The kids come up on the bimah and chant from Torah on 
a regular basis. They are not strangers because it has become more than a subject; 
it’s part of who they are. There are some things that suffer because of it. On the 
other hand, if it were only school, if Hebrew were only like French, we’d lose 
something because it wouldn’t be important for them. The importance grows as 
they become involved in the process. We have a wonderful retention rate of kids 
who do not leave us after Bar-Bat Mitzvah and bat mitzvah.

3. TEACHING STYLES AND BACKGROUND

The staffing of Congregation Reyim by parents and older students is the school’s distinc- 
tive characteristic. The eighteen classes of 20 to 22 students are well staffed. Most classes 
have more than one teacher. Student aides and volunteers are frequently present. The 
training and supervision of teachers will be covered below in the section on "supervision 
issues." Only the implications for classroom experience will be noted here. The observa- 
tions recorded above on "emotional tone" are consistent with the rabbi and educational 
director’s summary comment on teaching style - it is "relaxed." Teachers are encouraging,
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a regular basis. They are not strangers because it has become more than a subject; 
it's part of who they are. There are some things that suffer because of it. On the 
other hand, if it were only school, if Hebrew were only like French, we'd lose 
something because it wouldn't be important for them. The importance grows as 
they become involved in the process. We have a wonderful retention rate of kids 
who do not leave us after Bar-Bat Mitzvah and bat mitzvah. 

3. TEACHING STYLES AND BACKGROUND 

The staffing of Congregation Reyim by parents and older students is the school's distinc
tive characteristic. The eighteen classes of 20 to 22 students are well staffed. Most classes 
have more than one teacher. Student aides and volunteers are frequently present. The 
training and supervision of teachers will be covered below in the section on "supervision 
issues." Only the implications for classroom experience will be noted here. The observa
tions recorded above on "emotional tone" are consistent with the rabbi and educational 
director's summary comment on teaching style - it is "relaxed." Teachers are encouraging, 
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but are self-conscious about not making the learning of content the exclusive, or even the 
most important, goal of their work.

I would also add that the teaching style is cooperative. There is usually a team in the 
classroom. In grades 7 through 9, the students have multiple teachers. The morning is 
divided into an hour of Hebrew and two one hour lessons; in each hour the class may have 
a different teacher.

Reyim teachers have all been trained by the rabbi and education director, who continue as 
their supervisors. The overlapping of statuses as parents, congregational members, mem- 
bers of a teaching team and graduates of a common teacher training program contributes 
towards a teaching style which reflects identification with an organizational culture rather 
than a technical

division of labor.

4. AFFECTIVE EDUCATION

The curriculum documents describe content, but the educational director and rabbi spoke 
much about the integration of feelings and behavior with knowledge. There is a 
self-consciousness about role modeling, creating the proper atmosphere, learning in order 
to do and to feel like doing. Linking the school to participation in the synagogue has an 
affective dimension. The children have their transitions in the school marked by 
synagogue events junior kindergarten and grade one students are welcomed in September; 
the grade nines and the junior kindergarten participate in the l’dor va dor service; the Kal- 
lah graduation is a creative service. Each class (from grade four up) and each youth group 
runs a service. The Friday night family services are not formally school sponsored, but are 
part of the congregation’s "package."

Other"affective" programs— retreats, tzedakah, trips and zimriyah— are also present. The 
intentional use of the school setting to promote social activities falls into the category of 
affective education, as does the dinner that the rabbi hosts at his house for the Kallah 
class.

5. FAMILY/PARENT EDUCATION

PARENT EDUCATION. Two levels of adult Hebrew, with about fifteen students, are 
taught at the same time as the rest of the school meets. The teachers of these classes are 
also parents. Sunday morning discussion groups sponsored by the education committee are
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periodically held. The director of education leads a Judaica study group on Wednesday 
nights.

FAMILY EDUCATION. There are family services on Friday nights about twice a month. 
The rabbi leads prayers with his guitar, tells stories and invites kids to come up and act 
them out. Every grade is invited to a specific Shabbat morning service. From grade four 
up each grade runs the service. A few special programs are held in other grades. Grade 1 
has shabbat afternoon and havdalah around Tu B’Shevat, with parents, run by the educa- 
tional director. In grade 7 the first five weeks of school are a family Bar-Bat Mitzvah 
program, with students and parents attending together. Grade 8 contains a four week 
family program on parents’ and children’s views of what makes a Jewish home. In grade 
10 parents are in the classroom for the session on mixed marriage.

SUPERVISION ISSUES

1. INSERVICE EDUCATION

In 1991/2, about half a dozen adults joined the teacher training program. Students in 
grades 9 and 10 are given the opportunity to be join the teacher training program and be 
teaching assistants. In 1991/2 about 10 students joined. Not everyone who begins the 
teaching training program completes it, but most do.

The teacher training program is held on Sunday mornings. Teacher training students meet 
together for an hour. The educational director, rabbi or sometimes a guest (usually a 
parent who is a teacher, principal or educational specialist) will present a topic. The out- 
line of weekly topics is attached as Appendix A.

For the other two hours, each teacher in training goes into a grade, where they will spend 
either the full year or half a year (they may switch in the middle if they want). Trainees 
move from observing to teaching parts of lessons to teaching full segments of lessons 
under the guidance of the classroom teacher. Where possible, the educational director or 
rabbi will observe their teaching.

At the end of the year, those in the teacher training program are given a form which asks 
them their feelings about the program, what sessions have been best, which ones they 
would like to see changed. This feedback is used for planning of the next year’s program.
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They are asked which grade level they see themselves most comfortable with and which 
content they prefer to teach.

Their teaching assignment is discussed at a conference with the educational director. In 
most cases, the new teachers are placed as "associate” teachers rather than main teachers.

The morning on which I observed was near the end of the year. The teacher training class 
that morning was led by the rabbi. The class began with five students; three more arrived 
soon. It was composed of teenaged boys, teenaged girls, adult women and adult men - two 
of each. The class began with role playing: "It is June, you two are co-teachers planning 
your first day in class." After about six minutes, a discussion, led by the rabbi, of what to 
do when planning the first day. Then more role playing: "This is September, the first day 
of class. We are the class. Start the class." The rabbi role played a student who first thing 
asks to go to the bathroom. After this short role playing, the rabbi led a discussion by rais- 
ing questions: "What do you do before you get into class? What do you do on the day of, 
before students arrive? When the students come in, what impression do you want them to 
have of you? How do you keep the administrivia of the beginning of the year from getting 
in the way of teaching?"

The school also holds professional development sessions through the year and discusses 
teaching issues at staff meetings.

2. SUPERVISION

Since the financial rewards of teaching are minimal, the primary rewards are personal 
satisfaction and social approval. These rewards effect the supervisor / teacher relationship. 
The goal of supervision is to have everyone in a place where they can creatively use their 
talents. If someone is not working well as a teacher, personal satisfaction and positive 
feedback will be low. It is also significant that teachers are members of the congregation. 
This means, I was told, that they can’t be fired. If a class is not working and the support 
provided doesn’t help, the teacher will be encouraged to move. Sometimes the teacher will 
work better with a different age level or be encouraged to volunteer at the school in 
another capacity. Sometimes the class is one which goes through several teachers or 
grades before they find a teacher that reaches them. Some classes and grades present more 
problems than others. Since most classes are team taught and volunteers and aids are part 
of the instructional strategy, a variety of interventions are possible.
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3. DIRECTOR OF EDUCATION’S / RABBI’S ROLE
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The educational director is responsible for hiring and assigning teachers. She is also 
responsible for general administration and implementation of educational policy. She gets 
to know particular classes as they move up through the grades and uses a.variety of inter- 
ventions with problematic classes. She described one class which had been challenging, 
which "gave our teachers a run for their money for about three years." Different parents 
were brought in, and finally, they got the right combination of teachers who helped them 
focus on a tzedakah project which bonded them together, making them feel very good 
about what they were doing in school.

The educational director and rabbi are both teachers of teachers. They share the teacher 
training program, observe classrooms, give seminars during staff meetings and "are there 
when the teachers need us." Both see accessibility and the presence of the rabbi as some- 
one who knows the children and is involved in the school as important.

4. OTHER COMMENTS

Neither the director of education nor the rabbi have formal training in teacher training. 
Mrs. Gross has an M.Ed. in history and philosophy of education. She worked as a high 
school teacher and an English as second language teacher before becoming educational 
director. Rabbi Miller has only the courses that were part of his program at HUC and his 
camp experience.

SOME CONCLUDING COMMENTS

This concluding section situates the training of parents as teachers in the context of other 
aspects of the congregation and raises the question of the long term effects of Congrega- 
tion Reyim as compared to other schools.

CONTEXT

While the use of parents as teachers is the most readily noticed aspect of this school, this 
aspect does not stand alone. It is one part of the way the school works, and makes sense 
only in relationship to the other parts. Although these other aspects of the school have 
been already discussed, this concluding section highlights them. It is important to recog-
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nize them, as they effect the transferability of the teacher training program from this set- 
ting to others.

1 ) The relationship of the rabbi to the school. Rabbi Miller teaches, invites students to his 
house, makes school classes central to the yearly synagogue schedule, and gets personally 
involved in Bar-Bat Mitzvah. In his relationship to parents whom he would like to recruit 
as teachers, he sets an example.

2) The stability of the educational strategy. The school’s educational strategy was intro- 
duced by the congregation’s one and only rabbi almost twenty years ago. The present and 
past educational directors subscribe to this strategy. It is part of the culture of the school, 
a shared understanding taken simply as "the way we do things." Building this orientation 
towards Jewish education as a change introduced into other settings would raise challenges 
not faced at Reyim.

3) The size and isolation of the congregation. Reyim is still small enough so that it doesn’t 
feel like a bureaucracy. A similar program might work in a larger congregation in a 
largely Jewish neighborhood, but it wouldn’t feel quite the same as at Reyim. It would not 
necessarily be worse or better, but it would definitely be different.

4) The financial dimension. "Teaching our own" at paraprofessional pay makes it possible 
to have a team in the classroom and to still keep dues lower than they would otherwise be. 
Financial considerations may be different at other congregations depending on the level of 
affluence and family life-styles.

LONG TERM EFFECTS

Can an educational strategy like the one followed at Reyim have the long term effects that 
proponents of Jewish school reform hope for?

Despite their pride in what they have done, no one at Congregation Reyim expects their 
educational strategy to be Ae solution to the problem of Jewish continuity in North 
America. The identities shaped at Congregation Reyim are also shaped by public schools, 
peer groups and the mass media. Moreover, Reyim still has its share of marginal and 
ambivalent families who resist the commitments the congregation promotes. Some join the 
congregation and enroll their children in school only to please their own parents. The 
children in the school all have non-Jewish friends. Older students inter date. When they 
leave home for university, their ties to the congregational community will weaken. The
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friends they make on campus, their adult value commitments, their romantic involve- 
ments, and their marital choices are all uncertain.

It is possible, though, that what is done at Reyim may shed some light on broader issues 
raised in the discussion of Jewish continuity. It is now becoming common for writers on 
Jewish continuity to note that neither the Holocaust nor Israel have the same emotional 
impact on commitment to Jewish identity that they did a generation ago. Yet identification 
with Jewish suffering and a reborn nation-state are still used to mobilize adolescents and 
young adults because (it is said) they don’t know anything else about being Jewish. The 
students who go through Congregation Reyim may come out knowing something else. 
They will have seen their parents, or parents of classmates, take responsibility for making 
a synagogue school work. They may carry with them after they leave the knowledge of 
what it feels like to be part of a community that uses ritual and study to gain access to a 
rich intellectual and emotional tradition.

November 10, 1992
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APPENDIX A

Reyim TEACHER TRAINING COURSE WEEKLY TOPICS, 1991/2 

First Semester

Role of the Congregation Reyim Teacher

How to Teach About God

Teaching Strategies #1

Teaching Strategies #2

How to teach Torah

Lesson Planning ft1

Lesson Planning #2

The Special Child

Midrash

Class Management #1 

Class Management #2

Active Learning

Second Semester

Ancient Jewish History 

Jewish Story Telling 

Jewish Resources 

Questioning Skills 

Medieval Jewish History 

Modem Jewish History 

Overview of Curriculum
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Learning Centres

Kohlberg and Moral Development
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Special Topic
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Best Practice in the Supplementary School 

(For Individual Schools)

REPORT BY: Michael Zeldin

Date May. 1992

Name of the School "Congregation Beth Tzedek"

Denominational Affiliation Reform

Approximate Number of Students 400 

From ages 5 to 17

Number of Teachers: 20 (plus 20 co-teachers)

Students attend 4-4.5 hours per week;(2 days per week)

Approximate annual budget (if available) S230.000 (some 

programs have separate budgets in addition to this

What particular emphases of this school are worth noting: 

Educational activities outside of school (e.g. The Show) 

School-congregation relationships 

Professional leadership 

Madrichim (post Bar Mitzvah aides)

Hebrew Center (curriculum enrichment)

Temple Isaiah
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"Congregation Beth Tzedek"

Overview

In this report Michael Zeldin describes "Congregation Beth Tzedek," a Reform congrega- 
tion in a large West Coast city. Beth Tzedek is characterized by its ability to create a sense 
of community through a variety of imaginative educational experiences. The professional 
staff and lay leadership of Congregation Beth Tzedek have created a vibrant community 
despite the geographic challenges of suburban life in Southern California.

The goal of the religious school can be captured in one word: Continuity. The educational 
programs are all designed to instill within students and adults a commitment to the con- 
tinuity of the Jewish people. Since the congregation is the most tangible representation of 
the abstract idea of "the Jewish people," commitment to the temple serves as a bridge to 
larger commitments. The loving atmosphere thus contributes to the educational enterprise: 
Students and their families become committed to the Jewish people by first becoming 
attached to the congregation.

Much of the success of the school is attributed to efforts of its longtime principal. The 
principal is a central focus for the school’s activities and an advocate for the school and 
for education in general within the congregation. She has been particularly successfull in 
her efforts to link school life with congregational life. When the leaders of the synagogue 
talk, it is difficult to discern the boundaries between the congregation and the school, if, 
indeed, there are any.

Beth Tzedek is an example of how a synagogue committed to education working with a 
strong and energetic educational leader can build an involving and dynamic school with a 
host of programs designed to address the needs of contemporary Jews.

Council for Initiatives in Jewish Education

Best Practices Project

Congregation Beth Tzedek
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"Congregation Beth Tzedek"

Michael Zeldin

INTRODUCTION

Seventeen-year-old Becky B. bounces out of her classroom door like a kid bursting into a 
candy store. She bubbles with enthusiasm as she descends the stairs and enters the 
courtyard of the school building. She is eager to talk about how much the temple means to 
her; she says that the temple is her second home. She is an alumna of many of its educa- 
tional programs, and she now co-teaches a first grade class because "she wants these kids 
to have the same exciting experiences I did growing up."

Cindy and Wayne S. are co-chairs of the religious school committee. They sit quietly at a 
picnic table in the courtyard discussing how they became involved with the religious 
school. Like so many other adults, they remember their own religious school experience 
as something worth forgetting. Here, though, they find that parents don’t force their 
children to come; "kids make the parents come." Now, they are happy to play a role in 
supporting the temple, its programs, and its staff because they believe that the religious 
school makes Judaism a joyous experience for everyone who is involved with it.

Debbie teaches at the temple almost every day of the week. This is her first year teaching 
after a 3-year hiatus while her family was living in New York. She was thrilled when she 
had the chance to move back to town so she could once again teach at the temple. It is 
such a warm, loving place, she explains, that she missed the family feeling she gets there 
and which, she hopes, she in turn gives to her students.

Becky, Wayne and Cindy, and Debbie are a few of the many people whose lives have 
been touched by the magic of Congregation Beth Tzedek in a large California community. 
The city is a sprawling metropolis with a Jewish population of 75,000. The temple is 
located downtown, on the same site on which it has been located for over 100 years. 
Most Jewish families no longer live nearby; they live scattered up the coast and inland 
through the newer suburban valleys that stretch out into the California desert. A Northern
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suburban branch school offers easier access to the temple’s school on weekday afternoons, 
but on Sundays, parents shlep their children downtown so they can be part of the Beth 
Tzedek experience.

MORE THAN A SYNAGOGUE, A COMMUNITY

The professional staff and lay leadership of Congregation Beth Tzedek have created a 
vibrant community despite the geographic challenges of suburban life in Southern 
California. Senior Rabbi M.S. has served the congregation for close to 20 years. Assistant 
Rabbi L.C. has family roots in the city that go back more than a generation and is raising 
her own young children in the congregation. Educational Director H.S. has been part of 
the Beth Tzedek community for more than a quarter-century. And Congregational Presi- 
dent B. B. is a life-long member of Beth Tzedek; her children and grandchildren have 
grown up in its schools.

The stability and sense of family created by the congregation’s leadership pervade the 
school: Every weekday afternoon and Sunday morning, Educational Director H.S. wel- 
comes children as they get out of their cars. She greets parents as well and frequently asks 
about their families and, in particular, their older children. With a smile and a few kind 
words, she makes them feel part of a community. She also handles many potential 
problems casually so they don’t become major issues.

For Cindy and Wayne, the school committee chairs, communication is what makes this 
"temple family" work so well. The temple staff is responsive to what parents have to say, 
they explain. As an example, they cite a recent meeting which addressed a problem many 
parents expressed: The temple had not offered programs for teenagers since the high 
school youth group became dormant several years ago. The meeting brought together the 
rabbis, the educational director, the school committee chairs, and a group of interested 
parents. Together, they developed a plan of action, which the staff then implemented. 
Cindy explains that this is typical of how the temple works: Parents have an idea, they 
approach the rabbis and educational director, and they respond. The result is an educa- 
tional program with a diverse series of options.

For Debbie, the loving atmosphere that makes the temple so special starts with the rabbi 
and educational director. Their warmth sets the tone for the entire congregation. H .’s 
effusive personality, and the hugs and kisses which she freely dispenses, have earned her 
the appellation "Eema." She is always ready to hold a hand, put an arm around a 
shoulder, dry a tear, or share a triumph with a smile of encouragement and pride.
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Teachers and students alike know that to be in H .’s presence- or in the presence of any of 
the staff members who have "caught the love bug" from her— is to be safe and secure. 
Debbie smiles, laughs, hugs and kisses students in class and when they pass her in the 
courtyard. She wants her students to feel as comfortable and appreciated at temple as she 
does.

THE SCHOOL

Beth Tzedek is more than a place where children come to feel good about themselves; it is 
also a place where they come to leam about being Jewish. The goal of the religious school 
can be captured in one word: Continuity. The educational programs are all designed to 
instill within students and adults a commitment to the continuity of the Jewish people. 
Since the congregation is the most tangible representation of the abstract idea of "the 
Jewish people," commitment to the temple serves as a bridge to larger commitments. The 
loving atmosphere thus contributes to the educational enterprise: Students and their 
families become committed to the Jewish people by first becoming attached to the con- 
gregation.

The school’s curriculum addresses the school’s goals in many direct and indirect ways. A 
mural outiining the curriculum adorns one wall of the courtyard. It was painted several 
years ago by students as part of a school-wide project. The mural depicts the continuity of 
the Jewish people from the time of Abraham in Ur until today in the United States. Stu- 
dents who take the time to stop and admire the mural do not miss its message: It is their 
responsibility to insure the Jewish people’s continuity into the future.

In addition to Jewish history, students leam about Jewish holidays and values, for these, 
too, are paths to Jewish commitment. In all these content areas, though, the school has 
made a choice: Amassing large amounts of knowledge is not as important a goal as 
developing a commitment to Judaism and a thirst for knowing more. The hope is that 
when students are older and more able to understand the deeper philosophical principles of 
Judaism, their experiences as children and the commitment they have developed will lead 
them to a desire to study more.

Outside the classroom, students leam about Judaism in more informal ways. They 
celebrate Shabbat at camp or at a Shabbat dinner at temple. They work several Sundays at 
a local shelter for the homeless as part of their Bar or Bat Mitzvah preparation. They leam 
tzedakah by bringing used clothing, toys, or children’s books as the price of admission to 
temple activities.
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Beth Tzedek’S OTHER CURRICULUM

Part of what makes Beth Tzedek such a special place for children and their families is its 
veritable alphabet soup of educational programs that take place outside of school. There is 
a program to meet every family’s needs and interests. The temple has its own preschool 
and day school (which will not be described here), an infant and toddler program, a 
religious and Hebrew school, a performing troupe, a postBar and Bat Mitzvah Hebrew 
program, a young-adult volunteer program, and a summer day camp for 2- to 5-year-olds. 
In past years, the temple has also had its own summer sleep-away camp. Because of the 
family atmosphere and shared commitments of the temple, there are few conflicts between 
the various programs. Even the day school is an integral part of congregational life on a 
par with other programs, neither overshadowing them nor being overshadowed. Since the 
day school became financially self-sufficient, it no longer competes for resources with 
other programs, and day school children participate in the out-of-class educational 
programs alongside their religious school and Hebrew school counterparts.

The shining star among these programs is the annual Show. Each year, students from 8 to 
16 volunteer to spend Sunday afternoons preparing a musical variety show based on a 
Jewish theme. C.F., a dynamic and gifted composer and director, writes each year’s 
production under the guidance of the Educational Director. C. then teaches students the 
Jewish content on which the show is based, and lovingly guides them as they prepare to 
sing, dance and act. Recent shows have focused on immigration to America (featured in 
Shofar magazine and performed on stage throughout California, even at Disneyland), 
Jewish heroes (including a home-made rock video featuring more than 100 student per- 
formers), and the Book of Esther.

Last year’s production, ”The Role Model," was set in a drama class. As the show opens, 
students in the class are dividing into groups to prepare skits about Jewish heroes. One 
member of the class comes late and is not accepted into any of the groups. He watches as 
one group presents the life of Theodore Herzl and another the heroism of Hannah Senesh. 
As he is worrying about what hero he will select, he doses off and dreams of a magical 
history book which brings to life the prophets and sages, the warriors and poets of our 
people. When he awakes, he realizes that the people who work with the elderly, the dis- 
abled, and the homeless are the real heroes of the world. The show ends as he— and his 
fellow students— realize that "maybe someday I’ll be one of these quiet heroes." The 
audience sat in stunned silence as the story unfolded. Adults in the audience realized how 
much children in the show had learned . . . not just about theater, but about Jewish history 
and Jewish values.

The Show is typical of the extra-curricular programming that makes Beth Tzedek so sue- 
cessful and so loved by children and parents. Children spend many extra hours at temple.
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The atmosphere of the school is quite informal. Children engage in serious learning, using 
materials from national Jewish publishing houses, but the feeling one gets is that the 
classrooms are more like club houses than school rooms. Children are relaxed, but atten- 
tive; casual, but not blase. It is rare for students to be sent to the office for misbehaving; 
they are too involved in activities to have time to act out.

The Hebrew program, in particular, has a relaxed atmosphere. As part of their program, 
students often go to the Hebrew Center where a cornucopia of independent learning 
materials for enrichment, remediation and review awaits them. Materials in the Hebrew 
Center have been designed by its professional staff and by older students, under the 
guidance of Educational Director. Ten self-paced units form the core of the Hebrew 
center. Each unit focuses on a different theme and helps students learn vocabulary, gram- 
mar and reading skills based on that theme. Activities in each unit include reading, writ- 
ing, listening, vocabulary development and enrichment. Students are free to select their 
own activities in each area. The Hebrew Center thus fosters a sense of independence and 
freedom that counteracts the feelings of boredom and resentment that students in other 
schools often feel.

The enrichment activities, in particular, add excitement to the process of learning. Stu- 
dents can choose to make a videotape, write a story, play vocabulary games, work on 
computer programs, or prepare a puppet show. As part of each unit, teachers also have 
access to videotapes, games and other media that make whole-class presentations as 
involving and motivating as the independent work. For example, one videotape is 
designed to reinforce reading skills related to final letters. Prepared by post-Bar/Bat 
Mitzvah students, the videotape includes segments in which Bert and Ernie of Sesame 
Street explain to one another how to read final letters, and a rock song, complete with 
electric guitar, which introduces and explains the various final letters in the Hebre 
alphabet. Children find all of these materials highly motivational because they "speak the 
language of children" and feature older students who serve as models of young people 
who know and care about Hebrew.

Parents are drawn into the learning process, too. The school often sends home Hebrew 
homework packets. As the School Committee Chair explains, the packets, "help parents 
learn while helping them help their children learn." Parents are also encouraged to help 
out with the many special projects and programs in the school, using their skills as cooks, 
seamstresses, carpenters or anything else. Even the many intermarried couples find them- 
selves drawn into temple life, he explains, because their children are so involved in its 
educational programs.
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They make close friends. They feel they are part of "something larger than themselves." 
They feel good about themselves and their accomplishments. And they leam about 
Judaism in the process.

The longest-running program is Madrichim, a program conceived by the educational 
director more than twenty years ago, and which she still teaches herself. Many years ago, 
before she became Educational Director, H. realized that the only way to keep teenagers 
involved in temple life was to make them feel important and to assign them to leadership 
roles. So she volunteered to begin a class for Hebrew school graduates, which she called 
"Madrichim." The teenagers were to be assigned specific responsibilities in the school: 
They were to make presentations to younger students, to teach them occasional Hebrew 
lessons, and, as a culmination to the year, to be "counselors" at "Hebrew Camp," a 
weekend conclave for students in the Hebrew school. In order for them to be effective as 
leaders, the teenagers were to practice oral Hebrew and leam leadership skills in biweekly 
classes. The goal set before them was to make Hebrew come alive for younger students. 
As a result, Hebrew came alive for them, too. After several years of success, H. expanded 
Madrichim, and now there are "Mad 1" and "Mad 2", programs that bridge the gap 
between Hebrew School graduation and Confirmation for a "select group" of students (any 
students that apply, and each year more than 75% of those eligible do).

Another highly successful program brings young families into the Beth Tzedek community 
by offering what their extended families no longer offer: on-going support and advice 
about childrearing. Most young Jewish families in San Diego are transplants from 
elsewhere; "Bubby" may live a two-hour-drive north in Los Angeles or a 3- to 5-hour 
flight to the east. She is no longer near enough to give the young parents advice. This bee- 
omes a "surrogate extended family" for young moms and dads as they assume their new 
roles as parents and heads of Jewish families. The ties that they forge with one another 
and with the temple remain strong as their children grow.

Many young people from the city go away to college, but then come back home to start 
their careers. Some of them become teachers in the religious or Hebrew school, but most 
cannot take time out of their careers to teach all year long. But many do come to Beth 
Tzedek a few Sundays each year as part of V .I.P.s (Volunteers in Programming). They 
help out by preparing and conducting occasional school-wide programs, and by playing 
the roles of characters from Jewish history in classes. Through V .I.P .s they remain con- 
nected to the Jewish community during the years when many of their peers stray from 
their Jewishness.

Another temple project, Camp Beth Tzedek, ran for several years in a rented facility out- 
side the city. It provided day school and religious school students a chance to experience a 
Jewish environment filled with summertime fun. The camp utilized the best techniques of
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Jewish educational camping (including twice-daily educational programs utilizing 
experiential learning), an atmosphere suffused with Jewish rhythms (including daily tefilah 
and full Shabbat experiences), and a Hebrew-language environment (particularly in the 
dining hall). Supervised by H.S. and led by local college students, Camp Beth Tzedek 
provided both education and inspiration to its staff and campers.

Becky B., the seventeen-year-old co-teacher, is an alumna of most of these programs. She 
went to pre-school, religious school, Hebrew school, and Confirmation. She participated 
in Madrichim and spent several summers at Camp Beth Tzedek. And she starred as 
Haman in a recent Show production. She talks about how the Jewish friends she made 
over the years growing up at Beth Tzedek are still among her closest friends. Her social 
group from temple has remained close even though they attend high schools far away from 
one another. Her fondest memories of growing up are memories of going to camp with 
her temple friends. She doesn’t plan on staying in the city for college. But she is sure that 
when she goes away she will seek out Jewish activities and Jewish friends.

A Dynamic Educational Leader

When asked what made the experiences at Beth Tzedek so wonderful, Becky did not 
hesitate in crediting "Eema," H.S. H. has been part of the professional staff at Beth 
Tzedek since she and her husband moved to California. She was looking for a way to 
share some the excitement she felt growing up in a Conservative, Zionist family in 
Detroit, and she landed a job teaching Hebrew at the local Reform temple. She taught 
Hebrew for a few years under creative educational directors who encouraged her to use 
her talents to make her classrooms as lively and stimulating as possible. When the con- 
gregation was looking for a new educational director a few years later, its leaders turned 
to her. She agreed to become the educational director, and has been in that position ever 
since.

H. is a tireless leader, who recognizes and encourages the talent of others. She is con- 
stantly on the lookout for people with a "special spark" to share with the temple and its 
children. Over the years she has encouraged many talented young people to become part 
of her "team." Some of them have gone on to other leadership positions in Jewish educa- 
tion, but many are still part of the Beth Tzedek family. H. has inspired her staff to care 
deeply about the school, the children and their activities. For example, when H. hired a 
new school secretary several years ago, she brought her to CAJE. She wanted her to be 
more than an office manager; she wanted her to feel part of the school and to understand 
the excitement of a dynamic Jewish program.
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Much of H .’s success is due to her efforts to link school life with congregational life. In 
this she is joined by the Rabbis, synagogue President and School Board Chairs. When any 
of these leaders talk, it is difficult to discern the boundaries between the congregation and 
the school, if, indeed, there are any. H. attends every meeting of the congregation’s board 
of directors and finance committee. She feels that she needs to stay involved in all of the 
congregation’s programs and all of its deliberations. By knowing the "big picture" in the 
congregation, particularly its financial condition, she has become an able and credible 
advocate for Jewish education. When she presents a budget for the congregation’s educa- 
tional programs, lay leaders know that she understands and appreciates the other strains 
and stresses on the congregational "system."

EDUCATION: THE CENTERPIECE OF CONGREGATIONAL LIFE

In return, the congregation places education at the core of its program. The centerfold of 
the High Holy Day issue of the congregation’s bulletin describes the year’s educational 
programs. Monthly, the bulletin lists educational programs and financial contributions 
members have made to support those programs. Temple events are often held for the 
benefit of one or another of the educational programs. The current president of the con- 
gregation, attends all of the events connected with the school— from Show productions to 
the annual Children’s Festival and concert. At every opportunity, she publicly praises the 
school and the parents and grandparents who bring their youngsters to events at the 
temple. At this years Children’s Festival (a day filled with arts and crafts activities, an arts 
display of work done by religious school children, and a concert featuring children’s com- 
poser and performer Craig Taubman) she greeted the concert audience saying, "It’s so 
great to see so many kids who brought their parents and grandparents."

Each of these actions has great symbolic value. They remind congregants and visitors that 
Jewish education lies at the heart of congregational life. By reaffirming the centrality of 
Jewish education, the congregational leaders set the stage for congregational actions which 
translate symbolism into action. For several years, the school has been operating on two 
sites. In order to help students get to school on time, the temple provides transportation 
(including taxis) to pick students up at their public and private schools and ferry them to 
religious school.

No form of support is more concrete than the decision to erect a new school building. The 
temple has recently bought property for a future relocation. Its location will make it espe- 
cially accessible to young families. In addition, it is in an area that is less congested on 
weekday afternoons than the current downtown site, which will make driving to Hebrew 
school easier for most families. The congregation has decided that when construction 
begins, the first building erected will be the school building. This is a most powerful reaf- 
firmation of the importance of education in the life of the temple.
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The symbiotic relationship between school and synagogue was expressed by an event held 
a few years ago: a confirmation reunion. Congregation Beth Tzedek is more than a 
century old, and living confirmands range in age from 15 to 85. The school located as 
many former confirmands as possible and brought them together for a weekend at the 
temple, including Shabbat services and a family picnic. A video made for the event sought 
to draw its viewers back to temple life and to Jewish life. In addition to messages from the 
rabbis and educational director, the highlights of the video were the reminiscences of con- 
firmands from as far back as 1915. They all shared one common theme: how much grow- 
ing up at Beth Tzedek and going to its schools meant to them . . . and how they still feel 
that Judaism is an important part of their lives.

Becky B., the first grade co-teacher, was not at the last confirmation reunion; she had still 
not been confirmed. But no doubt when the next reunion is held, she will come back to 
the city from wherever she is. She will come to see old friends, to renew her connection 
to Congregation Beth Tzedek, and to reaffirm her commitment to Judaism and the Jewish 
people. When she comes, she will be one of many people whose lives have been enriched 
by their years in Beth Tzedek’s educational programs. What will she find then at Con- 
gregation Beth Tzedek? No one can say for sure. But given continued hard work and 
creativity by the temple’s leadership, continued support from the congregation, and con- 
tinued commitment to Jewish learning in a loving environment, she may find that the 
temple has built on its past successes. She may find new programs that no one today has 
even imagined. She may find children happily engaged in Jewish learning, and young 
parents coming to temple to find ways to maintain the Jewishness of their families. In 
short, she may find that Congregation Beth Tzedek has met its goal, helping to insure 
Jewish continuity.
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"Temple Akiba"

Overview

In this report Joseph Reimer describes "Temple Akiba,"a Reform congregation in the sub- 
urbs of a large East Coast city. Professor Reimer’s report is based on a long-term 
research project studying two successful congregational schools and therefore is enriched 
by a considerable amount of detail and firsthand experience in the school.

This report describes the success that a supplementary school committed to serious learn- 
ing of subject matter can have in introducing and maintaining a demanding curriculum, in 
this case in the area of classical Hebrew.

Although the report focuses on the Hebrew curriculum developed by the Melton Research 
Center, the issues raised by Professor Reimer here are applicable to any serious cur- 
riculum project in the supplementary school arena. Professor Reimer emphasizes that the 
success of the program depends on a number of factors, most of which would be relevant 
to other curricular areas as well.

Professor Reimer’s report indicates that, given the proper support and dedication, there is 
a possibility for serious pedagogic endeavors in the supplementary school.
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"Temple Akiba"

By Joseph Reimer

INTRODUCTION

The literature on supplementary education in synagogue schools is replete with examples 
of what goes wrong in the process of Jewish education. But it is only recently that resear- 
chers have begun to focus their attention on examples of supplementary education that 
seem to work, that, in the words of the British psychoanalyst D.W. Winnicott , provide 
students with "a good enough" basis for future development as a Jew in American cul- 
ture(l).

In this essay I draw from the ethnographic research I conducted during two school 
years (1989-90, 1990-91) at a large, urban Reform synagogue that I call Temple Akiba(2). 
I chose this synagogue and its school for study after consulting with well-informed Jewish 
professionals in its metropolitan area and learning that this school had the reputation for 
providing "an exceptionally good" educational program. I was curious to learn from close, 
weekly observation what "good" means in synagogue education and how this school is 
organized to provide that quality education.

While it is beyond the limits of this essay to tell the whole story of the Temple 
Akiba school, I will focus on one aspect of its educational program— the teaching of 
Hebrew— to illustrate how what might be called "best practice" operates in a synagogue 
school. I was drawn to the Hebrew curriculum for from previous reading about synagogue 
schools, I had come to believe that teaching Hebrew has become the weakest link in the 
curricular chain of synagogue education (3). Yet here was a Hebrew program that seemed 
to have genuine curricular coherence, a solid core of teachers, good administrative support 
and, most importandy, engaged students who over a period of 5 years showed a progres- 
sion in learning how to read and comprehend Hebrew texts. This seemed a remarkable 
educational achievement for a contemporary synagogue school, and I wanted to determine 
from close observation how the daily realities of classroom life matched the very positive 
reputation of the program.

I did not set out to evaluate this program, but to describe the synagogue and school 
in which it is embedded. I offer my descriptive material as a possible example of "best
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practice" in a synagogue school. But I do so with a cautionary caveat: if this be best prac- 
tice, it is not a panacea for all the dilemmas that surround supplementary Jewish educa- 
tion. For as I will show, a close-up view of a "good enough" synagogue school reveals a 
complex picture in which some strong teaching and solid learning takes place within a 
context of a secularized or assimilated Jewish community that remains ambivalent in its 
Jewish commitments. Even while evincing support and enthusiasm for the quality of 
education that the school provides, many families chose not to take full advantage of the 
programs the school offers ־ including the Hebrew program I am about to describe.

In this essay I will provide: (1) a historical context for understanding the evolution 
of the Hebrew program within the life of this synagogue and its school, (2) a picture of 
the educational staff of the Hebrew program, (3) an in-depth look at teaching and learning 
in the Hebrew program, (4) a discussion of whether the Hebrew program meets its goals, 
and (5) why what may be considered as an example of "best practice" still has limited 
appeal.

MELTON HEBREW IN A REFORM CONGREGATION

Before coming to know Temple Akiba well, I would not have imagined that this 
historic Reform congregation, once famous for its classic and even radical Reform stance, 
would adopt a Hebrew curriculum that was developed by the Melton Research Center of 
the Jewish Theological Seminary. How, I came to wonder, did this shidduch come about?

Some historical background is helpful here. During the early decades of this century 
Temple Akiba prided itself in providing a quality Reform Jewish education for children in 
a professionally-run religious school. But until the 1940’s its religious school met only on 
Sundays and did not include Hebrew as a major part of the curriculum. As services for 
adults were conducted in English, and as classsical Reform Judaism was non-Zionist ir 
orientation, there was little perceived need for teaching Hebrew to the children. With a 
change in rabbinic leadership in the 1940’s came two significant changes in temple 
philosophy that affected the place of Hebrew in the curriculum. First, more traditional 
prayers and rituals (including bar mitzvah) were introduced into the liturgy. Second, the 
congregation became more supportive of Zionist efforts to establish a homeland in 
Palestine and to revive Hebrew as a spoken language. After World War II the temple for 
the first time opened a regular Hebrew program for students in the school.

This new Hebrew program, however, was neither mandatory nor fully-integrated 
into the religious school. Rather, religious school continued to meet on Sundays, and those 
students who wished to leam Hebrew came during the week to the voluntary Hebrew 
program. Over the years as more and more families became interested in their children 
becoming bar or bat mitzvah, the mid-week Hebrew program grew in popularity. For to 
become bar or bat mitzvah one had to know enough Hebrew to participate in the 
increasingly Hebraized Shabbat service. Yet participation remained voluntary, and
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families who followed the classical Reform model tended not to send their children to 
mid-week Hebrew.

In the late 1970’s the current senior rabbi came to Temple Akiba with a serious 
interest in making Jewish education even more central to the mission of the synagogue. He 
had doctoral training in classical Judaica and a passion for introducing textual study into 
the curriculum of both the religious school and adult education. He and the rabbi who 
serves as temple educator had as a first priority making the great texts of Judaism more 
accessible to their students - both young and old.

When they learned several years later of the availability of the Melton Hebrew 
Language Program, it seemed to fit their goals for the mid-week Hebrew program. This is 
not a program with a denominational slant, but one that places the learning of Biblical 
Hebrew at the forefront of the curricular agenda. The rabbis recognized that they could 
not expect their students in a part-time program to learn both modem spoken Hebrew and 
classical literary Hebrew. If a choice had to be made, they agreed with the authors of the 
Melton curriculum that synagogue schools should give priority to learning the skills of 
reading and comprehending classical Hebrew texts and leave for later grades learning 
modem spoken Hebrew(4).

In 1983 an experimental first year Melton Hebrew curriculum was introduced into 
the beginning level in the mid-week Hebrew program. In subsequent years the next levels 
were introduced until there were four years of the curriculum in place. In 1986 the deci- 
sion was made to start the Hebrew program a year earlier at the third grade level, and by 
1990 the students completed the four year Melton program by 6th grade and devoted the 
7th grade to learning a Biblical text in Hebrew and beginning to learn modem spoken 
Hebrew.

ASSEMBLING A STAFF

To put in place a curriculum as extensive and demanding as the Melton Hebrew 
Language Program requires that the school invest in a faculty that can master the theory 
and practice of the curriculum in question. We know that ambitious curricular designs can 
easily falter on the shoals of underqualified or resistant teachers(5).

At Temple Akiba Rabbi Don Marcus, the temple educator, built over the course of 
several years a solid foundation for assembling his teaching staff. Here are the most sig- 
nificant steps that he initiated.

1. Coordinator. Realizing that he had no expertise in Hebrew language instruction, 
Rabbi Marcus worked to support the creation of a new position, Coordinator for the 
Hebrew program. This is a master teacher whose job it is to oversee the implementation 
of the Hebrew curriculum. She is especially responsible for the training and supervision of 
teachers who are hired to teach in the program.
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several years a solid foundation for assembhng his teaching staff. Here are the most sig
nificant steps that he initiated. 

1. Coordinator. Realizing that he had no expertise in Hebrew language instruction, 
Rabbi Marcus worked to support the creation of a new position, Coordinator for the 
Hebrew program. This is a master teacher whose job it is to oversee the implementation 
of the Hebrew curriculum. She is especially responsible for the training and supervision of 
teachers who are hired to teach in the program. 
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2. Salary Increases. Realizing that there are limited numbers of teachers who have 
the competence to teach in a Hebrew program of this kind, Rabbi Marcus lobbied hard to 
increase significantly the salary base for the faculty. He wanted to attract the most able 
teachers available and knew that paying more would make a difference in recruitment and 
retention.

3. A Wide Net. Though he is committed to both a Reform religious perspective and 
a core of professional teachers, Rabbi Marcus casts a wide net in his hiring practices and 
brings in teachers who are neither Reform Jews nor experienced teachers. He believes that 
as long as a new teacher knows Hebrew and Judaica well and is willing to respect both the 
ideology of this synagogague and the diversity of its student body, that person can learn 
on the job to do a professional job in teaching in this program.

4. Training and Supervision. The school has arranged for a trainer from the Melton 
Center to come at the beginning of the year to offer initial training to teachers new to the 
Melton curriculum. But the great majority of training comes through the constant supervi- 
sion provided by the Hebrew coordinator. She regularly observes classes and offers 
teachers ideas about and feedback on their work. No teacher is left alone to learn how to 
teach the curriculum; instead there is constant dialogue with the coordinator on their work.

THE TEACHERS

In 1990-91 there were ten teachers teaching in the five grades of the Hebrew 
program. All taught classes that met for one and a half hours on both Tuesday and 
Thursday afternoons. In addition some taught Hebrew on Sunday mornings.

Of the ten, three were veteran teachers. Vicky, the most veteran, had been teaching 
for over twenty years including serving for several years as the Hebrew coordinator. Bar- 
bara, the youngest of the veterans, had been teaching in this program for six years and 
was now also working as a principal in another synagogue school. Of the seven relatively 
new teachers, five were Americans, four of whom had taught here previously; one was 
new this year. The other two were Israeli teachers who were also new to this curriculum.

I observed in eight of the ten classes and found a vast range in teaching skill from 
the veterans who were each outstanding teachers to Richard, the newest teacher, who 
could barely manage his class and had to be let go mid-year. In the middle were the 
majority who, though not formerly trained as teachers, clearly knew how to manage their 
classes, organize a lesson and relate to their students. But they were still learning how to 
keep on top of the demands of this curriculum and were being visited regularly by the 
coordinator.

The teachers’ backgrounds were equally various, ranging from Rachel who was a 
product of American Orthodoxy to Liat who was a secular Israeli who had come to study 
at a local graduate school. In between were the majority of young adults who grew up in 
either Conservative or Reform congregations, were active in youth movements, studied
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Judaica in college and spent time in Israel mastering the Hebrew language. The veterans 
could be seen as professional Jewish educators, but the younger teachers were primarily 
teaching while pursuing other career paths.

MELTON HEBREW IN PRACTICE

To tell an educational program that looks good from one that actually works-- meets 
the goals that it sets for itself-- requires careful study and evaluation. While my research 
intent was not evaluative, but rather descriptive, I can offer glimpses of teaching and 
learning from observing in the classes in this Hebrew program that the reader can him or 
herself evaluate. To assist that evaluation I will add what the school has announced as the 
goals of this program.

We begin with short excerpts from Rachel’s third grade and Liat’s fifth grade 
classes. I observed both of these classes during late September and early October of the 
1990-91 school year. I chose these as representative samples of the basic work of the 
Hebrew program - students’ mastering the mechanics of Hebrew as a classical language.

It is in third grade that students first come during the week to study Hebrew. They 
receive initial exposures to the language during first and second grades in religious school, 
but learning to read and comprehend begins in earnest during third grade. This class 
comes during the seventh week of the school year when their learning is clearly in 
progress.

After spending the first half-hour of class working with the third-graders on recog- 
nizing and ordering Hebrew letters, Rachel places the word "yom" on the board and asks 
the class: "How do you say in Hebrew - day, today and Sunday?"

Hands go up and students eagerly supply "yom" and "hayom," but no one knows the 
Hebrew for Sunday. Rachel introduces "yom rishon" on the board, asking if anyone 
knows why "rishon" means first. Miryam suggests it is because of the "re" at the front of 
the word. Rachel says that is a clever thought, but not correct. She has them look at the 
word to see if any other Hebrew word is contained within. They spot "rosh" - still familiar 
from the recently celebrated Rosh Hashana. Why, Rachel asks, is that holiday called 
"Rosh Hashana." Ten hands fly in the air as clearly they remember the connection 
between head and first in the word "rosh."

Rachel then says in Hebrew "Hayom yom shlishi" [״Today is Tuesday"] and asks 
them to repeat that short sentence. Each of the 15 students says it aloud. Using hand 
motions, she asks "Ezeh yom hayom?" [What is today?] and each responds again 
"Hayom yom shlishi" ["Today is Tuesday"].

Rachel introduces the word "machar" [tomorrow] and asks if someone will write it 
in Hebrew on the board. Shlomo volunteers and writes the "mem," but then is stuck. 
Other students coach him as he is locating the letters on the Hebrew alphabet chart that is 
printed above the board. With their help he locates and writes the next two leters. But
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what about the vowels under those letters? Shlomo shrugs; Rachel calls on Chana who 
eagerly supplies the vowels.

While this exercise is being completed there is plenty of restless behavior in the 
room. As she is talking to Shlomo,Rachel is walking around the class touching some 
children on their shoulders, closing some extraneous English books, putting away the pen- 
cils of the doodlers and handling requests to go to the bathroom. What impresses me is 
how she accomplishes a considerable amount of classroom management without ever inter- 
rupting the lesson or breaking from her pleasant demeanor.

With "machar" fully inscribed on the board, Rachel introduces the Hebrew song 
they know about the days of the week. At fifty minutes into the lesson the singing serves 
to review the Hebrew, focus everyone5 s attention on a shared task and allow these 8 year 
olds to expend their energy in the service of a focused goal.

Rachel is a middle-aged woman who, as an observant Jew, wears skirts and long- 
sleeved blouses to teach. In contrast, Liat is a tall, thin woman in her twenties who tends 
towards jeans, shirts and running shoes. Rachel smiles a lot and moves her class along at a 
moderate, but steady pace. Liat drives her fifth grade as an army on the move; yet, for all 
her Israeli toughness, Liat displays a distinctive sense of warmth and charm.

By fifth grade the students are involved in reading the stories in the Melton cur- 
riculum that are written in Biblical Hebrew but deal with non-Biblical themes. A regular 
part of their learning entails homework which they are regularly assigned and which the 
teacher checks at the beginning of each class. Liat begins this class with 20 minutes of 
homework review and then moves on to the first new lesson of the day. She has the class 
open the workbook from the Melton curriculum that goes along with the stoiy they have 
been reading in Biblical Hebrew.

Liat: What is the verb for crying that appears on this page? How do you say crying?

Sam: "Bacha."

Sam’s answer is correct, but it is not the verb used here in the story. The class sear- 
ches for another verb until Eric finds

"vatizaak." Liat asks for a translation and Laura correctiy translates it as "cry out." Liat 
shouts "excellent," and calls for more work on breaking down this verb.

Liat: What is the ‘vav’ here?

Brian: ‘And.’

Liat: What is the ‘to f  here?

Karen: For a woman.

Liat: What do you mean ‘for a woman?’

Karen: ‘And she [cried out].’
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Breaking down the verb is an essential part of the lesson. The students are expected 
to leam how verbs are constructed in Biblical Hebrew so they can accurately identify and 
separate the base of the verb from the letters that indicate gender and preposition. Liat is 
having them practice this skill.

Liat: What word appears here twice?

Nathan: ‘Haradah’ and ‘Vatecharad.’

Liat: What does it mean?

Nathan: Let’s look it up in the dictionary.

Jeremy" ‘And she trembled.’

Liat: Which of the two words?

Jeremy: The second.

Liat: How do you know?

Nathan: It has the ‘to f in it.

Liat: Excellent!

Liat is pleased that they can recognize a single base in both a noun and verb form 
and can translate it with the use of a dictionary. More importantiy, they know how the 
construction of the verb indicates the female gender.

Not all the students are equally involved. Liat spots Gabe with his head down on the 
desk and walks over to ask him if he is all right. She offers him a chance to go out of the 
room, but he chooses to stay. He begins to participate in the lesson, but on his first try 
misses the correct meaning of the next verb, "shma." Someone else gets it right, but Gabe 
stays tuned in even after his miss.

Liat asks that someone read from the Hebrew story. Six volunteer and she calls on 
Scott who begins to read slowly, but accurately. Then he misses a word. Liat stops and 
asks that he work on it, but he is having difficulty. She writes the word on the board and 
underlines the letter ‘zaddik’ which he is mispronouncing. Five other students are eager to 
pronounce it correctly, but she waves them off. "It’s like ‘pizza’," she says to Scott, and 
this time he gets the pronunciation right. She asks what the word means, but Scott does 
not know. Peter helps out with the correct translation.

Liat asks who can summarize this Hebrew paragraph. Jenny shouts her readiness and 
accurately summarizes in English. Liat looks pleased and eight hands go up with requests 
to read on.

Liat’s voice shoots up and dips down. Her pace is crisp and exciting. The students 
respond with alacrity, wanting to please, aiming to be correct. When there is a pause, she
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shouts in her Israeli English, ״Hey, you guys, wake up!" And they do. Of a class of 11 
students, 8 students participated actively and the others were called on by Liat.

What these two excerpts highlight is the language drill that stands at the heart of 
teaching the Melton curriculum. One can see that the fifth graders are working on far 
more complex word constructions than the third graders and are reading whole narratives 
in Hebrew rather than single words or sentences.

What struck me in observing broadly in this program was that a curriculum based so 
heavily on mastering language skills through repetition could hold the interest of these 
children. I observed no class other than Richard’s in which there was a discipline problem 
beyond some restlessness and inattention. These teachers were adept at noticing when 
certain children were fading out and made the effort to draw them back into the lesson. 
They were also keenly aware of the need to vary the activities in class. Any one class 
would be made up of several 20-25 minute segments, and each segment would feature a 
different approach to learning the Hebrew.

One popular approach was the use of games. Especially at the close of the first hour 
(in an hour and a half class), teachers would tend to use a competive game to review the 
Hebrew. One such game was called "Around the world." The teacher would pair two stu- 
dents and hold up a flash card with a Hebrew word they had just learned in the lesson. 
The two would compete to see who could be first to read (and sometimes translate) the 
word correctly. The "winner" would then be paired with a next student and compete 
again. No prizes were given to winners and there was no tangible loss for the losers. But 
even those students who during the previous hour had seemed most out of the lesson 
would rouse themselves to energetically compete in "Around the world," trying greatly to 
read faster and more accurately than their neighbor.

The carefully-honed structuring of classroom time seemed to create a classroom 
environment in which students were engaged by a variety of activities and were seldom 
visibly bored for long stretches of time. They responded positively to the demands of the 
program and showed clear evidence of progressing from year to year in their mastery of 
Hebrew. Though there were variations in progress, one could go from one grade to the 
next and see that the level of mastery grew from third to fourth, fourth to fifth, etc.

HEBREW AND JUDAICA

In Temple Akiba the study of Hebrew does not represent a goal unto itself. In the 
Parent Handbook that is distributed to all the parents(6) the goal is stated more broadly.

Our Hebrew programs seek to integrate the study of

Hebrew language, liturgy, mitzvot and Jewish thought

in a graded five-year curriculum. It is our belief that
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familiarity with the Hebrew language enables students 

to attain a richer understanding of themselves as Jews... 

Comfort with Jewish liturgy and texts, including a more 

powerful link to the Hebrew Bible, are some of the benefits 

of even a limited knowledge of Hebrew langugage.

Looking for evidence of the integration of Hebrew and Judaica, I could point to 
moments in Rachel and Liafs classes that were not excerpted above. Liat began her class 
by writing on the board in Hebrew several key terms from the liturgy of Yom Kippur that 
had been celebrated that week. While she did not review the theology of the holiday, she 
reviewed the Hebrew terms that are central to understanding that theology.

In Rachel5s class the students were learning Hebrew words that featured the letter 
"lamed." Among those words were "lulav" and "Elul." Rachel first asked the class, "What 
fruit do we use with the lulav?" Several answered "etrog." She then asked if they knew 
which "hodesh" was Elul? When Shaul answered "April," she praised him for knowing 
that "hodesh" meant month, but corrected his information by saying "It is the hodesh 
before Tishre." Nahum replied "It is the Jewish December." Thinking he meant it came 
during December, Rachel began correcting him when Nachum more fully explained his 
thought: as December is the last month before the Christian New Year, Elul is the last 
month before the Jewish New Year. Rachel heartily agreed and then explained about 
blowing the shofar during Elul. The introduction of Judaic material into the Hebrew 
lesson was a regular feature of the classes I observed. But the fullest integration takes 
place during the seventh grade when the students have completed the official Melton cur- 
riculum and move on to applying their acquired skills by starting to study in Hebrew the 
biblical Book of Jonah. As Jonah is a narrative that raises significant theological issues, its 
careful study is an opportunity for the students to both increase their mastery of Hebrew 
and wrestle with questions of faith central to traditional Judaism.

I observed Barabara, one of the veteran teachers, teaching the seventh graders the 
first chapter of Jonah and found the integration to be fully in evidence. To illustrate I 
excerpt from a class she taught during February, 1991.

STUDYING JONAH

Barbara, an artist by training, spent much of her adolescent years living in Israel and 
still speaks a beautiful Israeli Hebrew. Blessed with a rich Judaica background, she began 
teaching here as a way of supporting herself, and over the years has become more 
profesionally involved in Jewish education. Yet her training as a teacher has been on the 
job teaching this curriculum for the past six years.
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When Vicky was the Hebrew coordinator, she designed this curriculum for studying 
Jonah that follows the principles of the Melton approach. Barbara noted in conversation 
that while in earlier years she had classes that were less able and more resistant to making 
this transition, the current class and its predecessor— who began the Melton curriculum in 
third grade— have been both more positive in attitude and more capable in skill level.

On this day of winter rains, the 5 of 7 students present are using looseleaf texts 
rather than Hebrew Bibles. The students are given large-print texts that can be written on 
rather than small-print sacred books. In these editions the students have the Hebrew text 
without the English translation, but with a dictionary of Hebrew terms to help with word 
comprehension.

Staci begins reading in Hebrew the first sentence of Jonah: "The Word of the Lord 
came to Jonah son of Amittai"(7). Barbara asks in modem Hebrew "Who spoke to 
Jonah?" and "Who is Jonah’s father?" She is checking for simple comprehension; Debby 
and Andrew supply correct single word answers. Barbara reads the next half-sentence and 
without referring to her dictionary, Nancy translates: "Go at once to Nineveh, that great 
city, and proclaim judgment upon it."

Debby concludes the second verse by reading in Hebrew, "for their wickedness has 
come before Me," and starts down the road of a spontaneous translation. She first spots 
the word ra which she knows means "bad." Barbara asks, "What then is ra’atum?" Debby 
correctly identifies the suffix as meaning "their" and demonstrates the Melton approach of 
"breaking down the word" into its component parts. But she is stuck on the word alta 
(gone up or come before).

Barbara: You know the word aliya. What does it mean?

Staci: A Torah portion.

Barbara: Where do you go for the Torah portion?

Debby: On the bimah.

Barbara: How do you get there?

Debby: You go up.

Barbara: Yes, and that is aliya.

Staci: Couldn’t you tell us that?

Barbara: I wanted you to figure it out.

More than helping the students with the meaning of this verb, Barbara is connecting 
the Hebrew of the Bible to the more familiar Hebrew of synagogue life. She wants them
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to see that the phrases commonly used in their bar mitzvah preparation have a meaning 
and history that extend back to the Biblical text.

The class continues with the Hebrew reading: "Jonah, however, started out to flee 
to Tarshis from the Lord’s service." In the previous session the students had done research 
on the map of the ancient Mediterranean world to identify the geography of the Jonah 
story. They know that "Tarshis" is a port city located in what today is Sicily. Andrew 
identifies Nineveh as being in ancient Assyria, which today is Iraq (much in the news as 
this class takes place during the Gulf War). The students realize that Jonah is fleeing in 
the opposite direction of Nineveh and consider that Jonah may be hoping that God won’t 
see him if heads in this other direction.

They take on the second half of the third verse: "He went down to Joppa and found 
a ship going to Tarshis. He paid the fare and went aboard to sail with the others to Tar- 
shis, away from the service of the Lord." Debby remembers the Hebrew for "ship" and 
Nancy the word for "found." Andrew succesfully works on the verb "went down" and 
identifies "Joppa" as the port city of Jaffa in Israel. Rebekka puzzles out word by word 
"to sail with the others to Tarshis, away from the service of the Lord." Her skill in trans- 
lating without the use of a dictionary is impressive.

With the hard work of translating this complex verse completed, Debby comments: 
" I don’t understand why Jonah did not want to do what God asked."

Barbara: What do you think?

Debby: He was afraid they [the people of Nineveh] would kill him.

Barbara: Why would he worry about that?

Andrew: They would capture and torture him. They weren’t your ‘Hi,

I ’m your nice neighbor’ type.

Barbara: Are you confusing Nineveh of then with Iraq of today?

Andrew: No! Even then there was conflict between Israel and

Assyria.

Barbara: I ’m sorry. You are right. There always were armies,

debates and travel.

Barbara relishes the moments when students open up the discussion and is not about 
to close off possibilities by herself answering Debby’s question. Debby imagines Jonah’s 
fears about being killed by the people of Nineveh, a point that Andrew elaborates. 
Remembering that Andrew earlier identified Nineveh with the current Iraq, Barbara 
checks out on which historical plane he is operating. When it is clear Andrew has his 
history straight, she apologizes and reinforces his point.
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Andrew then turns the discussion from Jonah to God.

Andrew: Why does God care about them? They [the people of 

Nineveh] don’t even believe in God.

Barbara: That’s a great question!

Debby: He wanted to be the God of everyone.

Barbara: You mean that His laws are for everyone.

Andrew: It doesn’t work that way.

Staci: That’s why you have a prophet.

Barbara: You mean that from our perspective, as people who believe in God, we 
want His word to get to them, and how can it get there

without a prophet?

Staci: Yes.

Andrew: Why should he [Jonah] go? They won’t believe him. They will 

probably torture him.

Debby: If he’s scared they will capture him, he should realize God 

wouldn’t ask him if it was going to hurt him.

Barbara: He should have more faith. If it is not in his best 

interest, it is in the best interest of humanity.

Andrew: A prophet of God wouldn’t run unless he had a good 

reason.

The students enter the Jonah story with the full force of their imaginations as they 
try to understand the actions of God and Jonah. Andrew is the pragmatist in the discus- 
sion. Why should God care about these people who do not even believe in Him? Why 
should Jonah undertake this mission to Nineveh if it is not likely to succeed and he will 
end up being tortured for delivering the unwelcome message? Debby and Staci see God as 
having an important mission to accomplish through the prophet Jonah. God is acting as the 
divine ruler of the larger world and surely will provide Jonah with the needed protection 
against the wrath of Nineveh. Andrew, though, cannot see why God is so invested in this 
mission and is less certain about divine protection.

Barbara limits her role to amplifying their comments and drawing out more 
explicitly the theological assumptions of the story as she understands them. I am struck by 
how these students intuit the main themes of Jonah and how willing Barbara is to engage
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in theological discussion. In fact the discussion moves from this point more direcdy to 
God’s role in people’s lives.

I observed Barbara’s teaching more than any other in the school to get a better sense 
of how the integration of Hebrew and Judaics works. Barbara, like Rachel in the third 
grade, is so comfortable with and knowledgeable about Judaism that she tends to include 
as much reference to Judaic content as the lesson will bear. Not all teachers have that level 
of comfort and knowledge, but all do at a minimum what Liat did: at holiday time make 
explicit connections between the learning of Hebrew and the celebrating of the holiday(8).

ARE THE GOALS REALIZED?

In describing the goals of the Melton Curriculum, Ruth Raphaeli writes that the cur-
riculum "deals with the central themes of traditional Jewish thought," and in focusing on
ideas "is ineluctably also text-oriented (9)." In explaining in an interview his devotion to 
this Hebrew program, Rabbi Marcus spelled out its goals as he sees it:

We are providing the foundation so that their mastery

can be reactivated in later years. But our goal is not

just language as language, but really it is critical

reading skills. I am enamored of this approach which

inculcates and reinforces the skills of critical reading

skills which enables us - more in English than in Hebrew -

to do text teaching.

In Barbara’s class the students demonstrate that they can (1) read the Biblical text 
and translate it (some word by word and some phrase by phrase) with a degree of fluidity, 
(2)read with comprehension and ask meaningful questions of the text, and (3) with Bar- 
bara’s encouragement, engage in a process of inquiry by which they read the text closely 
and add their own thoughts about what lies behind this narrative and makes it such a com- 
pelling story.

Were we to judge whether this Hebrew program achieves its goals on the basis of 
evidence from Barbara’s class, I think the judgment would be overwhelmingly positive. 
These students excelled in the close reading of the Jonah text as they have displayed their 
initial mastery of Hebrew language skills. At age 13 they are on the threshold of becoming 
- as it were - the ideal type of Jew that this synagogue sponsors: one who has the 
knowledge and commitment to engage with the tradition in an on-going search for ways of 
leading one’s life as a modem Jew in contemporary American society.
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On the last day of school in May these seventh graders shared with their fellow stu- 
dents in the Hebrew program the evidence of what they were accomplishing. They staged 
in Hebrew a short production of Cinderella. Though Barbara wrote the script (using a 
mixture of biblical and modern Hebrew), the students committed it to memory, and with 
help of certain props and a generous usage of non-verbal communication, they thoroughly 
entertained their peers who seemed to easily follow the dramatic action. As Rabbi Marcus 
said at the conclusion of this assembly, the presentation dramatically illustrated that leam- 
ing Hebrew is a lively goal in this school to which the younger grades could and should 
aspire.

THE HEBREW PROGRAM IN CONTEXT׳

But Barbara’s class is not the whole story. They represent the seven best students in 
the seventh grade. In the room next to Barbara’s class was Richard’s class who did not 
enjoy the same quality of teaching or reach the same level of Hebrew achievement. When 
I asked the Hebrew coordinator to explain the discrepancy in levels of achievement, she 
pointed not to differences in the children’s native capacities, but to the different histories 
that these classes had in the school. Barbara’s students had continuously attended the five 
hours of mid-week Hebrew instruction while several of Richard’s students returned to that 
track in sixth grade after choosing a less intensive Hebrew program in earlier grades. They 
had fallen behind and never quite caught up to Barbara’s students who, because of their 
abilities, had received an accelerated Hebrew curriculum.

That Hebrew study came to Temple Akiba as a voluntary option has remained a sig- 
nificant factor to the present day. While the synagogue leadership has invested heavily in 
supporting the three day program (Sunday,Tuesday, and Thursday), a family whose child 
is entering the third grade of religious school can choose one of three options: the three 
days of schooling a week, Sunday in school with a once-a-week tutor in Hebrew at home, 
only Sunday. In 1990-91, of the total population of 236 students in grades 3 to 7, 126 
attended for three days, 85 attended on Sunday and had a tutor during the week, 20 
attended on Sunday only and 5 attended a mid-week class for students with special needs.

During this year the religious school committee, working closely with Rabbi 
Marcus, decided to change the school’s policy and institute a new policy of "mandatory 
Hebrew." That meant there would no longer be a third option of choosing Sunday only 
and all the children would have to attend some mid-week Hebrew. This proposal was 
greeted with protest from some vocal parents who thought it was wrong to institute a 
"mandatory Hebrew" policy that went against the temple’s ideological grain of providing 
people with choices on how to be Jewish. Yet, the proposal was adopted by the board of 
trustees. Hebrew was now "mandatory," but the three day program was not. As Rabbi 
Marcus confided, the proposal would never have carried if it had eliminated the second 
option of Sunday plus the tutorial at home. Too many families were invested in keeping 
that option to call its legitimacy into question(lO).
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Yet Rabbi Marcus and the Hebrew coordinator are convinced— as we can see with 
Richard’s class-- that it makes a big difference to children’s education if they come to 
regular classes for Hebrew or are tutored at home. One hour of tutoring cannot cover what 
is learned in two hours of classes, and in addition, there are the socialization benefits of 
regular school attendance that are attentuated when the study is at home. Rabbi Marcus 
contends that three day attendance is the best predictor for continued attendance in the 
temple high school, for the children who attend for all three days make the deeper connec- 
tion to the school and want to continue the relationship into their high school years(ll).

BEST PRACTICE IN PERSPECTIVE

Thus a more complex picture emerges. The Temple Akiba school illustrates that a 
synagogue school can effectively put into place a demanding curriculum— such as the 
Melton Hebrew Language Program— if the synagogue invests in a well-paid teaching staff, 
a good system of supervision and a principal who is fully committed to realizing the 
articulated goals of the program. But even with the curriculum in place, it may not be the 
case that all the students make the commitment to learn the maximum that the program 
can teach. At Temple Akiba the best students do their teachers proud, but many of the 
students, while certainly learning, do not realize the full potential of learning that their 
school offers.

Perhaps, for some, seeing the larger picture at Temple Akiba will disqualify this 
Hebrew program from being considered an example of "best practice." If only 126 of 231 
eligible students are taking the full program, it may by definition not be " best practice."

I see the matter differentiy. The clergy and educators at Temple Akiba have a clear 
picture of what they hope to achieve in their educational programs. They have selected the 
Melton Hebrew Language Program as a vehicle for arriving at some of those goals. They 
have not compromised in their efforts to put this program in place as effectively as they 
could. But they have compromised with the history and social realities of this temple. 
They have moved ahead with a program while leaving primarily in place a congregational 
legacy of Hebrew study as voluntary.

"Best practice" in my view refers to the quality of educational practice that is 
observable from careful observation. It is not the same as "effective education"— or the 
producing of the highest average level of achievement. If this program be "best practice," 
it is because the teaching and learning within it are judged to be of high quality, because 
the goals that it sets for itself are largely met. We may regret - as these rabbis do - that in 
Temple Akiba, given its history and population, universal attendance in the three day 
program is not currently an attainable goal; but that does not take away from the quality of 
the Hebrew program it offers.

"Best practice" programs are a joy to observe. Their presence helps restore our con- 
fidence in what it is possible to achieve in a synagogue context. But they are not panacea. 
Even when such programs exist, the work of convincing reluctant Jewish families to take
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full advantage of what they offer is likely to continue. Even excellence cannot conquer 
ambivalence.

NOTES

1. See D.W. Winnicott The Child. The Family and the Outside World ( Middlesex, 
England: Penguin Books, 1964) for further elaboration on the concept of "good enough" 
that appears in Winnicott’s dicsussion of mothering. See my The Synagogue as a Context 
for Jewish Education (Cleveland, Commission on Jewsih Education in North America, 
1990) for discussion of both the critique of supplementary Jewish education and the 
research effort to search for "good" synagogue schools.

2. "Temple Akiba" is a pseudonym as are all the other names used to describe the staff 
and students of this synagogue.

3. See Jewish Supplementary Schooling: An Educational System in Need of Change (New 
York: The Board of Jewish Education of Greater New York, 1988) for effort to evaluate 
the level of Hebrew learning among students in 40 synagogue schools in the New York 
area."Conversational Hebrew" ranked lowest among all ten subjects they surveyed in 
terms of levels of Jewish knowledge (p.84).

4. For a full statement on the goals of the Melton Hebrew Language Program, see Ruth 
Rahaeli, "The Melton Curriculum and the Melton Hebrew Language Program for 
Afternoon Hebrew Schools," in Studies in Jewish Education. Volume 4, (Jerusalem, 
Hebrew University, 1989).

5. For a classical treatment of an ambitious curricular project that failed in part due to lacK 
of proper teacher involvement and training, see Seymour B. Sarason, The Culture of the 
School and the Problem of Change (Boston: Allyn and Bacon, 1974), chapter 4.

6. The Parent Handbook distributed to each set of parents is a 45

page document that provides not only information on the school, but also extended state- 
ments on curricular goals and school policy. It is a rare excercise in spelling out in writing 
what the principal and staff see as the rationale for the education they provide.
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full advantage of what they offer is likely to continue. Even excellence cannot conquer 
ambivalence. 

NOTES 

1. See D.W. Winnicott The Child. The Familv and the Outside World ( Middlesex, 
England: Penguin Books, 1964) for further elaboration on the concept of "good enough" 
that appears in Winnicott's dicsussion of mothering. See my The Synagogue as a Context 
for Jewish Education (Cleveland, Commission on Jewsih Education in North America, 
1990) for discussion of both the critique of supplementary Jewish education and the 
research effort to search for "good" synagogue schools. 
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Hebrew University, 1989). 
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School and the Problem of Change (Boston: Allyn and Bacon, 1974), chapter 4. 
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7. Rather than quote these biblical verses in the original Hebrew as they were read in 
class, I am supplying their translated versions that come from the Tanakh (Philadelphia: 
Jewish Publication Society, 1985).

8. Passover was the holiday for which I observed the greatest preparation in the Hebrew 
program. Regular Hebrew instruction was interrupted over a period of several days of 
instruction for teachers, with the coordinators help, to do a unit on Passover. Different 
grades took different angles on the holiday, but there was a regular emphasis on introduc- 
ing Hebrew terms that were central to the holiday’s celebration.

9. Raphaeli, p. 122.

10. The rationale that Rabbi Marcus offered for why the school had to offer the tutoring 
option is that there are two types of students who legitimately cannot come to the regular 
mid-week Hebrew program. They are students who live in suburbs geographically distant 
from the synagogue and students who attend private schools that have mandatory sports 
programs on those afternoons. But besides these students, there are others who live closer 
and attend public schools, but choose this arrangement for its convenience. They choose it 
though the school discourages the option and charges the family $940 per student per year 
to pay for the tutor whom the school hires and supervises. Tutors teach the same Melton 
curriculum that is offered in the school; this is not bar mitzvah tutoring. Tutors report 
back to the coordinator on the progress of each student. Some students, as in the case of 
Richard’s class, return to the regular program after a year or two of tutoring.

11. Figures on continued attendance beyond 7th grade - the year of bar and bat mitzvah - 
are not broken down by the Hebrew program attended. Of the 43 seventh graders in 1989, 
42 continued onto to 8th grade. Of those, 28 continued onto 9th grade. Clearly 8th grade 
attendance was not contingent on Hebrew program attended, and I do not know beyond 
the rabbi’ statement how that factor influenced choice of remaining for 9th grade. These 
figures refer to continuing attendance at the temple’s 1 day a week high school that runs 
from 8th to 12th grade.

June, 1992
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To: CIJS Interested Parties
From: Barry W. Holtz 
Re; ?Hot Projects 
February 2 2, 1993
He have spent some time talking about the concept of the *1Pilot 
Projects״* for the Lead Communities. In this memo I will put dawn 
some ideas that Shulamith Sister and I have been thinking about that 
nay help our discussions about the Pilots.

A Pilot Project is an initiative undertaken by a Lead Community in 
its start-up phase, even before the planning process is completed. 
The purpose of the Pilots is to ״jump start" the process for change 
/“.the Lead Communities as well as to build local enthusiasm for the 

Communities Project. In addition Pilot Projects can help in 
the planning process or test on a small scale what may later be at- 
tempted in a larger context.

All Pilot Projects should be centered around the two main "direc- 
tives" of the CIJS, as stated in A Time to Act: a) build community
support for Jewish education; b) build the personnel of the profes-
sion of Jewish education.

Shu 1 smith and I have conceptualized three different *1cuts1׳ into the 
Pilots (which we call Pilot A, B and C), all or some of which can be
launched in each Lead Community.

Pilot A is a series of consultations—  an ongoing educational 
seminar—  by the CUE and its guest consultants developed for the 
Lead Community Commission. Its purpose is to help the Lead Com- 
-'1nities plan, envision and launch the^implementation of educational 

ge. These consultations would, in essence, form the-beginnings 
of the ״content" side of the planning process outlined in the Lead 
Communities Planning Guide (see specifically pp. 31-33).

The ״curriculum*1 of these consultations would be based on the work 
of the Best Practices Project. Shulamith and I would lead (or ar- 
range for other consultants to lead) a presentation and discussion 
ahout each of the areas in the project; supplementary schools, early 
childhood Jewish education, the Israel Experience, JCCs, day 
schools, the college campus, adult education, camping, and 
community-wide initiatives (those programs in training, recruitment, 
board development, etc. that have been done at the community _ level 
such as Federation or BJE). In addition, we will devote sessions to 
the process of implementing change in educational settings.
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ro: CIJB Interested Parties 
~rom: Barry W. Holtz 
Re: ~ilot ~rojects 
February 22, 1993 
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Where the publications of the Best Practices Project are available 
(e־.g. the supplementary school) , we will use those volumes as the 
 where they are not available, experts in the field who are ;״text״
working on the project will present to the group.

The seminar will also include presentations from educators in the 
Best Practices sites and visits by the Lead Communities Commission 
(or relevant task forces within it) to actual׳ Best Practices sites.

Pil0t_B

Pilot A works at the level of community leadership; Pilot B aims at 
the educational leadership in the local Lead Community. It focuses 
on the introduction of new ideas into the the community. Here we 
could imagine a similar approach to Pilot A, but with a different 
audience: sessions with relevant educational leaders based around 
the Best Practices Project; visits to sites; visits from Best Prac- 
' '.es practitioners.

Pilot c
Pilot c aims to be less oriented on planning and more focused on 
practical skills, for a number of differant potential papulations:

#1: Th« Eabbis Seminar for supplementary schools. Based on Joseph 
Reimer's work for the Commission, this would be a mini-course for 
local rabbis on improving their supplementary school. It would in- 
elude visits by rabbis the Best Practices Project supplementary 
schools. This could be organized by the denominations or trans- 
denominationally.

#2: The Supervisor Level: a mini-course oriented toward the princi- 
pals of schools or agency directors around some skills important for 
their work—  leadership in education, supervision, board relations, 
•tc.

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

Examples:

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

The Hebrew University's Melton Centre has proposed developing a num- <?£ «ptiond £׳?■»- cniwrsunitias teachers—  a) sending a teacher
from each community to the Senior Educator program; b) using tne
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melton Hini-School in the Lead Conuaunitias to provide Jewish content 
taiovledge for early childhood educators, etc. c) A Seminar in Israel 
could be arranged for principals of Lead Conmunitiee dayschools to 
prepare then for bringing their staff the next sucuner.

Yeshiva University could be approached to offer a program for Lead 
Cor5auniti«« day school teach«rs.
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August 1,1992

Monitoring, Evaluation, and Feedback in Lead Communities — 
Tentative Plan of Work for 1992-93

I. CONTENT

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

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

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

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

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

For purposes of the evaluation project, we will take goals to mean outcomes that are desired 
within the lead communities. We anticipate uncovering multiple goals, and we expect persons 
in different segments of the community to hold different and sometimes conflicting preferen- 
ces. Our aim is not to adjudicate among competing goals, but to uncover and spell out the 
visions for change that are held across the community. To some extent, goals that emerge in 
lead communities will be clearly stated by participants. Other goals, however, will be implicit 
in plans and projects, and the evaluation team will need to tease them out. The evaluation 
project will consider both short-term and long-term goals.
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Another reason for focusing on visions is that a lack of clear goals has hindered the success of 
many previous reform efforts in general education. For example, the New Futures Initiative, 
an effort by the Casey Foundation to invigorate educational and community services in four 
inner-city communities, was frustrated by poor articulation between broad goals and specific 
programs. Although the communities were mobilized for reform, the connections between 
community leaders and front-line educators did not promote far-reaching programs for 
fundamental changes. New programs were generally supplemental, and they tended to 
produce superficial changes.

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

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

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

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

As part of their applications lead communities are proposing planning processes for the first 
year of work. In studying mobilization in the communities, we need to observe how this 
planning process unfolds. Is the stated design followed? Are departures from initial plans 
helpful or harmful? Is there broad participation? Are the planners developing thoughtful 
materials? We will need to describe the decision-making process. Is it open or closed? Are 
decisions pragmatic or wishful?
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The professional lives of Jewish educators. Enhancing the profession of Jewish education is 
the second critical building block specified in^4 Time to Act. The Report claims that fundamen- 
tal improvement in Jewish education is not possible without radical change in areas such as 
recruitment, training, salaries, career tracks, and empowerment of educators. Hence, the 
evaluation project will establish baseline conditions which can serve as standards for com- 
parison in future years.

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

II. METHODS

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

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

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

(1) Key actors identified in the lead communities proposal from each community.

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

(3) Random samples of educators and lay persons not included in (1) or (2).
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These samples should clarify the social ecology of the Jewish community.

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

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

How will we know whether the lead communities have succeeded 
in creating better structures and processes for Jewish education?
On what basis will CIJE encourage other cities to emulate the 
programs developed in lead communities? Like any innovation, the 
lead communities project reguires a monitoring, evaluation, and 
feedback component to document its efforts and gauge its success.

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

and to the CIJE.

Two aspects of educational change need to be addressed: The
<process> of change and the <outcomes> of change. At present, we 
are in much better position to study the process of change, because 
the outcomes have not yet been defined. What results are we 
expecting? Increased participation? Gains in Judaic knowledge? 
More ritual practices?
Better affect towards Jewish institutions? We will use our study of
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the process of change to elicit the goals of the project that are 
particular to the three communities taking part.

The lead communities project is a direct result of A TIME TO ACT. 
Although that document provided the essential blueprint for the 
project, it was silent on the guestion of outcomes.
One contribution of the early stages of the evaluation project will 
be to enumerate the variety of specific goals envisioned within the 
lead communities.

Despite the ambiguity about goals at present, there are a few 
uncontroversial outcomes. For example, all would agree that 
increased participation in Jewish institutions by the Jews of the 
community is desirable. This type of measure can be monitored from 
,he outset.

FIELD RESEARCH IN LEAD COMMUNITIES

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

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

It is essential to begin monitoring the process of change as soon as 
possible -- ideally before the change process actually begins. 
There are three reasons to commence this study early on:
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(1) In order to understand change, it is obviously essential to 
gather baseline information before the change has occurred. 
Baseline information means not only essential quantitative 
data, such as enrollment figures, but understanding of the 
structure and culture of the community at the outset. What 
ideas about Jewish education are prevalent? How are these 
ideas, or visions, distributed through the community? What is 
the nature of leadership and communication in this community?
To what extent is the community mobilized for Jewish education?

What characterizes the professional
lives of Jewish educators? Answers to these questions must be 
chronicled to strengthen the collective memory for later 
comparison.
The earlier the evaluation staff is present, the sooner they 
can obtain a general background understanding of the community, 
and can also establish a positive rapport with community 
members. That way they are less likely to miss or 
misinterpret changes that occur once the implementation 
begins.

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

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

the future, and by providing feedback that facilitates 
communication about such visions, the evaluation 
project can encourage a constructive dialogue within the 
communities.

(4) The CIJE is a long-term enterprise, not a one-shot deal. 
There is every chance that more lead communities will be 
created in the next three, five, or ten years. We need to 
learn about the launching
and gearing-up process so other communities can learn from this
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experience. For example, very little is known about mobilizing 
lay persons in support of education. We need to watch how this 
occurs so other communities can follow.

To carry out this task, we have hired a team of three FIELD 
RESEARCHERS.
One researcher is based in each community, but they will all spend 
time in all three communities. This is because they have 
complementary strengths -- they differ in their expertise as 
researchers, and in their knowledge of Jewish education -- and 
because keeping more than one pair of eyes on a situation provides 
both a check and a stimulus for deeper interpretation.

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

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

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

9) Best Practices
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A)  THE LEAD COMMUNITIES PROJECT AS
A SYSTEMIC APPROACH TO CHANGE

TOPICS & ISSUES

1) The difference between enabling & 
programmatic options

2) Community mobilization:
a) The concept
b) Wall-to-wall coalition —lay leaders, rabbis, 

educators & professionals

3) The shortage of personnel:
a) Training plan
b) Strategies

4) Dealing with goals at the level of the 
entire community

5) Relationship between formal & informal 
education

6 ) Comprehensive & planned approach to:
• Content
• Scope
• Quality
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RELATED READING MATERIAL )
• Marshall Smith & Jennifer O'Day: "Systemic 

School Reform," pp. 233-267
• A Time to A c t
• Lead Communities program guidelines
• Annette Hochstein: "Lead Communities at 

Work"
• CUE Planning Guide
• Adam Gamoran: "The Challenge of Systemic 

Reform: Lessons From the New Futures 
Initiatives for the CUE"

• Commission on Jewish Education in North 
America: Background materials to meetings 3,
4, 5

OPERATIONAL IMPLICATIONS. E.G.:
• Launch through meeting between CUE board 

member & local lay "champion"
• Presentation & discussion of the idea with 

various constituencies: rabbis, educators, lay 
leaders, community professionals

• Creation & operation of local commissions 
(wall-to-wall)

• Appointed project director
• Planning process including research & planning 

(e.g.. Educators' Survey)
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THE GOALS PROJECTB)

TOPICS & ISSUES

1) The importance of goals (see also general 
education)

2) The need to articulate goals for effective
evaluation

3) The discussion of goals (at the local &
institutional level) as a means for
aspiration to excellence.

4) The role of the denominations in the 
discussion on goals

5) The educational role of the training 
institutions in the discussion on goals

6 ) The "Educational Audit" of the 
community & its educational settings

7) The Educated Jew Project

8 ) Relationship between goals & 
accountability
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• Generate discussions on goals at the local 
institutional & community level

• Gather & sort material on goals produced by 
local institutions & communities

• Establish links between local institutions & 
denominations/training institutions to address 
the issue of goals

• Develop modes of accountability that will 
address the suggested goals

• Introduce the Educated Jew Project
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C ) THE ROLE OF THE DENOMINA TIONS & 
THE TRAINING INSTITUTIONS IN THE 

LEAD COMMUNITIES PROJECT

TOPICS & ISSUES

1 ) Most of the Jewish educational system in 
North America related "de facto" to the 
denominations

2) Educational "pre-service" and "in-service"
training in North America by and large 
denominations ( - !

3) What are the main institutions which are 
perceived as primary educational 
resources by the local communities & 
institutions (personnel, curriculum, etc.)

4) The role of the denominations 81 training 
institutions with regards to the "Goals 
Project"

5) The issue of goals for communal 
organizations & community organizations 
(not related to religious denominations, 
e.g., JCCs)
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OPERATIONAL IMPLICATIONS, E.G.:

• Forge workable links between lead communities
& training institutions & religious denominations 
to define appropriate roles

• CIJE work with training institutions & religious 
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1) Immediate infusion of additional talent to 
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2) Immediate response to shortage of 
personnel

3) Systematic upgrading of the Jewish 
educational system

4) Introduction of systemic ongoing 
in-service training

D) IMMEDIATE RECRUITMENT & TRAINING 
OF PERSONNEL FOR THE LEAD 

COMMUNITIES 

TOPICS & ISSUES 

1 ) Immediate infusion of additional talent to 
the communities 

2) Immediate response to shortage of 
personnel 

3) Systematic upgrading of the Jewish 
educational system 

4) Introduction of systemic ongoing 
in-service training 



N־־

RELATED READING MATERIAL

• Aryeh Davidson: "The Preparation of Jewish 
Educators in North America: A Status Report" 
(A report submitted to the Commission on 
Jewish Education in North America)
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• Identify potential quality personnel in each lead 
community and set up immediate training 
program for each

• Immediate recruitment of personnel from 
existing training programs for senior personnel 
in Jewish education, e.g., Jerusalem Fellows, 
Melton Senior Educators Program, etc.

• Set-up of recruitment programs designed to 
serve the lead community for middle- and 
long-range
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BEST PRACTICESE)

TOPICS & ISSUES

ו  ) Best Practices as an inventory of
"success stories" in Jewish education

2) The distinction between "good" and 
"ideal" practices in education

3) The need to define features which 
generate good practices

4) The attempt to determine pre-conditions 
for the replicability (translation) of these 
features

5) Initial areas in which Best Practices will 
be developed:
• Supplementary schools
• Day schools
• Early childhood programs
• Israel experience
• JCCs
• College campus programming
• Camping/youth programs
• Adult education

6 ) Best Practices in the supplementary 
school: Initial findings & implementation
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OPERATIONAL IMPLICATIONS, E.G.:

• Presenting the findings of the supplementary 
school to the various institutions & educators in 
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• Training seminars for various constituencies 
(lay leaders, educators, rabbis)

• Initial project: Best practices in supplementary 
schools —training educators for specific 
applications
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TOPICS & ISSUES

1) Jump-start the process & show progress

2) Respond to immediate needs in the 
communities

3) Initial try-out of some of the ideas

4) Establish networking amongst the three
lead communities

5) Examples of pilot projects:
a) In-service training for principals, JCC 

execs, teachers (formal & informal)
b) Israel summer seminar
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G) MONITORING, EVALUA TION &
FEEDBACK

TOPICS & ISSUES

1) MEF as the tool to document the entire lead 
communities project & gauge its success

2) MEF as basis for broadening the lead 
communities project & diffusing some of its 
programs

3) The two main aspects of the MEF project:
a) What is the process of change in the lead 

communities (qualitative & quantitative 
data, monitoring & evaluation)

b) What are the outcomes of change in the 
lead communities (relation to Goals Project)

4) The role of the field researchers:
a) Gather baseline information before the 

change has occurred
b) Attend meetings & interview participants 

in the Jewish educational community, in 
order to monitor progress of efforts put in 
the project

c) Help (through their presence & work) 
stimulate new visions for Jewish education 
in the community

5) Building the feedbdack loop
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