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From: Daniel Bekarsky at G08608324844¢44 & 6530 .
Ty @ CloB-Jerusalem at & QU-SFL-£-619651 b 267 ef (2

M3MO TO: Seymour Fox and Daniel Marom
FROM: Daniel Pekarsky

RE: Goals Project activities
DATE: May 30, 1995

Attached you will find materials emergimng out of recemt
Goals Project activities: a) a general update om the project:;
b) 2 rough smmmary of recent meetimgs held with a number of
institutions in Milwaukee, some of which may well serve as sites
ffor mome of our mpcoming experimental work? this summary is very
rough, largely reflecting my need for detail concermning varicus
matters; c) First drafts of letters to these institutions.., I
would welcome feedback on all or any of these«.

By the time you receive this, I =mhopeffil’l that:-wecwill 6 haves
begun tonversations aimed at planning our July meetings:y;
certainly we need to begin with this right away.. If, for any
reason, we don't succeed in speaking over the next day or so, my
assumption is that I will try to develop a rough first draft off
desired outcomes and seminar content bymiddlee off nextr week, soo

that the conversation among us concerning the seminar can get
launched in a serious way.

I look forward to our being in touch.
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MEMO TO: Alan Hoffmann
FROM: Daniel Pekarsky
RE; Goals Project Update
DATE: May 27, 1995

TINTRODUCTION

Below is a sucecinct summary of major developments with the
Goals Project in the last month or so. In general, but with one
gualificatiom, we are on track with the agenda we have set for
ourselves for the months ahead. As you know, this agenda has two
major dimensioms:

a. Goals Seminars .(of the kind held in Jerusalem,
Milwaukee,, and Atlanta),, animated by two aims: first,
encouraging a new kind of discourse among leaders in
Jewish education - a discourse that focuses their
attention on questions of vision and goals, as well omn
the relationship between goals, educatiomal practice:,
and educational outcomes; secomd, identifying
institutions that are ready for intensive work on a
goals-agenda with guidance by CIJE..

b. Building capacity, especially the kind of capacity
that will be necessary to work with educating
imstitutions around a goals-agemda. The requisite
capacity that needs to be developed is of twe kimd3::
knowledge~base and persommel.

I will comment about developmemts in both of the3e areas
below.

GOALS SEMINARS

Milwaukee Goal3 Seminar3.. In May, the last of 4 scheduled
seminars was held. Unlike the preceding three, the last sessiom
wa3 individualized --which is to say that I met with each
institution separately. Each institutiom was te have met in
preparation for this meetimg), with an eye toward3d identifying
goals-related issues that it felt a need to address.. Fer a
detailed discusdion of these meetimgs, see the lengthy summary
that I have prepared. In general, I would describe these
sessions a3 more successful than I weoeuld have anticipated;; and I
believe that there is considerable interest on the part of at
least three institutienms in moving on te Phase II, which invelves
imstitution-specific projects aimed at beceming mere visiom=
driven, goals=-sen3ditive institutiems.. Feollew=up meetings have
been planned for the month of Jume. More on this in the
building=capacity sestion below.

Before concluding this sectiem, a number of miscellareocus
observations:



l. Our impressionistic assessment of the Milwaukee
seminars is very positive, and we are now in process of
trying to get some formal data from the participants.
We'll report on this when the findings are in.

2.1 want to add that two of our 3eminars profited _
immensely from the availability of the Educated Jew 075~ fegtfTfA>TP

pieces to our participants. The3e paper3 have a No
remarkable capacity to provoke serious, high-level -
thinking.

3. In projected work with institutions, there will be a
"taking stock" dimension, and I feel the need to
revisit the question of MEF support in an effort to
generate institutional profiles.

4. The work we have done to date with institutions
confirms our intuition that, in addition to
contributing to their welfare, this work has the
capacity to contribute significantly to our own
knowledge-base.

Other projected seminars. A3 you know, we have been hoping
to hold local, regional, and/or national 3eminar3 next year, and
we have made progress on this front. For example, I have been in

touch with Michael Paley of Wexner concerning our planned
involvement is their 3cheduled Pecember” seminar, for, some 400,
Wexner graduates; and I have been in conversation with Atlanta's

Lead Community Project coordinator, Steve Chervin, concerning - VIO,
Goals Project involvement in their effort to work with o/ "evivi
institutions. Similar discussions have been under way with

Cleveland's Rob Toren, who would like support from CIJE's Goal3

Project in his work with two local Day Schools. As I have

indicated in conversation, while I am pleased with our progress n/ictl
on this front, I would feel better if we had a clearer sense of 3 wpl
"the big picture" for next year, and of the way these individual Oy
initiatives fit into it. This mean3 developing a

conceptualization of Goals Seminars across the year and across
the country. Though it may not be possible to finalize this
conceptualization until after we we've emerged from our building-
capacity discussions this July (see below), my sense is that
developing a preliminary Goal3-3eminar map for next year is an
immediate and important priority. I am hopeful that you, Gail,
Barry, and I can discu3s this matter soon.

ILDING CAPACITY

As noted above, our "building capacity" agenda ha3 two
dimensions. First, we need to better understand how we can best
help educating institutions become more goals-3ensitive and
vision-driven; and second, we need identify, recruit, and bring
along a cadre of individuals who can serve as coache3 to
institutions interested in pursuing a goals-agenda.
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D =Y ] e . ».. We have recognized that our
efferts at deveioping a knowledge-base must have at least three
different elememtss:

1, reviewing work in other arenas - e.g., the worlds of
general education and business - that has been
concerned with ways of encouraging the participamts in
an imstitution to become mobilized around a set of
compelling goals..

2. high-level seminars ((of the kind held with
Professors Scheffler and Howard and with the staff of
the Mandel Institute in February)), aimed at refinimg
our understanding of what a goals-process should be
aiming for and of the way CIJE staff can facilitate
this process;

3. experimental work with institutioms, aimed at
testing our preliminary hypotheses and strategies, as
well as surfacing new and pertinent insigimtss,,
strategies, and issues.

While the first two of these three elements have been at the
heart of our work, the third has awaited our identificatiom of
appropriate institutioms. Our hope was that twe or three such
imstitutions would emexrge from out of the series of Goals
Seminars held this spring in Milwaukee. Fortunmately, this has
turned out to be the case. Based on my most recemt set of
meetings in Milwaukee this date, I anticipate work om a goals—
agenda of varying imtensity with approxlmately 3 institutioms c
next year. —

_____ - Shr?2™N-L

While one of our principal interests i3 in helping the3e
imstitutions make progress, we will approach this work in such a I~
way as to maximize our own learning concerning the best way to
facilitate a goals-process on an institutional lewvel. In
addition te this work in Milwaukee, I expect that we will also
learn a great deal from Marom's efforts with the Agnom Schoeol in
Cleveland and Rob Toren's work with the Schechter School in
Cleveland. Carefully recording and studying our experience in ~
these imstitutional settings is critical at this juncture.. [

Developing institutional coache3d. As you will recall,, our
original plan had been to identify some JrQ %! 15 J3633ible coaches
and to bring them to an intensive summer— seminar, in preparatiom  °
for beginning te assign them te educating institutiems in the QuJ
course of next year. A3 of now, we have succeeded in identifying
and eliciting the interest of over 10 very promising individuwals
who are eager to partieipate in the proposed seminar. But, as yow
will alse recall, we have decided to pestpene the proposed
seminar for thede individuals.

The reasens for the postponement were in part legistieall,,
e.g., the unavailability ef certain gritiecal individuals in the
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summer, but in part more substantive. The principal substantive
reason for postponement was our sense that we needed to know
somewhat more about the actual work with institutions prior to
trying to train these coaches.

Our revised plan is to hold a smaller seminar this summer
that focuses on the work with institutions, a seminar that will
include core-staff from CIJE and the Mandel Institute, as well as
Israel ScEetrier of Harv 3<H Tinlliygpra't-y and Amy Gerstein of tlje
Coalition for Essential Schools. Also participating at thTs
3eminaFwtHr~bgm ~additional individual who will serve as.,a
coach down*the road. It is our expectation that the progress we
will "make-at t'HT3 seminar, coupled with what we learn through the o/'Ssfitift
work being done with educating institutions in Milwaukee and t’x srtfp
elsewhere in the months ahead, will put in a significantly
stronger position when we begin working with prospective coaches.

We are now working on the agenda and materials for the July *>f0£oat

seminar. It will be held in Cambridge and will be developed %j fifed
priniaritv by myaplf. Rarry Holtz, and t~H +>7%> Mandel {'M1I
Institute. i

As a way of keeping actively engaged those individuals who

have expressed an interest in t.he Goals Project-, I -aa-alao 1Hiszm
piannil;g*30mewhat--sJaox-t*xL-,seminars for later thi3 3ummer. Already ]

. . . foiaddial
scheduled is a seminar for select lead educators in Cleveland, at OsHAC
the end of July.

CONCLUSION

Our developing sense of direction. As noted above, my sense
is that we are steadily and thoughtfully making progress on the
Goals Project Agenda. It is reasonable to hope and expect that

through the Goals Seminars, we will help 3pawn a culture in
Jewish education that is seriously attentive to issues of wvi3ion
and goals, so that increasingly communal and institutional
leaders scan educating efforts with an eye to these important
matters. It is also reasonable to expect that, suitably studied,
our experimental coaching work with select institutions this year
will significantly refine the knowledge-base needed not just to
coach institutions but to train coaches. To the extent,
moreover, that our seminar-efforts and coaching-efforts are
successful and well-publicized, they will help to create a
desirable kind of momentum that will facilitate our future work.

Community wvi3ion. Note that this update has not spoken to
the issue of Community Vi3ion, which continues to be on the back-
burner as we approach other more pressing matters. Because I

believe the community-vision topic to be important and
challenging, and because there is, as far as I can tell, great
interest in this matter on the part of a number of
constituencies, I find it problematic that we have not been able
to make more head-way on this front, I would therefore like to
close by proposing that we make more room for this dimension of
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our work.

This community-vision agenda would build om the CIJE
statement concerning community-vieion already on record (See the
materials for our February, 1995 Steering Committee meeting), and
it would take full advantage of the expressed interest in this
matter on the part of John Colman'a committee. There are two
imter-related challenges in this domain: first, to better
conceptualize what it mean3 to have a communal vision and how
having one would contribute to communal life and to Jewish
educatiom; and secondi, to understand how a commumity might set
about working towards such a visiom. 0 —/m, /M

At the April meeting of Colman's sub-committee we discussed
the possibility of a special meeting organized around the theme 1 ntfpp”
of Community Visicm, and I continue to believe this a very good I CM 51T
idea. Though I think this very premature, I also think it might/
be of interest to explore with key stake holders of a single Thzrtk
community why and how they might be interested in participating < ~
in an effort to nurture a Community vision within which Jewish
education could be nested. For different reasoms, Milwaukee,,
Clevelandi, or Atlanta seem possibilities here.

Given our finite human and other resources, I recognize that te
undertake the Community Vision/Goals agenda seriously might meam
cutting back in certain other areas, and I have no immediate
suggestions concerning where and how it might be dome. But this
matter might be more reasonably addressed if and whem we've

sncceeded in clarifying what a compelling community-visiom agenda
might look like.
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E-MAIL FROM PEKARSKY TO MARQW:

11:30 a.w., Wednesday morming, in my office sounds fime! Though it's
mard te proceed in a decisive way in advance of our conversatiion,

m
thinking that it might be of value at our seminar to builld some off
our work out of an examinatiom of one or more cases. If,, that is,

we
mad before wus a descriptiomn of a particular educatimg institwtiion

it
could, of course, be a hgpothetﬂcaﬂ institution but it shouwld be
true~to-lifie), we might be able to use it as a springhoard te a
mumber of imquiries: 1) Questions concernimg what success wouwlldl 1oak
Tike,, 21 questions concerning whem, with whom, at what levels, and
via_what strategies to intervene?, 3) questioms concermimg the
skills, umderstandings the coach would need to proceed effectijwmelly.

Whether this turns out to be a usefwl device for a semimar we can
decide next week, but, in the meamtime, would it be possible far
you I
based on your familiarity with, say, Agnom (or any other institwtiion
zou_kmowb to draft a kind of descriptiom that might serve as a case.
n imagined starting-point could be one of the followimg: 1) the
rabbi or principal,, having heard about the Goals Project or
participated in one of our seminars on goals, asks us to help them
im
this area - _as, in a sense, Agnom did, in the aftermatth of the
$Seminar in Jerusalem; or 2) we identify an institution as promising
and decide to try to catalyze an efforit. In any evemt, the thicker
the description of the imstitutiemn, the bettem.

I am thinking of tryin% my hand at drafting somethimg similar amd I
may ask Barry or Gaill to do the same,

Anyway, I'd be gratefwl if you'd play around with this. I would, off
course, welcome your reactioms.

Talk to you soom.
DP



since the time Toren has been in Cleveland, he has had opportunities
@ becorme Moke savvy about a Rumber of educational settings,
inchading sehools; still, I think the idea of encouraging Toren te

Hit <CR> for next page, :to skip to next part...

BMAIL>

[[2) [Hbecome more focused on the world of informai education is promising
-- remember that, afier all, he was involved with the Retreat

Institute for a year.

Iin any event, having expressed his reservations, Seymour urged us to
foillow our own judgment in this matter. He asked about Gersteim, and
I said we were trying to get her to come, and he seemed comfortabile
with this.

Everything considered, though disquieted somewhat by the possibifity
that Seymour's reservations might prove apt, I think we should go
with Toren. I will speak with him today and see whether we can worlk
it out.
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From:

Seymour Fox

Daniel Pekarsky

Date:7-5-95
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July 5, 1995
Dear Seymounr:

I was glad for the opportunity to talk this morning and am
hopeful that by the end of our discussioms next week we will all
feel on track with this project. The idea of reconsidering the
direction of the project without preconceptioms has great appeasl
to me, and I am looking forward to our discussiens.. I am
particularly eager to have this meeting because I have been
worried that in some critical respects I have not fully
understood how you think this project might best unfold.

Incidemtally, the meeting will be completely “back-stage":
the agreement I made with Toren is that he will come to Cambridge
and be available to meet with us, should we be ready to address
the "Working with Institutions/coachimg™ agenda -- but that he
would not participate in our conversatioms concerning the nature
of the project as a whole. He fully understands the possibility
that we may not get to the coaching-agenda at this meeting;.

I have been deeply troubled by some of the tensiom I have
sensed around the development of the Goals Project and am
concerned that T have contributed to it in a number of ways, for
example, by not being more actively in touch with you at
critical junctures. Had I been better about this and perhaps mere
outspoken concerning some of my own anxieties concerming the pace
with which we were embarking on the coachingragends, I think we
could have avoided some of our present ills. In any evemt, teo the
extent that I bhave been at fault, I am genuinely sorxy..

As I am sure you know, it is you who brought me inte this
field, and the opportunity to work in one or another capacity
with you on matters relating to Jewish education is ene of the
biggeat reasons for my wanting to stay involved with it. I am
hopeful that we’'ll be able to find a fruitful econceptualizatiem
A of the project that will allew this te happen.

I am assuming that I'll get a fax frem yeu en Menday mermimg
my time that articulates some of the thoughts you and D. Marem
have concerning the way we should preceed with the prejeect..

These thoughtss, aleng with my own and those ef Alap and the ethexr
CIJE feolks, should provide a goed starting=peint fer our
convergatiems in Cambridge. I am alse assuming that yeu will be
in toueh with Scheffler concerning the re-definitien ef (at least
the first part of)) eur meeting with him. Finally, I leek ferward
to a good dinner with yeu and Alan en Sunday evening;.

If pessible, I weould like a chanee te speak with yeu in
person or over the phone seme time next week prier te eur
meetings. Please advise eonecerning pessible times. I lesk
forward te seeing yeu seemn.

Danny Pekarsky



The poals project - a vision off ils success

1. General Aims. The goals project addresses contemporary Jewish education in America
in terms of its vision and content. That is to say, the goals project seeks to effect change
and improve Jewish education at the level of the ideas which govern its discourse, culture,
and practice. Such ideas relate to the nature and desired definition of Judaism, Jewish
continuity, Jewish history and culture, Jewish identity, and Jewish existence in America. A
working assumption of the goals project is that the effectiveness of Jewish educatiom will
be enhanced by a re/examination of these ideas in light of challenging issues of Jewish
continuity in America and alternative conceptions of the educated Jew. The goals project
will have succeeded to the degree that it:

a) successfully engages those involved with setting policy, administering institutioms, and
implementing programs in American Jewish educational settings in such a re/exanmination
to the point that they will have committed themselves anew to more clearly defined and
compelling ideas of Jewish educatiom;

b) assists those mentioned above in seeking out strategies and means for these ideas to
guide educatiomal policy, culture and practice in their settings.

2. Making use off resources for ideas of Jewish education: The challenge of arriving at
clear and compelling ideas for Jewish education is a difficult ome. Research in gemeral
education has shown that in most cases, those who have the respomsibility for setting
priorities for the development of school programs do not feel they have a minimum of
necessary understanding available to them in order to do so. For example, it is very
difficult, if not impossible, to make respomsible decisions about whether to more
significantly emphasize the humanities or the natural sciences in a school curmiculum
without in advance weighing systematically reasoned claims for eadh.

This state of affairs would seem to apply to Jewish education as well, if only because of
the fact that despite significant new challenges to Jewish life, there have beem very few
attempts within the Jewish world over the last four or five decades to suggest new ideas
for Jewish educatiom. Consequently, in order to be poignant and effective, the
re/examination of ideas which the goals project seeks to generate in settings of Jewish
education would appear to necessitate an input from intellectual and spiritual leaders of
the Jewish community in America and around the world. Besides the imporiant statement
which is made by the participation of such leaders in efforts to improve Jewish edueatiom,
the contribution of these leaders would be to inform the re/examination process with
alternative suggestions and claims as to the ideas which ought to be pursued by Jewish
educatiom. As such, they are a critical resource for the geals projeet.

The goals project will be successful to the degree that it ean infuse the educatiomal
ideas of these intellectual and spiritual leaders into the refexamination proeess. In some



cases, ideas suggested in print over four or five decades ago - for example those of Hirsch,
Buber, Rosemswieig, and Ahad Ha'am can be made valuable. In others, active participation
of local and other intellectual and spiritual leaders such as Rabbis, Judaic studies scholars,
Jewish authors and denominational philosophers may be useful. Another possible resource
would be the scholars and soon to be published papers of the Mandel Institute’s educated
Jew project, the very aim of which was to make alternative and contemporary ideas of
Jewish education available to efforts such as those generated by the goals project.

A challenge in the use of such resources is to render the ideas espoused by intellectual
and spiritual leaders in the Jewish community accessible to and operative for various
constituents within a particular Jewish educational setting. This may involve a particular
kind of activity in order to prepare intellectual and spiritual leaders to make their
contribution more effectively and/or an attempt to formulate their ideas on different levels
of educatiomal discourse about content (one breakdown of these levels which has been
suggested has been: a) philosophy/Jewish philosophy; b) the educated persomJew; c)
“translation™ to terms of theory of educatiomal practice; d) implementation in terms of
curriculum, teacher training, delivery of programs, etc.; e) evaluatiom).

3. Creating readiness and a capacity for re/examinatiorn of ideas: The assumption that
ideas govern education, that they are a “template™ of sorts according to which institutional
cultures and programs are designed in education, implies that "tinkering" with educatiomal
ideas can be a sensitive undertaking. It is well known that many institutions of Jewish
education undergo an examination process from agencies which provide accreditation for
private education in America. Similarly, others point to painstaking "visioning® and
"strategizing™ processes which they have undertaken over a number of years with the help
of consultants with expertise in business and orgamizational behavior. Neither of these will
necessarily lead to a grappling with ideas relating to the very substance and content of
Jewish education which the goals project has placed at the center of its focus. Indeed,
research has shown that in many cases, those involved in Jewish educatiom prefer to be
consciously ambiguous in the formulation of and statement of commitment to such ideas
because explicit statements can arouse conflict and debate. The rationale for the goals
project moves in the opposite direction. Without clear and explicit formulation of the
ideas of Jewish education to which a particular institution is committed -~ even where
streamlined businesslike organizational strategizing is set into motion - it will be difficult
to avoid a program which is characterized by self-defeating blandness.

A challenge for the goals project, therefore, is how to create a readiness and eapaeity
for re/examination of ideas for Jewish education. In many cases, those involved in Jewish
education may be unwilling or even feel unable to take on this task. They might even
argue, with no small degree ofjustice, that since they are among the few who are devoting
their energies and talents to Jewish educatiom, they have no time er reasom to inquire inte
the ideas of Jewish education. Paradexicallly, it is often places where there is a strong
sense of professional and Jewish self-confidence which are most willing to take an honest
close look at themselves. In other cases, particular consituents within a setting be willipg



to undertake a re/examination, but will not have the power to do much with what they
learn from it. In order to succeed, the goals project must therefore generate a wide and
powerful base for the undertaking of an activity which could have deep and oftem
unsettling implications for a broad base of constituents.

The goals project will be successful to the degree that it generates a readiness and
capacity to undertake a re/examination of those ideas relating to the contemt of Jewish
education among those who have "ownership™ over settings in which Jewish educatiom is
delivered. On the one hand, this may include many different constituents within a single
imstitution, including board members, parents, administrators, senior staff, teadhers, and
even students. On the other hand, single institutions themselves are oftem part of larger
systems or networks, be they of denominational, geographical, cultural or other character.
Consequently, it would seem that attaining success in the goals project would involve the
development and implementation of an effective strategy for creating readimess and
capacity for re/examination of ideas among different denominatioms, commumities, and
imstitutions at different levels of authority and practice.

4. Designing methods and training personnel for goals project cooperation with these
involved in Jewish education: The task of engaging those involved with Jewash
education in re/examination of educational ideas is hoth complex and labour intemsive. It
necessitates both an intimate familiarity with alternative ideas of Jewish educatiom at
various levels of formulation and the skills necessary for effective interactiom with a wide
array of constituencies within a Jewish educatiomal institutiom, system or network aroumd
sensitive issues of content.

Though experts in philosophy have been utilized in various professions such as busimess
and medicine; no job description similar to the one deseribed here seems to exist in
education. What does exist and may have much to inform the goals projeet are attemmpts
by various educational experts to implement change by bringing various eonstituents
within an edueational undertaking to achieve eoneensus and mebilize their energies around
particular strategies and goals for change. Here too it seems that issues of content do not
seem to be in the center of attention. Consequently, in order for the geals project to
suceeed, there is 8 need to develop - through ereative deliberation, experimentation, and
evaluation - new prineiples and metheds and for cooperation with educationl
underiakings around ideas of edueation. Then, with the development of such prineiples
and metheds; it could then be possible {o train a broader staff for the implementation of
the geals prejest.

The suecessful implementation of the goals prajeet may begin at ene of many entiy
peints within a partieular edueational institution; system of netwerk in relationship ope of
many possible levels of formulation of educational ideas (eg evaluation. teachei-imining,
ete.). From there it could move on in any number of directions and [nvelve any number of
constituents. Presumably, there is seme relationship beiween the effectiveness which cam
be achieved through the fermulation and implementation of educational jdeas and e



range of concensus and activity which is created around these ideas witlhim a particular
educational undertaking. The goals project will be successful to the degree that it cam
inspire and provide tools for a significant movment in this directiom, ome stromg enough so
as to have a momentum and continuation of its owm.

5. Current challenges to the goals project in light of the above: The goals project has
succeeded in generating genuine interest in and readiness to participate in the goals project
in many institutions in lead and other communities, as well as among those who deal with
Jewish education at the community level. At the same time, it has not yet concieved of a
larger plan for utilizing its resources among Jewish intellectuall and spirituall leadership or
for generating readiness and capacity among educatiomal institutioms, systems and
networks in North America. In addition, though past experience has beem amassed and
new experiments are underway, a clear set of principles and methods for goals project
cooperation with educational undertakings has yet to be formulated and tramsfommed into a
training program. A challenge which faces the goals project is how to develop these larger
plans and capacity for training goals project persommel and, at the same time, mot to lose
the momentum or disappoint the expectations which have already beem createdi.

DM: 9/7/95



Issues 1o considier in light off the suggested document:

L. phancecammarssition follow wpwitth Iommy Pekansly; C\L1~ PP~

2 enelilling Danny Pekarsky to find his own categories for content aspects o f the goals
praoject (i.e.simee this decument uses the same language which we have used in the past
amd] yet wikich has mot been effective in getting the message of content acrass, how do
we help Danny evercome whotever it is in this presentation which might be senving as
a block to this messyye?);

B meetimg time for DM-SF en Friday morning to discuss next steps and meetings
with Schefffler on the opeming chapiter; I
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4. other

frin



Educated Jevw Publication

/

1. Mima: This is a criticdl issue wiich, among other reasans, has blodked ws firom antivime
at a formula for publication. What are the aims of this publication? We have been
confused between alternative possibilities of aims for this publicatiom includimg:

a) creating a new field of educational inquiry;

b) engaging our internal circle of lay leaders, educators and scholars in content issues of
Jewish education and providing them with alternative answers to them;

c) initiating a mode of operation in Jewish education which moves from philosophy to
practice;

d) placing issues of Jewish educational content on the agenda of a broader Jewish public.
¢) transform the concern for Jewish continuity into alternative theories of educatiom with
competing translations to practice;

f) extinguish cynicism about Jewish education by exposing exciting models of educational
practice which greatly differ from what exists and show what could be;

As spin-offs such as the goals project and the educated Israeli have emerged and
convinced our lay leadership of the practical import of the educated Jew project, our
confusion has only grown. We are now pursuing the original aims of the project (see
original project description) on many different levels. Furthermore, the very news of a
publication has generated responses from a number of our associates which clearly point
to serious obstacles before the attainment of any of the above goals. At the same time, the
ongoing work with scholars has only added a rich treasury of formulations, distinctions,
examples, etc. to the original material, and we have all that much more to choose from.
Each vision has a library of materials now rather than a single paper.

In light of the above, it seems to me that there is a strong need to revisit our aims for this
publication and decide on a simpler approach which is both more easily doable and which
can serve as an appropriate beginning rather than an all encompassing statement on the
educated Jew. On this level, I would like to suggest that our first publication have only
one aim = to provide discussions of the content of Jewish education which make for
inspiring and compelling reading. The appeal of these writings should first be to the
reader's own persomal sense of significance and then to his or her practical relationship to
educatiom. This publication ought to aim to be a primary text, the reading of which
provides an experience which needs no explanation. If we achieve this aim, I believe we
might be able to go on to some of the others. If we do not achieve this aim, however, we
might not get to them.

Honestly speaking, I cannot say that the experience of reading the papers in and of
themselves - and this is what many readers have told me - makes for inspiring and
compelling reading for our kind of audiences. Their richness comes through after close
study, live dialogue with the authors, and/or reformulation in terms of educatiomal
translation. In additiom, having discovered this richness from the inside, 1 feel able to



provide capsulized descriptions of each of the papers which do carry across theif richness -
as I did in Atlanta with Greenberg's paper - though in every case, this involves spelling out
some the basic assumptions about Judaism and Jewish existence which the authors leave
out of their original papers. This only accentuates the problem: most readers will not
patiently seek out this richness through pages and pages of introductiom, footnotes,
educational translations, demonstrations, etc. We need to bring them to a readiness to
undertake a close reading before we provide the larger version of the book. The poetry of
the papers has to cast its spell on the readers before they are invited to read the prose.

2. Formatr: We have long been considering the option of a full fledged book, complete
with an opening chapter which introduces the practical importance of vision for educatiom
and with each paper accompamied by an introduction, educatiomal tramdation,
demonstrations, appendices, etc. Realizing that this would be too dense, uneven in quality
and problematic in terms of its statement about representatiom, we considered putting out
a series under Professor Scheffler's rubric of "Working Papers". This suggestiom was seem
as preferable by the scholars, educators, and by most of our associates (see appended
documents suggesting and asessing the idea of an educated Jew series). Furthermore,
from a practical point of view, it was taken into account that while the publication of the
larger book would demand much more development and therefore take much more time,
Greenberg's "Working Paper” could be translated and given to the printer in a short time
(and would demand a less comprehensive opening chapter). Since, for various reasoms,
the series idea has been ruled out, we are left with what I see as the almost self-defeating
task of publishing the book as a whole.

As I see it, if we are going to have to put out a book, it may be wise to consider a format
which would provide short executive summaries of each of the visions, preceeded by a
short classic statement about the importance of vision in education and its urgency in
contemporary Jewish education, filled with powerful quotatioms, examples, etc. from the
rich material which has amassed over the years, and followed by a grnd which enables
comparison between the various visions at a glance {what Posen suggested) The
categories for each of the executive summaries of the visions would be the same: eg.
"definition of Jewish existence;" "conception of the teacher" ete.

In addition, we thought that Nessa's suggestion might be useful: turm the presentation of
the visions around on its head: i.e. move from translation te educatiom back to
philosophical formulation. Nessa argued that we ought to start with a real projblesn which
provides an entry point into the discussion close to where the reader is at. For example
(as with Atlanta) - you have to start a new school because you are not happy with Jewish

education as it is, but you do not know where to go. What to do? Leok at different ideas
about what a school could be...

Do we honestly believe that this sort of publication would not provide a mere compelling
and inspiring reading than the denser version of the book? I think I would feel safer
beginning this way and then publishing the rest as a "textbook" for study and development
for those who want to move forward with development of and threugh visiom.



3) Status report on each of the elements of the publication:

a) Opening chapter: The confusion about the aims of the publication has made this task
all but impossible. There is a different opening chapter te be written for each of the
original aims, and in a different way for each of our audiences. Piece by piece we have cut
down the opening chapter, here leaving out the discussion of how visiom drivem practice
can be developed, there leaving out the response to the critique about visiom being am
expression off nostalgia for ideology. At one point we made an inventory of argumemnts for
vision as a basis for the opening chapter. In my last versiom, the opeming chapter was
limitted to three points; 1) vision is of great practical importance for educatiom;, 2) Jewish
education is in need of vision; 3) this is how vision is presented in the book/series.

In addition, alongside these efforts, there are a series of papers and public addresses wihich
SF and Scheffler have written/delivered prior to and during the project which relate to the
argument for vision and may provide a groundwork for an opeming chapter. Miest
recently, the continuity paper was considered as an opeming chapter of sorts for the
book/series (today it is complete but for footnotes). That paper moves from the profblem
off continuity to theories of Jewish education which provide a visiom for comtimuiiy:.
Alternatively, it was considered as a first "Working Paper™ or a second opening ¢chaptesr.

Appended to this summary are various papers/speeches of yours and Scheffler's wihich may
provide content for the opening chapter, including the continuity paper, my last draft of
the opening chapter, an older broader version of an opening chapter, and the inventory of
arguments for vision in education including some classic examples like Smith, Cohen, ete.
(please let me know iff you want any of the articles or sources which 1 have ammassed over
the years in which arguments for vision are made or illustrated)

b) Greenberg: Greenberg has completed his paper and has approved our intreduciion,
translation to education, and appendix on Jewish vs. general eulture. Still, the translation
pieee is missing an expanded diseussion on the elements of parshanut and fully formulated
footnotes. QOur biggest problem here is translating Greenberg into Bnglish (let me remind
you of eur promise to the seholars to publish in beth languages. and at the same time, owr
sense that the educational {ranslations may differ for Israel and the diaspera) Greenbeig
wants somebody whe is net afraid to be daring for the sake of flowing Emalish and will]
suggest alternatives to literal translations. A reeent suggestion by Rut was Yomi Gondiss,
whe was alse mentioned by a few others. [ await his ev. and examples of former
translations.  Alse, we have still te put together the biblisgraphy of Greenbergs
edueational writings. 1 de net knew what te make of Greenberg's publie statement of our
juieing his paper for mueh mere than its werth...

Appended are Greenberg's paper in Hebrew, my introduction and translation @ education,

youF Mexico translation of Greenberg, as well as the appendix om Jewish v geresdl
culture.

(I



c) Twersky: Twersky's paper is advancing in leaps and bounds. The more he has
explicated the basic assumptions and implications of his paper, the bigger his own
imtroduction to and educational translation of his orginal paper gets. Hemce, Twersky's
formulation gets simpler and more accessible as it grows in scope and volume.
Furthermore, intensive work with him has generated text anthologies, protecols and
demonstrations which may significantly help illuminate his vision and make it practicaily
implementable. The text anthology which has emerged from his presentatioms, for
example, lends itselfto teacher training based on his vision. Twersky has definitely moved
closer to the end than to the beginning of his work and in my opiniom, it 1s unequalled in its
quality and capacity to exemplify what it means to have a vision of educatiom. Also, he is
currently giving much time over to the summarizing of his work It is important to
consider here that the result of Twersky's successful efforts add up to at least two full
volumes for publication (the second one being the text anthology):.

Appended are later versions of Twersky's reformulated original paper and his new
introduction, both not final, and summaries of his presentations which he plans to
incorporate into his introduction and educational tramslations, lists of sources for the text
anthology, etc.

d) Brinker: Brinker's vision is critical to the whole corpus in that it extends the whole
discussion of the educated Jew from religious identity to that with peoplehood. As such, I
would argue that it is inextricable. Were we to have gone the "Working Paper" route and
to have started with Greenberg, 1 would have urged us to include some of Brinker's
challenges to Greenberg so as not to lose this aspect. At the same time, it is, in my
opinion, quite far from being ripe for publication, especially for a diaspora audiemce.
Considering Brinker's patience and workstyle, what remains to be done might have to be
filled in by us in the imfroduction/tramslation te education and/or a diaspora secularist
respondant such as Michael Walzer.

Appended are the last version of Brinker's paper, various tramslatiom pieces, summaries,
etc., and Walzer's article on diaspora secularism from Ha'aretz.

&) Rosenak: Rosenak has written two papers - one suggesting commen criteria for the
educated Jew and the other raising the issue of community wide visiom. The first was in
need of significant reworking (even retracting) when he wrote the second. Qur experience
has been that the second paper feeds into real concerns among those respansible for
Jewish education in the community. In a sense, it is both am introduction te the whole
issue of vision for Jewish education (since the question of the community's coneerm for
educational content is at the heart of the argument) and a discussion of one of its
particular aspects (after all, vision at the community level is not the same diseussion as
vision within a denominational institution). The first paper is now a sub chapter within the
discussion of community wide goals, providing one possible vision of community wide
goals - though, as Mike recongizes, one which is fundamentallly derived from a liberal
orthodox position. They may be considered together, but probably are better apart.
Appended are both Rosenak papers.



1) Scheffler: Schefflier's paper on the educated person has been published on its own. For
our purposes, it is lacking in an introduction which explains why it is important for the
discussion of the educated Jew, and in a systematic continuation in temms of its
impliications for the educated Jew. Scheffler has written a second paper om implicatioms
and a third on the particular positions presented in our project. My sense is that the
second paper relates to an issue which is critical for many of our readers, both im the
diaspora and in Israel, though not with the weight and systematic view wihich characterize
the fimst paper. Also, it leaves out a section in the protocols which addresses the
implications (or critique, if you will) which the discussion of the educated Jew have for
general education {which is critical because, in essence, it provides a ratiomale for Jewish
education with reference to general educatiom). In late of the debate we witmessed
between Scheffler and the late Coleman at our academic board meetimg, this may be a
touchy point, but it is hard to underestimate its importace for us. Together, the first two
papers also may be considered as an introduction to the whole discussion of the educated
Jew, as well as a particular inquiry within this discussion. As for the third paper, it needs
to be reconsidered, especially in light of the more fully developed explicatiom of the visions
which Scheffler himselfhas not been privy too. In reconsidering this third paper., we might
want to think about asking Scheffler to present a reading of the whole discussiom of the
educated Jew in our project in which he would suggest what new issues have emerged and
what other issues need to be addressed. This could serve as a useful postscript to a fulll
volume publication, in any one of its formats.

Appended are Scheffler's three papers and the statement in the protecal which I have
argued needs further explication in the second paper.

8) Meyer: Though Meyer's paper has moved forward over the last year, it siill] readis
much work. Meyer senses that he has something important to say within the context of
Reform and therefore wants to continue the work with Reformn educators in the diaspeia.
As such it might serve as a very good basis for a "Working Papex" (indeed exaetly whiat
Scheffler suggested by that name), but in the context of a whele book en the educated
Jew, it seems really only to be a response to or an invitation te explore a possible vision in
between Greenberg and Brinker. Meyer's last request was to give him a full year for
reformulation of his paper and discussion of it by Reform edueators as a basis for yet
another drafi.

Appended are Meyer's latest draft and various summaries, respomses, ete. In relation o it
(inchuding my handwritten summary of the latest meeting with edueators in Istael).

K) Other: There is still some werk te be dene en the bibliegraphy of works om e
educated Jew, if that is imporiant for our elaim i an epening chapier that there is a
paveity of development in this area. Alse, sinee we ean assume that in Novth Ameriea we
have and are going to contlnue to have flaque about net including & WoMan B BUF SHOWH
of scholars (despite dealing with issues of gender in Seheffler, Greenberg, and Twesshop), 1t
may be important to announce that work has been done on yet another coneention with 4
weman seholar. This reflests what ene of the fellows of the SEL called the generl



problem of "sweeping non-representativeness”, by which he meant to say that despite its
resting on justifiable grounds, this is a kind of non-representativeness which gemerates a
liess than neutral or even negative attitude on the part of the reader before s/he ewen
approaches the first word on the paper. Finally, the goals project initiatives and the
attempts to teach the educated Jew at the SEL and Jerusaiem Fellows have produced
many serious illmstrations of how all this has become practical. Were omly a few examples
to be written up, they would prabably be a very useful addition to ocur publication, im
whichever format it would appear.

2, 1995



DM suggestions for topics of Harvard goals
consultation:

1.. The role of content in the work of the goals
coach..

2. The implications of the above ffor the training of
goals coaches.

Danger: confusion offthe above discussion with the discussiom of the
Juture of the goals preject. Note: In discussion with Allam Heoffforam,
he said that MI pullout of the goals preoject would lead to CIJE
canning off the preject or drastically reducing its sceps. At the same
time, he said that the language of goals preject has infused CIJE
work and discourse with others and has become associated with the
Educated Jew project. It seems to me that he wants te talk about the
Juture of the project more than anything else. Furthermes,
according to Alan - Barry and Gail are not staff [ior the gewls
project. Their participation in the consultation is as CIJE staff wheo
want to help carve out the goals prejeet as part of the total progiraim
of the CIJE. If they are at the table, that means that they will
probably want to pull the discussion to the issue of theffitume of the
project. Finally, I imagine that Danny Pekarsky's attitude will be "I
am not investing any more in this until it is elear what the division
of labour and authorilty for the prejeet will be.

Suggestion: work out future of the goals project ik & Seperdie
context, preferably In advanee of the eonsultation, but if nes,
announce time and place of that separatefforiim.

A personal eoneern: Deeisions about fiuisre of the project will be
made in my absenee, and before I have worked out & elear piciume of
my workload nextyear. Danny
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Date: Tue, 27 Jun 1995 14:07:00 66Q0

from: “"Dan Pekarsky™ <pekarsky@mail.soemadison.wisc.edu>

Regly-T@: pekarsk iill. soemadison.wisc. edu

Subject: Re: Goals-update -Reply

Toz MAROM@vrs..huji..ac.iill

X-Gateway: iGate., (WP Office) vers 4.04b - 1032

MIME-Versiom: 1.0

Content-Type: TEXT/PLAIN; Charset=US-ASCIT

Content-Transfer-Emcodimg: 7BIT

The Tuesday morning time next week sounds best te me — but if need
be. I could shift things around so as to meet om Wedmesﬁﬁg. Amytime
after 7 am my time is ¥ine with me at my office (1-608-26 -HWNBX. If
there are any issues, concerms, questions,, etc. that it would be
worth my thinking about prior to this conversatiom - matters that
@1th§r of you might want to raise, it would be helpffull to know this
in advance..

I am_Teaving town_the following Tuesday, and I'm concermed about our
mot leaving ourselves much planning time.

I willl try in the next few days to draft some thoughts about how
some
gf youg own experiences working with Agmom wmight become a
asis for
some of our comversatioms; perhaps you could give some thought to
this as well. T will send my thoughts on to yow and would welcome
yours.

A1l the best.
DP
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From: "Dan Pekarsky” <pekarsky@mail.soemadison, wisc.edu>

Reply-To: pekarsky@mail.soemadison.wisc.edu

Subject: Re: Goals-update -Reply

To: MAROM@vms. huji.ac.il

CC: ALANHOF@mail.soemadison.wisc.edu

[2) [H

Thanks for your quick response. I'll look forward to discussing

Goals Project matters with you in the near future. When you speak

with Seymour, please remind him of our plan to speak before next

Wednesday - which is when I head to NY for two days of meetings. He

is welcome to reach me Jate at night (up to midnight) or early in the

morning (after 6:30 a.m.). Thanks.

By the way, 1 did notice one change I will want to make in the

letters I'm thinking about sending out to the Milwaukee institutions.
They don't sufficiently emphasize the need to think thoughtfully, and
in the context of some j5tudy, about the wisdom ofthe goals they havye
adopted; our efforts should in an un-heavy-handed way he steering
them in this direction.

Talk to you soom.

D.
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BMAIL>

[2J [HMy conversation with Seymour yesterday was more abbreviated tham |
would have hoped, the reason being that he was running off for a

teaching engagement; but we did briefly discuss the "additiomal

coach" question.

Among ourselves, we had spoken of " ore™i)cing a good eandidate, but
as you will reeall, Seymour had expressed some goneerns about this,
But since, of the available candidates, he eentinues te seem the meost
promising and sinee - with or withgut eur invelvement = he willl be
doing related work in Cleveland next year, I deeided - after
consultation with the twe ef yeu - to diseuss this matter with

SeymouF again.

SeymouF continues te be semewhat eoneerned about Toren's aptitude for
this kind of werk and s espeeially werried about how well he knows
schools. He seemed meore comfortable with Teren if, in view of his

JCC experienee; we think of him as an Infarmal Edueation eoach and

tie him te the werld of JECs and eamps. Though Ay ewn sense is that



HARVARD UNIVERSITY MANDEL INSTITUTE

Philpsophy of Eduwenion Research Cene- For e Advanced Smdy and Peveloypment
of Jewish Education
June 6, 1995 Leadership, Training and Education
A Progrem of Scholarly; Collzboration

Professor Seymour Fox
Mandel Imstitute

P.0. Box 4556
Jergsalem 91044

Fax No: 0-11-972-2-662837

Dear Seymour:

Thanks for your fax of June 5, 1995. JoAnne has reserved a room
for Sue and yourself at The Charles from Thursday, July 13, a.m..
andl departimgy om Thursday, July 20. {(QumTirmation # is 645%2.))

The has also reserved a room at The Charles for Danny Maram for
July 13, 14,,and 15, departing on the 16. (Comfirmation # is
HA54 )

The rates.are $160.00 a night.

Simce you are all arriving on the 13th, I don’t know when you °
want the first session to begim. Please let me kmow! I assume
ThaiTily one morning session if you want one, and one afterneom
sessionm on the 13th, and a morning and afternoon session alse am.
the l4th. 3 count seven people for these two daysi Pekarshy;,
Marem, Dorph, Holtz, Fox, Scheffler, Howard.' LE£ you want tapes,
let me know right away and I/1l get Stefania to jein us. (I
assume Annette is not coming.))

For the 17th, ISth and 19th, I assume just you and I and Vermen
will meet.

1 think it will be more convenient if, instead of beeking Gutman
Tor the 13th and 14th, we meet in my office in Laarsen instead.

We can then go out for lunch or have some sandwiches brought im,
2nd we can then end before dinner. 1Is this satisfactory with
you? If net, please let me knew right away and I will make other
A GEROTS..

You can reply by fax, er E-mail te me (Hanette has my heme S~
mail addrese: SCEEFFISEC HUGSEL.FBRVARD.TDD)

Sincerely,

Qa =
Iskael Sehetrler

Is:jas

506 Laxsen Hall, Appian Way, Cauhridge, MA 02138 RO.E. 4497, Jerusalem 91044 Isnaek
Tk SHIAIS084; Fax: GHT-AS0540 Tel: 972-2:608447; Fax 972-2-63905%



pekarsky@mail. seemadison.wisc..edu => marem@wms..hwiiil. .ac.iill ;
é?ﬁ/@ﬁu 01:04:06;

«pekarsky@mail.seemadison.wise.edu& _
BMAIL=S-MP, This is a multi-part message. Hit <CR> to contimue
[2J [H [ImMIME tgge: TEXT/PLAIN
Charset = US-ASCII

MEMO TO: Seymour Fox and Daniell Marom
FROM: Daniell Pekarsky

RE: the Julg Seminar in Cambridge
DATE: June 5, 1995

As promised,, I'm sending alon%_some thoughts that might
serve as a springbeoard to conversatioms over the next sevemal
weeks concerning the agenda and wmaterials around which te
arganize our July seminar in Cambridge. I have, b¥ the way, not
yet confirmed Gerstein's attendamce; but 1 did, followimg my
conversation with Seymowr,, invite Rob Torem, and he, after
conversation with Gurvis, indicated that he would
enthusiastically attend. In my conversatiom with him, I floated
the possibility of his working with a JCC, and he seemed
amenable. It is worth notimg, though, that in his Jewish
Education Center of Cleveland role he willl be worknm% next year
with_ the locall Schechter Schooll on questioms that substantially
overlap our project.

~_ Following the advice Seymour offered on another occasiom, I
willl stay away from actuall seminar contemt on this occasiem_in
order to focus on desirable outcomes. For your referemce, 1 am
including two additiomall pieces of materiall at the end of this
meme.. One of them is the list of tentative outcomes I had
proposed whem we were thinking about the larger end-of-Jul
seminar; my sense 1S that some, but certainly not alll of them,
continue to be pertinemt. The other 15 a cop% of a documemt
concerning the nature of coaching entitled “Workimg with ]
Institutioms™ which, based in part on our _meetimgs last wimter im
Cambridge, I drafted earlier this year. Ifma¥ Oar ey oot
already sent it to youw; but I thought it might bea wsdfil]
document to work with..

SEMINAR OUTCOMES

In very generall terms and as a first approximation, my
understandimg is that the July seminar is desigmed a) to deepen
our understanding of the activities and purposes associated with
anghlﬂﬂ educating institutions in the directiom of greater
vision-drivenness, with an eye towards b) better understandimg
the skills and_ understandirgs needed by coaches and ¢) clarifyimg
the criticall elements that need to enter inte a training-semimar
for coaches.. (Note that I use the word “coach™ mere out of habit
than out of convictiom - for I'm not sure that tihe word
ade uate1¥ cagtures the work of the persom who iis tho ssgree ass aa
guide/gadfly to educatimg institutions).



A? a tirst éBQF?XiW@ﬁﬂ@ﬂ, I want to suggest that these
%??fﬁl @MFEB§E§ willl be best achieved if we accomplish the
ollowing at the seminamr:

1. Revisit and, if necessary, exgand on the gememsl)
conception of the coach"'s missiom that we discussed im Febrwamy.
As a springbeard,, see Pekarsky's brief document "Workimg wiith
Institutions. .."

2. Clarify the minimal (Gimstitutienal)) conditiems under
which a relationship betweem CIJE and an educatimg institutionm
around a godals/visiom agenda is likely to prove fruitfuil.

3. With attentien to local ¢ircumstances that have a bearimg
on appropriateness, articulate and refine the kinds of strategies
that are likely to raise the levell of consciousmess and )
discussion concerning goals and to stimulate serious reflectiion
and study that is more thanm values-clarificatiom.

4. A corollary of £3: identify fruitffull ways of 1aunchﬁmﬁ
the relatlonshig between CIJE and an educatimg institwtiion. What
should the coach say, offer, stipulate, recommend, ask, de
imsist on, request, organize, etc. at the outset in order ﬁ@ get
the process off tota gogdodtarti? Whadtshbolldd théeceaahhaweodd
doing? In answering such questtonss ifncongretee casess, whiadt
circumstances meed to be taken into account?

5. Clarify diéfﬁm@ntnﬂ&ggeessQ&fsaacesssto be aspired toinn
working with an ededaddning nsfttuttiom. Whiatt would swccess 1inaa
full or partial sense look like?

6. Understand other approaches to educatiomnal change
(motably Senge/Fullam and Sizer),, with an eye towards graspimg
how our approach differs from theirs and als¢e what we might learm
from them that would be helpfull to our efforts.

. 7. Clarify how experimemtall fieldwork now under way (through
via Pekarsky and Marom) cam provide insight into the aims,
processes,, and challenges of coaching educating institutions.

8. Based on 1 through 7, what are the skills and )
wnderstandings that a coach needs in order to be an effectiwe
catalyst and facilitator of a visign/goals agenda? Andl, related
to this,, what should a coaches training-seminar focus on?

8. FinalFypalhst Begtbhunobmeansmdeast|eadarifyathly wolrkingrking
relationship and communication-patterms betweem CIJE and the
Mandell Imstitute on the Goals Project, so that in am ongoimg way
our efforts willl be complememtanry:.

} _Thou%h the foregoing represents my reall views at this mement
i time, also regard it as mo more tham a conversation-starter
and welcome your reactioms.



] I want to note that I view #8 as very importamt and believe
it should occupy us on the first day of the seminar - either for
half the day or the fulll day. I have alerted both Torem and
Gerstein to the pessibility that there willl be a closed meetimg
at some point during our seminar to discuss what I described to
them as "house-keepimg” mattemrs.

I leok forward to hearing from you. I"11 be im New York for
the CIJE meetings from Wednesday to Friday and willll them be in
Madison pretty much for the rest of the momtth. Alll the best.

APPENDIX 1: QUTCOMES IDENTIFIED IN EARLIER MEMO SKETCHING OUT THE
SUMMER SEMINAR (scheduled for end of July, but postpemed

1. Deep familiarity with basic concepts, assumptioms, and
materials associated with the Goals Project and the Educated Jew
Project., This familiarity includes an appreciatiom for the
power of these concepts, assumptions and materialls.

2. An awareness of other prominent approaches to institwtiiconal
reform, and how these approaches relate to - and differ from -
our own. Attention needs to be paid to what can_be learned from
other approaches,, even as we recognize their limitatieons.

3. An ability to use the Project's concepts and principles as
lenses through which to imterpret the state of goals in the life
of an imstitution - in ways that suggest criticall questioms that
need to be raised.

4. An awareness of the different levels at which one "cam cut in™
to the problem, and of different strategies that cam be used (at
different levels) to stimulate serious reflectiom concernimg
vision and goals ((and their relationship to existimg practice and
outcomes).. There need to be opportunities to experimemt wiith
these strategies in the course of our semimar. Participamnts also
need to emerge from the seminar with some sense of the .
appropriate llevel at which to intervene in any givem institwtieon.

5. An awareness of the sources of resistamce to a serious i
inquiry into an institution’s basic %oaﬂs and their relatiomship
to practice, as welll as of the ways to defuse, circumwemt, or
exploit this resistance.

6. Awareness of the kinds of conditiems that must obtaim im an
institution if one is to have a fightimg chance of makimg
progress on a goals-agenda.

7. Excitement about being Eart of a pioneering venture that is im
its formative stages and that offers participamts a chance to
engage in and to share "action research™.



APPENDIX 2: PEKARSKY'S "“WORKING WITH INSTITUTIQNS™ DOCUMENT,
DRAFTED IN LIGHT OF OUR FEBRUARY,, 1995 SEMINAR.

WORKING WITH INSTITUTIOMNS:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutioms around a
goals—agendia.. Its guiding convictiomns are:

1. Thoughtfully arrived at goals play a critical role
in the work of an educatlmﬁ institutien. They help to
focus energy that would otherwise be dissipated in all-
too-many directions; they provide a basis for makimg
decisions concerg]m%_currlcwﬂmm personnell,, pedagogy,,
and_sociall organizatiem; they offer a basis for
evaluatiom, which is itself essemtiall to progress:; and,
if genuinely believed in, they cam be very motivatimg
to those involved.

2. In Jewish educating institutioms,, as in many others,

there is inadeguate attentiom to foaﬂg. All too oftem, one or
more of the following obtaim: goals are absent or too vague to
offer any %UIdQMQQ; they are inadequately represenmted inm
practice;; they are not understood or identified with in any
strong way by key-stake holders; the¥ are not grounded im some
conceptionm of a meanimgffwll Jewish life which would justify their
importance.

Goals Project work with institutioms would focus on remedyimg
these deficiencies.. The following discussiom tries to explaim
the presuppositioms and the nature of this work,

WORK WITH INSTITUTIONS

Presuppositions. CIJE's work with institutioms around a
Goals Agenda is informed by a number of criticall assumptions,
including the followimg:

a. Key stake holders need to be committed to the effort
to work on a goals—agenda.

b. Wrestling with issues of Jewish content is an
integral,, though not the only, elemenmt in the process.

c. A coach identified and cultivated by CIJE willl worlk
with the institutiom around the Goals Agemda, (The
work of the coach is described more fully below.)

d. The institutiom willl identify a Lead Team that willl
be in charge of its efforts and work with the coach im
designing appropriate strategies. The Lead Team willl



have primary responsibility for implementimg the plan.

e. The imstitution's Lead Team willl be invited te
participate in seminars, worksh and other
activities designed to enhance tgeir effectiveness.
This may well include the development of a partnershimp
with the Lead Team of one or two other institutioms
engaged in similar efforts at improvement.

f. There is no one strate%y for encouragimg frwidiull
wrestling with goals-related issues. Whether to begim
with lay leaders, with Earemt& with the primciipdl
and/or with teachers; whether to start with missiom—
statement, curricullum, and/or evaluatieom — such
matters meed to be decided on a case-by-case basis b
the imstitution”s lead-team in consultatiom with CIIE.

The heart of the work. The essence of the work that willll be
done with im$titutions under the auspices of the Goals Project
thas three dimensioms:

I. A serious,, multi-faceted examinatiom of the way
goals do and_don”’t fit into the institutiom's efforts
at present.. This phase of the work is desigmed to
identify the imstitution's challenmges by highlightimg
weaknesses: for example, unduly vague goals,
imconsistent goals,, goais that are lacking in support
by key stake holders,, goals that are not reflect im
practice in meanimgfwll “ways.

2. Reflectiom and deliberatign. Stake holders engage im
a thoughtfull effort to wrestle with the uncertaimtnes
and challenges identified thrg?gh_#l. This effort
imcludes @ serious effort to clarify their fundamenttd]
educatiomall priorities, through a process that includies
wrestling with issues of Jewish contemt. Materials
emanating from the Mandel] Institute's Educated Jew
Project will be invaluable to this effert. This stage
will give rise to basic decisioms concernimg what
meeds to be accomplished.

3. The imstitutiom determimes what needs to happem and
tbe done in order that the basic decisioms articulated
in #2 can be aeeomglﬁﬁm@@. Strategies need to be
developed and then implemenmted.

4. The effort to implement needs to be carefully
monitored and the outcomes evaluated. This is
imdispensable if there is to be learnimg and 3 chance
of serious mid=course correctioms in aims and/or
strategies:

The work of the coaeh. The eopach is involved in alll phases
of this work. The coach works with key eonstituencies
(ceparately and sometimes togethew) and weawrs a number of hats:



me or she is sometimes a consultant on questioms of strategy:
sometimes a bridge to extra-institwtioral] resources that are
mecessary to the effort: sometimes a thoughtffull critic of
directions for change that are proposedl. In these and im other
matters, the coach”s primary job is to help the institutieon get
eheagfr about its primary goals and their relationship to

practi ce.

The initial and perhaps most important challenge of the
coach is to stimulate the institutiom to do the kina of serious
examination and self-examinatiom that willll identify its critiical
challenges. This means posing basic questioms of different
kinds,, although which ones it willll be fruitfull to ask at amy
given time will depend heavily on locall circumstances. Below is
a list of some of the basic questioms:

I. What are your avowed goals (s found in the opinion of'ke¥
stake holders, as found in missiom statements, as foumd im the
curricullum)?

2. Are the avowed goals (s articulated or implicit im these
different ways) clear or are they very vaaue? Do the
participants wnderstand what they meam and entaill?

3. Are the various avowed goals mutuallly consistemt?

4, Do the key stake holders - lead-educators, paremts, and
teachers - really believe in these goals?

5. If the stake holders do believe in these goals, why do they
believe they are important? How willl accomplishimg them help make
the Tife of the student as a Jewish humam being mere meamimgful
in the short- amd/or long-rum?

®. Are the goals _anmnchored in an underlyin§ visiom of a meani 1
Jewish existence? Can the stake holders flesh out the visign that
iis implicit in the goals they have identified as importamt?

7. As a way of better ymderstandim% what they are committed to or
might be committed to_in #s § and b, have the stake holders
looked seriously at alternative views?

8. In what ways and to what extent are the avowed goals actwally
reflected in the Tlife of the institutiom = in its sochall
@Egagizatxamh in its pedagoegy, in what happemns 1n classroons,
ete., ?

9. To what extent are the goals §ehiewe@? To what extemt are
actual educatiomall outcomes consistent with the goals?

10. If you were serious about Goall X or Y., what would you need
to do in order to have a realistic shot at accomplishimg 3t?



COMMUNITY-VISION AGENDA
INTRODUCTION

CIJE"s Goals Project has beem heavily focused om ways of
encouraging educatimg institutions to clarify compelling anﬂs
that are anchored in visioms of the kind of Jewisih humam eﬂm%
they hege to nurture. As_this project has proceeded, it has beenm
apparent that there is also_ substamtiiall interest om the part of
various lay and professienal community leaders in the theme of
"community-vision™. Though the view has beem expressed that this
interest reflects widespread anxiety concernimg the ﬁOSSlbﬁﬂﬂ¢y
under present circumstamces of a compellimg visiom that cam bind
together, or unite, into a single whole the various _
constituencies that make upo Aheniigam Judaism, there memaims
uncertainty concerning the source of tttis intenest. But more jis
wnclear than gust the source of the interest in this subject: so
too is the subject itself! That is, it is from clear what people
are hoplg% to arrive at when the speak of wantnm% to come up witlh
a community-vision: andl ittt it ssiimiillarlly ungllear ey dhhivrkk
@0m1n%.up with such & wiissiom wiill be Bemeficial flor Jewisgh
education and for Jewish life, more generallly. It is., finallly,
also unclear how to demarcate “the community® which the hoped-
for community-visiion will represemt, and through what kind of
process involving what kinds of pariicipamts tnis visiem willll be
generated.,

i These uncertainties are noted in order to identify some
important challenges that the effort to tackle the problem of
commynity-vision will need to encompass. Thﬁ{ are assuredly not
being moted in order to discourage this effort. On the comtmwamy:
the sense of engagement that has beem generated whem issues
relating to commumity-wiision bave surfaced — for example, i
response to Professor Michaell Rosenak's presentatiom at the
Jerusalem Goals Seminar in the summer of 1994 - suggests that
this issue may welll be a liahtning-rod for some importamt
concerns that need to be addressed b¥ Jewish educaters and )
commun@i leaders who care about the Tuture of the Americam Jewish
commumi ty .

n

Articulatimg this domaim more fullg may serve more tham one
useful pur%osew First,, it _may Qelﬁ us better understand the
nature of the "community-vision® challemge, Secomd, this
articulation may stimulate guestioms, qualifications, and other
jdeas that willl carry our understandimg of this domaim further.
Third, by imdicatimg what willl need to be done in order teo make
headway on the commumity-wiision agendi, this articulatiom willll
put us in a better positiom to _make wise decisioms concermimg the
allocation of our resources. There are at least two
possibilities: 1) We willll decide that the Commumitv-Wisiion agenda
is important and willll find ways to adjust other CIJE activities
so as to Eursue_the Communi ty=wiision agenda:; 2) we willl decide
that the Community Visiom agenda is important but willl determime
that pursuing it 1n a meamimgffwll way willll be tee costly, given



our scarce resources; 3) we will decide that this agenda is net
worthy of being pursued for other reasems.

The two sections that follow are designed te launch this
effort. The first sectionm summarizes the considerable
preliminary work CIJE has already done in this area, werk that
can serve as a springboard to continuing efforts. The_seC@mm
section identifies concrete tasks and proposes strategies for
accomplishing those tasks.

CIJE WORK-TO-DATE ON COMMUNAL VISION

In this sectiom, I willl summarize what CIJE has dome to
date in this domaim; this sectiom is intended as a kind of
imventory of issues,, insights,, and materials that have thus far
been generated,, as welll as_pertinent activities and discussions.
Relevant documents are included in appendices te this paper.

1. Some characterizations of tihe problem.

I beﬁin b{ identifying sdigmiifficamt social medlittpeghthat
may lie_behind the interest in commumall visiem; this discussiem
is coupled with an attempt to delineate the challenges posed by
these sociall realities. Significant among these sociall realities
is the fact that some of the comcerns which W@%}hﬁMf ssamedd to
create a sense of sharing in @& common llife om the part of
significant sub-groups are increasingly less potemt. With the
passa?e of time, images of the Shtet'1, of the Holocawst, of the
establishment of the State of Israel,, and evem of the Six Day War
have lost some of their power to shape a stromg collective
consciousness among Americam Jews. In a differemt veim, the
collective identity of Americam Jews has beem dealt a blow by the
fact that they are less and less able to view themselwes as =~
needed to solve the problems, economic and otherwise, of Jews in
Israel,, Russia, and elsewhere. Such circumstamces, combimed with
a decline of the kind of anti-Semitism which in its owm wWay
brought to Jews together, have operated to produce a communall
crisis of identity amon% Americam Jews - or more accuratelly, to
lay bear a crisis that nas beem in the making for a long time.
Two salient dimensions of this crisis are delineated below.

Y Pluribus Unum?  Each_ of the following poses preblems for
American Jewish life. 1) While the diversity of Americam Jewish
life ma¥ in some ways be a sign of our vibramcy, significamt sub-
groups that are 51?n1f1caqtly engaged with Jewish life are oftem
overtly and mutually hostile - sometimes to the poimt of denyimg
that they are members of the same community., SE There are sub-—
groups on the American-Jewish landscape that take Jewish life
very ser1gusl¥ but that feel rejected by what is sometimes
described as the organized Jewish commumity:; im the other
directiom, some such groups disavow the morall gutherity of the
organized Jewish community.

. While, as sociglogist Lewis Coser has §u$ﬁgst@@,in his
writings on the social functions of group conflict, it would be



maive %o expeec EEat in a well=fupetioning community there wowld
be me traces of these phenomena, their pervasiveness today is a
ign of great distress to_many students and leaders of American
eﬁlgh_hlfeﬂ At a macre-level they have givem rise to fears off
alkanizatien, of a community that self=destructs because of
attitudes and policies that encourage mistrust and divisiveness
among what would seem to be its natwral constitwendts.

Questions Tike the following arise: Is there a vision of
"Wiho we are” as a community which can be enthusiasticalilly ]
enbraced by the wvaried Sub=groups eﬂgaged in Americam-jewish 1ife
- & vision that wnites them even as they go their very different
ways? Is there a core which we can alll embrace and is this core
sufficient to estabiish amongst us a sense of memberstip im a
single community that feels worthy of our loyaltw?®

_from the standpoint of educatieom, this issue has a tweofald
significance: first, how it is addressed willl affect how the
central communal agency will approach locall educatimg
institutions. 1) A communall vision may carry educatiiorl
implications for the kinds of sub-grouwps and institutioms that
should be fimancially and otherwise supported; 2) a commurad]
vision may dictate a set of minimal educational aims that need to
the embraced by educating institutioms that seek commumali s ;
Second, a vision of who we are as a commumity, of what makes us a
community, may prove invaluable in helping an educatimg
imstitution that identifies itself as “commumal™,6 rather than
parochiall (say., a commundll Day Scheell or_a JCC camp), to
establish a set of compelling educationall goals around which teo
organize..

The Wise Child"s Siblinmgs.. While mutwall mistrust among swh—
groups that are in their own wa%s deepﬂf commi tted to Jewish life
represents one of the problems that calls forth am interest im_
communall visiom, there are also others. Prominemt amomg them is
the fact that there are manly contemporar% Americam Jews who do
mot view the Jewish community - or what they take to be “the
Jewish community” - as a flt-ln% object for their energies, their
sense of commitmemt,, and their lloyalty. The Passover agga@&M'%
"Wise Child™ is engaged by Jewish life and traditions, Nof so
with the siblings: angry, indifferemt, or so removed for it alll
that they wouldn't even know what questioms to ask about Jewisth
life, they are either negatively engaged or im a state of
dn@gn?agememtu They look elsewhere to meet their existenttiad),
social, and other basic meeds. According to some recent studies
@n% observers,, imcreasing numbers of Americam Jews falll imteo this
category.

If the term “Balkanizatiom™ points to the image of a
community actively tearing itself apart, the phenomengn of
progressive disengagement from Jewish T{fe benm%‘pgimt%@ to here
suggests the image of a @?mmunntﬁ whose 11§ht shimes ever less
brightly as jits members slow pulll away. Viewed from this
direction, the guestion of commumall visiom ha di fferemtt

s 8
character: what must the Jewish community be like = and equally



important,, be perceived as being like - if it is te calll forth
the idealism, the 1oya]t%, the pride, and the humam energfies of
the many Americam Jews wno are drifting away from active
engagement in the life of this community?

. _Shared,, clear AND compelling??? A problem that is
implicit in the foregoimg but which deserves to be highlighted
concerns a tensigonm amongst the elements that might thoq%h to be
integrall to an_adequate commumall visign: namely, that it be
shared by a multitude of varied constituencies;; that it elicit
enthusiastic support; and that it fruitfully inform commureali
deliberatioms.. Cam alll of these desiderata be honored at once?
Is it possible to find a commumall visiom that is broad enough te
enable a ver¥ disparate set of constituencies to be comfortable
with it, while_at the same time being clear enough to give
guidance to policy and comﬁelllmg enough to elicit enthusiastic
support.. Skeptics might welll wonder whether the quest for
consensus among very differemt groups willl not inevitably give
rise to a shared visiom that is too vague to guide decisiom-
making and to parve to invite enthusiastic support?

%ﬁ Miscellaneous Insights and Ways of Thinking about Communall
isiom,

. While our work-to-date has served to highlight and help
interpret some centrall problems,, it has also suggested some ways
ofdapproachlng these problems. summarize them in no particular
order.,

Significant elements of a shared visiom may already exist!
There is a tendency among some to despair of findimg more tham
triviall commonality among the varied constituencies that make up
the Americam Jewish commumity. Such despair is paralyzimg im its
effects,, since it undermines the effort to discover what, amidst
our diversity, we may share. But, as Professor Michaell Rosenak
recently suggested, 1t may be that in fact we already share quite
a bit. In his presentatiom to the Jerusalem Goals Seminar im the
summer of 1994, Professor Rosenak suggested that it m@¥ be
possible to discover amidst the diversity of Jewish life five
elements which a) are readily shared or shareable among Americam
Jews:; b) have the capacity to establish amongst us a non-triwiiall
sense of sharing in the same community; c) cam be used to inform
educatiomall pgllci_dgl1ber@tn@ms in Americam Jewish commumitijes .
The elements identified by Rosenak are the followimg: [FILL INJj

Takem alone, any one of these elements is perhaps not very
powerful: but ﬂo]ntﬂw, Rosenak's account suggests,, they %]V@ rise
to something that may be quite powerffwll in 1i{s capacity to
establish a shared framework for Jewish 1life,

One need not_ subscribe to Rosenaks list of elements to
accept the generall point that we may already share much more tham
we think, and that, properly built upom, what we already share
may have some capacity to hold us tggetﬁer as a communmiity. The
challenge is, through research or dialogue, to discover these



shared elements that cut acress the community's varied
comstituencies and then to use them as guides to educatinmal
practice. These shared elements ma¥,pf@v16@ a helpiful guide te
central communal agencies in establishing their educatiiondl |
priorities and policies,, as welll as to community-wide educatimng
institutions trying to develep a fecus for their efferds.

Generality does not entailll vagueness. In_a veim simillar te
Rosenak”s presentatien, Professer Israell Scheffler suggested at
the CIJE staff seminar in February 1994 that amidst alll the talk
of the splintering of the Americam Jewish community, there is am
underestimation of what can be meaningfully shared amomg a bread
ramge of comnstituencies.. Speaking about communall Day Scheclls,
Scheffler moted that the ideal of a "generall Jewish citizen" need
mot swuffer from vagueness. It is by no means unthinkable that
the membership of a communal scheell could agree om a_ knowledge
and skill - and even on_certain attitudes - that alll studem
would meed to acquire. This is, of course, entirely consistent
with the Tikelihood that with respect te certaim domaims the
imstitution would remain agnestic (while choosimg either te
exclude them altogether or to "teach about™ them im a nom—
committal way.))

The meed for an honest,, in-depth search for a compellllimg
communall self-definitien. It is essemtiall that the constitwenciies
that make wp American Jewish communities finds ways of
meanlngfulli reflecting on and dialoguimg concermimg what they
do, or migh_”.%gintl represent or share as a_ commumiitty. Efforts
at_self-definition at a communali levell establisth a context amd a
culture that encourage similar efforts om the part of educatimg
imstitutioms.

Such efforts must wrestle with difficult questions: ¥Who are
we &s a gommunltg?_What_do we represent? What must be like, and
e perceived as being like, if are to keep the loyalty of owr
varied constituencies and draw back those that are driftimg away?
What thuman meeds must we meet, what activities and opportwnitiies
for human growth and expressiom must we feature, what idealls must
we embody 1f these constituencies are to find participation im
this community meaningful?

. Beyond the mystique of vaguenmess and the fear of authentic
dialogue.. Discussion of the kinds of basic questioms comcermimg
the mature and point of Jewish existence that might evemtwate im
@ shared communall visiom is oftem avoided. Ome of the reasons
for this avoidance is that, as individuals, mamy are uncertain
comcerning their own basic belieffs,, and sometimes embarrassed to
share their sense of ignorance or uncertainty with others. Im
addition, there is oftem a fear that the attempt to discuss such
matters seriously will surface ?rofoun@ and possibly divisive
disagreememts. The preferred alternative is avoidance that is

chieved by agreeing to sign eon to certaim W@@@@<£latﬂt@®%$ theatt;

ecause they are so vague, are difficult to réject.



Note, though, that the assumptiom that it is net possible
for members of the contemporary Jewish community te thimk _
thoughtfully and to dialogue honestly and productively concermimg
basic matters of QeWﬂsh existence is an untested asswmptiion.
Certainly, it would be possible to erganize a context im whidch
such discussionm would fruitliess and divisiwe. But it is entirely
possible to create settings in which varied constituemcies withim
the American Jewish community could be brought together to
discuss such matters in thoughtfwll ways.. Not Qnﬂ¥ might swch
discussions give rise to more agreement tham might have beem
thought possible, it is also gossible that_the participants wowld
find_such discussiom rich with meanimg, relieved that they are
finally encouraged to think about and speak with one another
concerning humanly important matters.

As an example, when in the context of a Goals Semimar im
Milwaukee, the representatives of a Commursll Day Schooll were
imvited to share with_one another their owm portraits of what am
ideal graduate would look like, there was great anxiety amomg a
mumber of participants; for their sense of beimg very differemt
from one another had, up to that momenmt,, givem rise to a talbuw
@%alnst discussing such matters. The assignmenmt lifted the tahbu,
al least temporarilly; and much to their relief and surprise the
participants discovered that such a discussiom could be
extraordinarily rich and non-divisiwe, evem whem their views were
very differenmt.

~ Identifying and implementimg policies that willll encourage a
rich family of vision-drivem educatimg institutions. Am adequate
community-vision has as one of its elememts a commitment to a
future in which its constituent institutioms are alll animated by
compelling guiding visions of the kind of persom they wowld hope
to murture. A communall visiom that points to a_ future im which_
the community is made u?_of educating institutions, each of whidh
is amimated a compelling visiom, must also identify the kinds
of policies that are likely to bring about such a futwre. Im
part,, this may mean no more tham encouragimg the efforts of
existing imstitutions to clarify their respective guidimg
visions.. Beyond this, however, it may be worth entertaimi
policies which will encourage like-minded individuwals to self-
select into imstitutioms for which they have am ideologiicdl
affinity, as distinct from current ?glxcy which supperts
eduycatiomall institutioms that are alike in featurimg greatt
ideologicall diversity. A Jewish versiom of the kinds of cheoice=
plans that are being explored in public educatiom may be woritth
entertainimg.

. The comm nit¥ as_a family of communities, Im a related
vein, given the E uralistic character of American Jewish life am
adequate commumall visiem willl be one that supperts the efforts of
the varied groups that make up the community to live and educate
according tg their respeetive visions of the ngtw of Jewigh
existence. To say that these sub=groups are a family 18 to
intimate alnumb$r of impgrtané things, For example: 1) they
share a sense of being related; 2) patterms of simiiawity,



difference, agreememnt,, and disagreement may be complex and fluid.
Professor Brinker's article on "the Educated Jew” is a valuable
resource in wnderstanding this perspective on communall vision.
(%ee“alio Robert Nozick's piece entitled "A Framework for

opi a.

Note that this visiom of a community as a framework that
supports a variety of sub-communities each committed to its own
vision of Jewish existence canneot, for a variety of reasons, be
infinitely open-ended. It is likely to find it necessary to
articulate or imply the limits outside of which such support willl
not be forthcomimg.

The place of Jewish traditioem in the effort to arrive at a
communall visiom. Pekarsky's presentatiom to_the Colmam sub-—
committee of the Board in April,, 1995 articulated another
dimension of a community's effort to arrive at a shared vision.
Jewish thought and history offers a variety of interpretations
and examples of what it means - or might meam - to be a
community. Texts and historicall materials that present such
interpretations and examples have much to teach us as we struggle
to forge shared visions for our respective commumfties .

. Communall vision and broad-baset,, community-wide educatimg
institutioms.. Imstitutions like JCC camgs and community Day
Schools are of speciall interest because their efforts to arriwve
at compelling visigns of what they are about are relevamt to both
dimensions of the Goals Project. Om the one hamd, attemtiom to
such institutiosnms is consistenmt with the Project s interest im
encouraging educating institutioms to clarify and better embody
their guiding visiom; on the other hand. the effort to help such
ipstitutions arrive at a shared visiom that honors the pluralism
they embody willl forward our understanmdimg_ of what a commumity-
wide vision might look like and of the challemges, issues,
obstalces and strategies that are worth keepimg in mimd im the
effort to encourage such a visiom in the community at large.

3. Imventory of activities and conversatioms undertaken that
relate to commumall visiom.

a. A session at the Jerusalem Goals Seminmar focused om
this topic, aimed at a sub-group of individuals who
self-selected into a discussiom of this topic.

b.Also at the Jerusalem Goals Semimarn, Mike Rosemalk
delivered his very highly regarded paper om the topic
of shared elements that establish a upiverse of
discourse for Americam Jews., Rosenak's paper has beem
transcribed but has yet to be edited.

¢. PekBekkysmadeade presentattigni oo Bagwomgnnf M Meialwkeaek e e
lay_and professiomall leaders in May of 1994 that spoke

at length about ways of approachimg the problem of
communlty=vision,



d. Without anybod¥ planning for it, the subject of
communall vision “took over one of meetimngs of the
Program and Contemt Sub-commiittee. For those presemt,
it appeared to be a very important matter to address.

e. In the aftermath of the Jerusalem Goals Semimar, a
year-long Goals Seminar was held in Clevelamd for
senior educaters, educationall planners, and lay
leaders.. Much of the seminar was organized aroumd the
effort to articulate a Commumall Goall Statement for
Hebrew that representatives of variouws denomimatiomall
and other sub-%row@s would all find acceptable. The
effort did in Tact yield such a stat

UPCOMING TASKS AND CHALLENGES

The foregoing is prelude to the identificatiom of what we
need to be doing 1f we are serious about pursuing the community-
vision agenda. "1 suggest the following activities:

1. Encourage the Mande! Institute folks to work with
Rosenak on editing his presentatiian w1th,am eye
towards using it as a eataizst to discussn@m of this
topé% with various groups that are interested in this
problem,

2.. Ask Walter Ackermam to write up a short piece
explaining the genesis of, and motivatiom for, the
decisiom to focus on a commurall goall in the area of
Hebrew, as well as an account of what happemed. The

jece should include the followimg: a% what the process
ooked like;; b) what were the criticall issues that
needed to be addressed; c) what difficulties were
encountered;; d) in additiom to the formal goals—
statememt,, what other outcomes emerged out of this
process;; e) how, in the view of the participamts and
Ackerman's own view, would arrivimg at a shared goals
in the area of Hebrew be usefwl in Cleveland.

3. Building on and developingsome of the insights
articulated discussed above, Pekarsky should develop a
broad concept-paper to frame the discussiom of

commumil ty-wn siom,

4. In view of the interest in_this subject expressed by
the Colmam sub-committee (Gimcluding David Sarmat,,
Maurice Corsom, and David Teutsch),, orggque a meetimg
of this group {@long with, perhaps. additiomal
resrouce—ﬁQQ%H@D aimed at further clarifyimg the
issues,, challenges,, and needs in this arema of

communs ty—wi sion,

5. Develop a bibliography of articles and books,, drawm
from Jewish and generall sources,, that have a bearimg on



the question of community-wide visioms.

6. Work with Nessa R.to conceptualize ways of usimg the
issues associated with the Goals Project,, in gememrall,
and those pertainimg to Commumall Visiem, in particular,
as a tool of community-mobilizatiom.

APPENDIX T

THE ROSENAK PRESENTATION ON ELEMENTS WE ALREADY SHARE
SHOULD BE INCLUDED HERE

APPENDIX II: DOCUMENT CONCERNING COMMUNITY-VISIQN PRESENTED AT
THE FEBRAURY,, 1995 CIJE STEERING COMMITTEE MEETING

THE ROLE OF COMMUNITY-VISION IN THE EFFORT TQ IMPROVE JEWISH
EDUCATE(MN

Many of the groups CIJE works with have expressed a serious
and enduring imterest in the theme of 'community-wiisiion' amd its
relationship to the improvement of Jewish education. CIJE _
believes that this interest is importamt,, and that. nurtured im
the right waw, it can contribute to the improvememt of Jewisth
educatiom.. Consistent with other priorities, efforts should be
made to emcourage communities to work towards community-wisions
that support Jewish education. Severall dimensioms of such am
effort are listed below,

First, rather than assuminﬁ that there is little that does
or can h@lé_t@ge;her a diverse Jewish commumity, am effort showld
tbe made to idemtify certaim core-elememts that may, perhaps_
differently interpreted, cut across the variows constituwencies
that make up_ the commumity. Such core-elememts might,, for
examglen include a commitment to seriocus study. a commitment to
the State of Israel, and perhaps a commitment to certaim kimds of
gr@etlcesu The identificatiom of such core-elements could arise

hrough a process of research that focuses on what is already
being done by different constituemcies and/or through a process
that encourages serious dialogue amon§ the many constituwencies
that make up a community. If success u]ﬂ% identiffied, such core~
elements might offer meamimgffuli guidance for the é%mmwmntw wWnen
it seeks to develop educating institutioms desigmed to serwe the
totality of the commumity.

Second,, this attempt to identify shared core-elements should
represent one part of a larger effort on the part of the major
constituencies of the organized community to wrestle seriously
with basic questions concerning what they jeimtly represent as a
@@mmun1t¥ == who are we as a community? what dees it wean to be a
member of this community? why would one wamt te be a member of
this e@mmunitz? It should not be assumed in adw@?%@ tnat in a
diverse Jewish community ne m$gmhm@ﬁuh.an gene y shared
answers to sueh questions eould be arrived at. Sueh questions



could fruitfully be explored through study of competimg
perspectives on this preblem. A community that engages in such
efforts at self-definitiom establishes a culture and context that
encourages locall educating institutioms to engage im their own
efforts to clarify their guiding visions and goals.

Third, a key element in an adequate community visiom needs
to be a commitment to do whatever is necessary to encourage and
support the efforts of its constituent educatimg institutiems to
clarify and wmore effectively realize their own visiems of the
kinds of Jewish human beings that they hope to nurture through
the process educatiom,

Fourth, communities that imagine a future in which they are
made up of a family of educating institutieons, each one animated
by a powerfwll vision of its own and each one attractim _
constituencies that are sympathetic to the visiom, must thimk
carefully about the kinds of policies and structures that are in
the long-run likely to bring about this future.

APPENDIX III: A WAY TO APPROACH THE PROBLEM OF COMMUNITY-WISION
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MEMO TO: Seymour Fox and Daniel Marom
FROM: Daniel Pekarsky

RE: the July Seminay¥ in Cambridge
DATE: June 5, 1995

As promised, I'm sending along some thoughts that might
zerve as a springboard to conversatioms over the next several
weeks ooncerning the agenda and materiale around which to
organize our July seminar in Cambridge. I have, by the way, not
yet confirmed Gersteim's attendamce; but I did, following my
conversation with Seymouwr, invite Rob Torem, and he, after
conversation with Gurvis, indicated that he would
enthusiastically attemdl.. In my conversation with him, I floated
the possibility of his working with a JCC, and he seemed
amenable. It is worth notimg, thougfn, that in his Jewish
Education Center of Cleveland role he will be working next year
with the local Schechter School on questioms that substantially
overlap our project..

Following the advice Seymour offered on another occasiom, I
will stay away from actual seminar contemt on this occasion in
order to focu3 on desirable outcomes.. For your referemoc=, I am
including two additional pieces of material at the end of this
memo. ©One of them is the list of tentative outcomes I had
proposed when we were thinking about the larger end-of-July
seminar; my sen3e is that some, but certainly not all of them,
continue to be pertimemt.. The other is a copy of a documemt
concerning the nature of coaching entitled "Working with
Institutiome™ whichk, ba3ed in part on our meetimgs last winter in
Cambridge, I drafted earlier this year. I may or may not have
already sent it to you; but I thought it might be a useful
document to work with.

SEMINAR OUTCOMES

In very general terms and as a first approximatiem, my
understandimg is that the July seminar is designed a), to deepem
our understanding of the activities and purposes associated with
coaching educating institutioms in the directiom of greater
vision-drivenness, with an eye toward3 b) better understandimg
the skills and understandings needed by coaches and c) clarifying
the critical elements that need to enter into a trainimg=3emimar
for coache=.. (Note that I use the word "coach™ more out of habit
than out of conviction - for I'm not sure that the word
adequately captures the work of the persom who is to serve as a
guide/gadfly to educating institutioms))..

As a fir3t approximatiem, I wamt to suggedt that these

general purposes will be best achieved if we accomplish the
following at the seminar:

1. RevizRevisdt afidpeddssecessarpanéxpandhoengaher géneral
conception of the ccach's mission that we discus3ed in Februany..
A3 a springhoaxd, see Pekarsky”"3 brief document “Working with
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Imstitotions.. ..."

2, Clarify the minimal ((imstitutiomall); conditicms under
which a relationship between CIJE and an educatimg institutiom
around a goals/vision agenda is likely to prove fruitfuill.

3. With attention to local circumstances that have a bearimg
on appropriatemess, articulate and refime the kinds of strategies
that are likely to raise the level of consciocusmess and
discussion concerning goals and to stimulate seriocus reflectiom
and situady that is more than values-clarificastHhicm.

4, A corollary of #3: identify fruitful ways of launchimg
the relationship between CIJE and an educatimg institutdiiem . What
should the coach say, offer, stipulate, recommend),, ask, do,
imsist on, request, organize:, etc. at the outset in order to get
the process off tctx ygeddstanty? Wikat ssheuild tHdheccoalchawvodd
doing? 1In answering such cguwestioms 1incconceete ceases,, wwhat
circumstances need to be taken into accoumt?

5. Clarify d:difffexrentidegress odf ssuceass tho be aspired to im
working with an ecadimrairiggl imstituttion,. Wihet would success in a
full or partial sense look like?

®. Understand other appreoaches te educatiomal charge
((motably Senge/Fullan and Sizer)), with an eye towards gradpimg
how our approach differs from theirs and alse what we might learm
from them that would be helpful te our efforts.,

7. Clarify how experimental fieldwerk new under way (through
via Pekarsky and Marom), can provide in3ight inte the aimsg,
processes, and challenges of coaching educatimg institutiens.,

3. BazedBased onrdughrdughhd: whatcmseskhe]skihds and
understandings that a coach need3 in erder te be an effective
catalyst and facilitater of a visien/geals agerda? Ard,, related
to this, what should a eocaches training=seminar foeus enr?

8, Finally, last but by ne meams least, elarify the werking
relationship and communiecatien-patterms betweenm CIJE apd the
Mandel Institute on the Geals Projeet, se that in an engeiny way
our efforts will be ceomplementany,..

Theugh the feregeing represents Ry real views at this memenk
in time, I also regard it as ne mere than a eoRversation-startexr
and welgeme your reastioms.,

_ I want to nete that I view #8 as very impertant and believe
it should ocesupy us op the first day of the semirar = either fer
half the day eor the full day. I have alerted beth Paorem and
Gerstein te the pessibility that there will be 3 clesed meeting
at some point during our 3eminar to disecull what ¥ deseribed to
them as Thoude-keeping! matters.
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I look forward to hearing from you. I'lil be in New York for
the CIJE meetings from Wednesday to Friday and will them be in
Madison pretty much for the rest of the momth. All the best.

APPENDIX x: OUTCOMES IDENTIFIED IN EARLIER MEMO SKETCHING OUT THE
SUMMER SEMINAR ((Bcheduled for end of July, but postpomed),

1. Deep familiarity with basic concepts, assumptiows;,, and
materials associated with the Goals Project and the Educated Jew
Project. This familiarity includes an appreciatiom for the
power of these concepts, assumptions and materials.

2. An awareness of other prominemt approaches to imstitutional
reform, and how these approaches relate to - and differ from -
our owm. Attention needs to be paid to what can be learned from
other approaches, even as we recognize their limitatiems:.,

3. An ability to use the Project's concepts and principles as
lenses through which to interpret the state of goals im the life

of an institution - in ways that suggest critical questioms that
need to be raised.

4. An awareness of the differemt levels at which one "can cut im™
to the problem, and of differemt strategies that can be used (at
different levels) to stimulate serious reflection concerning
vi3ion and goals ((and their relationship to existing practice and
outcomes),. There need to be opportunities to experimemt with
these strategies in the course of our semimaxr. Participamts alse
need to emerge from the seminar with some sense of the
appropriate level at which to interveme in any given institutiem.

5. An awaremess of the sources of resistance to a serious
inquiry into an institution's ba3ic goals and their relationship
to practice, as well as of the ways to defuse, circumwent:, or
exploit thi3 resistamce.

%, Awareness of the kinds of conditioms that must obtaim in an
institution if one is to have a fighting chamce of makimg
progress on a goals-agenda.

7. Excitememt about being part of a pioneerimg venture that i3 in
its formative stages and that offer3 participamts a chamce to
engage in and to share ™action research™.
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APPENDIX 2: PEKARSKY'S "WORKING WITH INSTITUTIONS" DOCUMENI,,
DRAFTED IN LIGHT OF OUR FEBRUARY, 1995 SEMINARR.

WORKING WITH INSTITUTITCONE:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutioms arcumd a
goals—~agenda. Its guiding convictions are:

1. Thoughtfully arrived at goals play a critical role
in the work of an educating institutiem. They help to
focus energy that would otherwise be dissipated in all=-
too-many directioms; they provide a basis for making
decisions concerning curriculum, persommel, pedagogy,
and social organizatiem; they offer a ba3is for
evaluatiom, which is itself e33ential to progress; and,
if genuinely believed in, they can be very motivating
to those involved.

2. In Jewish educating instituticms;,, as in mamy othexs,,

there is inadequate attention to goals. All teeo oftem, ome or
more of the following obtaim: goals are absemt or tee vague to
offer any guidance; they are inadequately represented in
practice; they are not understood or identified with im amy
strong way by key-stake holders; they are not grounded in some
conception of a meaningful Jewish life which would justify their
importamce..

Goals Project work with institutioms would focus on remedying
these deficiencies. The following discussion trie3 to explaim
the presuppositioms and the nature of thi3 werk.,

WORK WITH INSTITUTIONS

Presuppositions. CIJES34 work with institutioms aroumd a
Goals Agenda is informed by a number of eritical assumptionss,,
including the fellowing;:

a. Key stake holders need to be committed te the effortg
to work on a geoals=-agenda.

b. Wre3tling with issues of Jewish centemt is an
integral, though not the eonly, elememt in the preee?3.

c. A coach identified and cultivated by €IJE will werxk
with the institution areund the Geals Agendm.. (The
work of the coaeh is deseribed mere fully belew.)

d. The institutien will identify a Lead Team that will
be in charge of its efforts and work with the eeaeh im
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designing appropriate strategies. The Lead Team will
have primary responeibility for implementing the plam.

€. The institution's Lead Team will be invited to
partieipate in seminare, wWorkshope, and other
activities designed to enhance their effectiveness.
This may well include the development of a partnership
with the Lead Team of one or two other institutioms
engaged in 38imilar efforts at improvemert:.,

f. There is no one strategy for encouraging fruitful
wre3dtling with goals-related issues. Whether to begin
with lay leaders, with paremts, with the principal
and/or with teachers; whether to start with mis3icom—
statememtt, curriculum, and/or evaluation -- such
matters need to be decided on a case-by-case basi2 by
the institution's lead-team in consultatiom with CIJE..

The heart of the work. The es3ence of the work that will be
done with institutioms under the aul3pices of the Goals Project:
has three dimensioms;

1. A serious, multi-faceted examination of the way
goals do and don't f£it into the institutiom's efforts
at presemt. This phase of the work is designed to
identify the institutiom's challenges by highlighting
weaknesses: for example, unduly vague goals,
inconsistent goals, goals that are lacking in support
by key stake holders, goals that are not reflected in
practice in meaningful ways.

2. Reflection and deliberatiem.. Stake holders engage in
a thoughtful effort to wrestle with the uncertaimties
and challenges identified through #l. Thi3 effort
includes a serious effort to clarify their fundamemtal
educatiomal priorities, through a process that includes
wrestling with issues of Jewish contemt... Materials
emanating from the Mandel Institute's Educated Jew
Project will be invaluahle to this effeort.. This stage
will give rise to basic decisioms concerning what
needs to be accomplished.,

3. The institution determines what needs to happem and
be done in order that the ba3ic decisioms articulated
in #2 can be accomplishedl.. Strategies need to be
developed and then implememted..

4. The effort to implement needs to be carefully
monitored and the outceomes evaluatedi. This is
indispensable if there is to be learning and a chance
of serious mid=course correctioms in aims and/orx
strategies.
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The work of the coach. The coach is involved in all phases
of this work. The cocach works with key constituencies
(separately and sometimes together)) and wears a number of hats:
he or she is sometimes a consultant on questioms of strategy:
sometimes a bridge to extra-institutiomal resources that are
necessary to the effort; sometimes a thoughtful critie of
directioms for change that are proposed. 1In these and in eother
matters, the coach's primary job is to help the institutien get
clearer about its primary goals and their relationship te
practice.

The initial and perhaps most important challenge of the
coach is to stimulate the institution te deo the kind of serious
examination and self-examination that will identify its critical
challenges.. This means posing basic questioms of differenmt
kinds, although which ones it will be fruitful to ask at any
given time will depend heavily on local circumstamces;. Below is
a list of some of the basic questioms:

1. What are your avowed goals ((as found in the opinion of key
stake holders, as found in mission statemenmts, as found in the
curriculum)?

2. Are the avowed goals ((as articulated or impliecit in thege
differemt ways) clear or are they very vague? De the
participamts understand what they mean and entail?

3. Are the various avowed goals mutually consistemt?

4. Do the key stake holders - lead-educators, paremts, and
teachers - really believe in these goals?

5. If the stake holders do believe in these goals, why do they
believe they are importamt? How will accomplishing them help make
the life of the student as a Jewish human being meore meaningful
in the short=- and/or long=-rum?

6. Are the goals anchored in an underlying vision of a meaningful
Jewish existemce? Can the stake holders flesh ocut the vision that
isa implicit in the goals they have identified as impeortamt?

7.As a way of better understanding what they are committed to or
might be committed to in #s 5 and 6, have the stake holders

looked seriously at alternative views?

8.In what ways and to what extemt are the avowed goals actually
reflected in the life of the institutiom = in its social
orgamizatiem, in its pedagogy, in what happems in classrooms,
etec..?

9. To what extent are the goals achieved? To what extent are
actual educatiomal outcemes consistemt with the goals?

10. If you were serious about Goal X or Y, what would you need
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Making Time to Make

Change

This issue of Changing Minds,
a series of bulletins on the educa-
tional transformations now under
way in Michigan and nationally,
focuses on the problem of making
time to make change. “Restruc-
turing” is the currently fashion-
able term for the process of change
in education. The term evokes
images of taking our current
school structures and practices
apart and rebuilding them from
the ground up. We do need to
redesign and rebuild our schools if
we are both to make them more
intellectually challenging and to
ensure that students from every
sort of background can meet the
challenges.

But when the rhetoric of
restructuring meets the reality of
daily life in schools, it collides
with the problem of time. If
schools are to be taken apart and
rebuilt, it is the people who live
their professional lives in them -
teachers, principals, and special-
ists - who must do the job. Experi-
ence and research shows that
externally imposed mandates and
packaged innovations are power-
less by themselves to effect real
change. Well-conceived initiatives
from the federal, state, or district
level can prompt and support
school level educators to re-exam-
ine their practice. Good thinking
and research from universities
can offer important resources.
Intermediate school districts, pro-
fessional associations, and univer-
sities can assist or even collaborate
in the process. But when all is said
and done, school people themsel-
ves must change their own minds
and change their own practice.

No two ways about it, rethink-
ing education takes time. Yet prin-
cipals and teachers already have

very demanding full-time jobs.
Throughout the school day they
are besieged by a dizzying array of
urgent demands on their time. It is
difficult to find time to go to the
bathroom, much less to transform

Over and £»>
again, these
articles show £§
teachers and #
principals
who care §§
about their A
students’
learning #
struggling to
find ways of
arranging for -
their own
learning. &s

the whole school. From the point
of view of a practicing teacher at
10:32 AM., exhortations to re-
structure education can appear
laughable, infuriating, or both.

As the articles in this issue will
attest, even finding small cracks in
the current structure of time in
schools and enlarging the cracks
enough to begin rethinking mod-
est pieces of the day is difficult.
But not impossible. Small changes
can lead to bigger ones. In time,
the school can become a different
place, and students’learning - the
real point ofall of this - can reach
levels that would at the outset
have been unimaginable.

This issue of Changing Minds
describes the ways that a number

I



of schools have met their teachers’
need for reallocated time during
the school day. It describes the
experiences ofthe six original pro-
fessional development schools -
unsatisfactory as well as success-
ful ones. It also reports on work
being done outside of Michigan in
two schools which, like the pro-
fessional development schools in
Mid-Michigan, are working hard
to improve teaching and learning
for their own students, and are
also collaborating with universi-
ties to provide opportunities for
better teacher education.

Not addressed here are the
challenges that the restructuring
of time presents for school boards,
district administrators, and
unions. Probably the deepest
dilemma is the need to preserve
the time teachers need to provide
solid instruction for their students
while making time to improve
instruction. Over and again, these
articles show teachers and princi-
pals who care about their students’
learning struggling to find ways of
arranging for their own learning.
Teachers’ learning is not the
enemy of students learning;
teachers’learning is the key to the
improvement of students’ learn-
ing. How do we arrange for the one
in order to better the other?

Some of the solutions
described here require new fund-
ing, at least during a transition
period. Others - such as the four
and a half day or four day week -
actually save some funds, but may
impose other costs. To what extent
can restructuring be effected by
reallocating existing resources,
and to what extent will new funds
be required?

Restructuring time, not to
mention other aspects of school-
ing, also presents real challenges
for the collective bargaining proc-
ess. Teachers’ associations, district
administrators, and school boards
nationwide are beginning to come,
to grips with the issues oftime and
roles in the restructuring process.

Restructuring in Michigan can’t
succeed unless they can hammer
out agreements in this area. How
can these new agreements be
achieved?

These questions are undoubt-
edly important, but we’ll have to
save them for another issue. We've
run out of space in this one, and,
as Einstein has taught us, space is
time. 9

Ideas for
Lunch

From the time the faculty
of Spartan Village Elementary
School in East Lansing first started
to talk about becoming a profes-
sional development school, they
agreed that they wanted to move
together as a school, and that they
would join as a school or not at all.
For this reason, they looked, from
the beginning, for a way to bring
the whole staff together for plan-
ning and professional develop-
ment during the school day, at a
time when other obligations
would not draw anyone away.

Several teachers in the school
had worked with individual fac-
ulty members from the MSU Col-
lege of Education over the years;
some of these projects were ongo-
ing, and were influencing the
teaching - the “professional devel-
opment” - of Spartan Village fac-
ulty members. In order to move
forward together, the teachers
decided that they wanted to
devote some collective time to
understanding the work that was
already occurring in their school.
In addition, they wanted to
explore the idea of the school as a
learning community by planning
together a series of “restructured
afternoons” in which all teachers
would teach some common cur-

riculum to a small group of chil-
dren of mixed ages.

The obvious time for meetings
involving an entire faculty is after
school. But when the Strategic
Planning Committee explored this
possibility, they found that most
teachers had inservices, district-
level meetings, or family obliga-
tions after school. Everyone
agreed to rule out weekends - for
one thing, that was when the
teachers did the sorts of prepara-
tion that had to be done at home.

An “extended lunch” on a
school day offered the possibility
of piggybacking professional
development meetings onto a time
that the staff would already be
together. Accordingly, in Septem-
ber of 1989 the faculty decided to
try a series of Friday meetings
which would last 70 minutes and
extend through the noon hour.
During this time, the teachers
would lunch together and either
learn more about ongoing projects
or plan new ones. The children
would eat their lunches, play out-
side, and then assemble for an
educational activity.

Meanwhile at Kendon

As the Spartan Village teach-
ers were having their first lunch
meetings, the faculty of Kendon
Elementary School in Lansing was
focusing a different sort of atten-
tion on the daily lunch period:
teachers were troubled by the
experiences students were having
in the lunchroom and on the play-
ground. During this part of the
day, while out of sight of their
teachers, youngsters were fighting,
teasing, and calling each other
names. When they returned to
their classrooms at 12:40, many
were reeling emotionally, and
were, consequently, completely
unable to study.

Closer examination of the
lunch problem by Principal Min-
nie Wheeler-Thomas indicated



While rcachers discuss teaching and learning, Kendon students participate in a

program about garbage and recycling.

that the students who were creat-
ing havoc at lunch were also in
difficulties elsewhere. As the
teachers began to look at these
children’s lives outside school,
they found themselves asking
questions to which no one in the
school seemed to know answers.
They decided to focus their first
PDS efforts on the problems of
their “students-at-risk.”

Like all PDS teachers, they
needed a time to meet. Because
they had begun by thinking about
lunch, and because by this time
Spartan Village School had initi-
ated their weekly extended lunch,
it seemed natural to consider
establishing a similar program of
their own to learn more about
these students, and to plan ways to
help them.

Nonetheless, everyone was a
little afraid to try. After all, the

present lunch, now only 40
minutes long, was already a prob-
lem. Extending it to 70 minutes
sounded very risky.

In fact, reports Linda Tiezzi,
MSU coordinator of the Kendon
PDS, extended lunches turned out
to be better than regular lunches.
“We never had a problem. Not one
child went to the office.” On
extended lunch days, Tiezzi
explains, because the lunchroom
was needed for the instructional
program that followed lunch and
outside play, children had to eat in
their own classrooms with a lunch
aide. And since they couldn’t have
hot lunches outside the cafeteria,
the school ordered sandwiches
instead.

These necessary changes re-
duced problems dramatically. In
the smaller, more familiar group of
their own class, students behaved

better. And because they liked the
sandwiches better than the hot
lunch, they didn do any of the
many unspeakable things children
have done with institutional meals
since the time of Charlemagne.

This year Kendon is planning
fourteen extended lunches. Like
the rest of their professional devel-
opment activities, these will focus
on the theme of building a learn-
ing community.

Providing for the Children

Everyone at Spartan Village
and Kendon was committed to
providing genuinely educational
experiences for students during
the time that teachers met. At Ken-
don, which planned only five
extended lunches during 1989-90,
this was not too difficult. But at
Spartan Village, where the lunch
program started early in October,
with very little lead time, and con-
tinued weekly for the whole 1989-
90 school year, finding enough
excellent programs was a major
challenge.

Originally, principal Jessie Fry
had hoped to hire someone to
plan each week's program, to take
care of scheduling and clerical
work, and to put together a staff of
three substitute teachers who
would come each week to help
the lunch aides supervise the chil-
dren during their lunch time, their
outside play period, and during
the educational program. How-
ever, one of her candidates took
another job, and other viable sub-
stitutes refused to commit their
Fridays because doing so would
prevent them from accepting
long-term positions. Trying to
arrange each Friday from scratch
on her own almost put Fry in the
hospital; ultimately, she asked Nell
Veenstra, the school music teacher,
to assist with the planning and
scheduling and provided her with
released time in which to coordi-
nate the project.



For Veenstra, major worries
ranged from figuring out whether
a proposed program would actu-
ally interest children age five to
eleven to worrying about whether
the performers she booked would
arrive on time - most did, but a
few did not.

Fortunately many groups and
entertainers send literature to the
schools, describing what they do
and what they charge. This, along
with her own networks in the
community and schools, gave
Veenstra places to start looking for
programs, and she was very
pleased with a number of them -
an older man who played the
accordion and sang, a senior citi-
zens group who made their own
instruments, a local librarian who
came to encourage summer read-
ing. Inevitably, there were others
who couldn’t communicate well
with the children or did not hold
everyone$ interest.

Children at Spartan Village ate
lunch all together on Friday - on
other days upper elementary stu-
dents came into the lunchroom
only after lower elementary had
finished - supervised by lunch-
room monitors. After 20 minutes
of outside play, they returned
to the lunchroom for activities
Veenstra had planned. The regular
lunch monitors stayed on, and
they, along with at least three
other lunch monitors and the
janitor, supervised during the pro-
gram. Fry and Veenstra intro-
duced, monitored, and closed
each activity.

The Verdict

During the 1989-90 school
year, extended lunches provided
the faculties of Kendon and Spar-
tan Village Schools with the time
they needed to launch their pro-
fessional development school
efforts. Spartan Village teachers
learned more about pioneering
work on teaching for understand-

After eating their own lunches and playing outside, Spartan Village youngsters listen to

the East Lansing High School Marching Band.

ing that was being done in their
school; they also planned and
evaluated a month-long, school-
wide experiment in science teach-
ing. Kendon teachers looked
carefully at a group of exception-
ally needy students and began to
rethink the match between these
children and the school: “The
focus,” says Linda Tiezzi, “went
from exploring the characteristics
of the kids to a combination of
changing the teaching and fixing
the school.”

But extended lunches could
not provide enough time for all
the professional development
work that teachers wanted to do.
For one thing, the provision of
good programs for children on a
weekly basis is just too difficult
and time consuming - especially
given all the necessary ingredients
of“good.” For another, Spartan Vil-
lage found that some children
simply couldn’t sit still for this
long once a week.

So, although Kendon and
Spartan Village continue to make
use of extended lunches - Kendon
has planned fourteen for this year

and Spartan Village is doing one a
month - last year both schools
started looking at other ways to
release teachers.

Spartan Village teachers are
thinking about ways in which they
might alter their school calendar
so that teachers could meet while
students were not in school (see
“Morning Meetings,” and “The
Four-Day Week” for examples of
two such experiments). Such a
move would ease time constraints,
relieve teachers and principal
from worries about children’s
well-being, and resolve the con-
flict between instructional time
and professional development
time. The Steering Committee
began this fall to meet with mem-
bers of the superintendent’ staff
to look for a model which both the
teachers and the school adminis-
tration could get behind.

Kendon, meanwhile, has hired
three “teacher specialists” who
release teachers in groups of two
or three for somewhat longer peri-
ods (see “New Actors on the
Scene”). a



New Actors on the Scene

Last year, teachers at Kendon
School in Lansing had virtually no
planning time during the school
day: since the school system pro-
vided each elementary school
class with only a few days a year of
art, music, and physical education,
teachers spent almost all of the
hours that school was in session
with their students. If several
teachers needed to work together
or meet with people from the Uni-
versity during the school day, the
school would call in substitute
teachers to cover their classes. A
school system policy which pro-
hibited any one school from hiring
more than three subs at a time fur-
ther complicated the planning of
daytime meetings.

This lack of time for reading,
reflection, and collaborative work
limited the possibilities for profes-
sional development. So this year,
the school used PDS grant funds to
hire three new graduates of MSU’
Heterogeneous Classrooms Pro-
gram to work three-quarter time at
Kendon as “teacher-specialists.”
With the help of Linda Tiezzi, the
PDS coordinator for Kendon, the
specialists have developed a cur-
riculum in multicultural studies
which covers objectives of the
Lansing Public Schools social
studies curriculum, integrating
fine arts and literature. Together
they invent ways to adapt their
curriculum to the skills, needs,
and interests of children age six to
eleven. Each specialist teaches this
curriculum one half-day a week in
each of four classrooms; during
this time, classroom teachers work
alone or with other faculty mem-
bers on projects related to Ken-
don’s PDS mission.

In the 1990 Summer Institute,
Carol Yerkes, who teaches a third
and fourth grade combination,
and Carol Miller, who teaches
third grade, decided to create an

integrated program in science,
social studies, and language arts.
They involved Suzanne Wilson
(who had taught history in Yerkes
class last year) and now the three
of them team teach these subjects
four afternoons a week. Laura
Docter Thornburg, who, like
Wilson, is from MSU, is interview-
ing students in order to document
their learning; Kathy Fear, of
Albion College, is helping Miller to
integrate writing into her science
lessons.

On the first Wednesday in
October all five meet in the Ken-
don School library, as they do
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every Wednesday afternoon, to
reflect on what is happening in
these classes and to plan next
steps. Because Miller and Yerkes
are also interested in exploring
different ways of assessing what
their students are learning, they
begin by looking at a test that
Miller has recendy given her stu-

dents to conclude a unit on
insects. She has asked them to
“make up an insect” and answer
some questions about it; she has
run into some problems she
hadn't anticipated - starting with
the fact that many students had
difficulty figuring out exactly what
she wanted. (“Can it be anything?”
one asked. “Yes,” she told him, “but
make sure itk real.”)

Now Miller wants some help
thinking about how she ought to
score these tests. Yerkes describes
what she has done with a test she
gave on another unit, adding,
“This is much different from the
way I would have done it before.”
As they discuss wholistic
approaches to grading, they con-
sider the difficulties that any
change in assessment presents for
communication with parents.
Carol Miller comments, near the
end of the discussion, “I’ve
thought a lot about this test. I've
thought about what other teachers
said before hand [that it was hard],
about what went on during the
test, and about what happened
afterwards.” It is clear that these
experiments are taking time, cour-
age and much thought. Still, says
Carol Yerkes, “I've been more
excited about teaching this year.”

As the teachers grapple with
new ideas about assessment, two
specialists, Deborah Dashner and
Karen Daniels, are teaching the
children in Miller and Yerkes}
classes about the basis for rules in
human societies. In Yerkess third
and fourth grade, Dashner has
introduced the unit by reading a
children’ story which explores
the difficulties caused both by
having too many rules and by hav-
ing too few. Her lesson draws on
the students’ experience of school
rules, incorporates a poem by Shel
Silverstein, and introduces the
children to the processes of law



making at the federal and munici-
pal levels. In groups the students
decide on one law they feel society
cannot do without, and begin to
sketch their vision of a commu-
nity without this law, the follow-
ing week they will incorporate
these sketches into a mural.
Because the specialists are at
Kendon three-quarter time they
can cover classrooms for meetings
between MSU people and Kendon
teachers, as well as providing each
teacher with a regular half-day of
reassigned time for writing, read-
ing, and meeting with colleagues.

At Elliott

Elliott School in Holt traveled

a somewhat different road to a
structurally similar arrangement.
In 1989 the Elliott teachers
involved themselves in three PDS
projects. The four teachers and
two MSU professors who made up
the Literacy in Science and Social
Studies Project arranged to have
PDS hire half time two recent
graduates of MSU% College of Edu-
cation as “interns.” These two
young women taught math for the
group, giving the classroom teach-
ers an hour of reallocated time
each day. In addition, the interns
taught two of these classes during
the Project’s weekly meetings.
Substitute teachers covered the
other two.

The other two PDS groups
used substitute teachers to cover

Pioneer Days

The Discovery and Developmentofa

New Teaching Role

by Karen Sands

A litde more than a year ago,
after a fruidess search for a full-time
teaching job, I was not feeling very
adventurous. I had recendy gradu-
ated from college and needed to stay
in the Lansing area, so I was just
about ready to take any old job or
even substitute teach if I had to.
However,just as I began scouring the
want-ads, [ got a call from a profes-
sor at Michigan State University ask-
ing me to take a part-time job at
Elliott Elementary School in Holt,
Michigan. I thought at the time [ was
just fillmg a position. I very quickly
learned that I was becoming a pio-
neer.

Elliott is one of the seven profes-
sional development schools that are
part of the Partnership for New Edu-
cation. To continue the pioneer
image, Elliott and the other Profes-

sional Development Schools are on
the westward frontier of educational
practice. At these schools, teachers
are forging new definitions ofwhat it
means to be a teacher. Among other
things, teachers try out new ways to
provide time for professional devel-
opment in the hope that, if success-
ful, these attempts may someday
become standard practice.

Iwas - and am - part of one of
those attempts. At Elliott, three
groups of teachers are studying
different areas of the teaching prac-
tice. Two of those groups, when they
met last year during the school day,
used substitute teachers to cover
their classrooms. The third group,
however, met more often than the
others and also wanted regularly
scheduled time during each school
day to plan, read about, and study

their bi-weekly meetings. No one
liked this arrangement. Teachers
felt that their students learned too
litde on the half-days when sub-
stitutes covered their rooms; in
addition, the teachers themselves
had to plan the lessons, provide
materials, correct papers, pick up
the mess, and calm the children
down if things went badly. Stu-
dents complained about the dis-
ruption of the classroom routine.
This year three “coteachers”
(the school has changed the tide
in order to show students and par-
ents that these teachers are fully-
fledged professionals), teaching
either science or social studies,
provide reassigned time for five
first- and second-grade teachers
and the Chapter 1 teacher in the

the new kinds of teaching they were
trying. For this, substitute teachers
would not have worked. So the
school created the role of the
“intern”and hired two recent college
graduates to fill these new positions.

What I was told about the posi-
tion when [ was interviewing was
minimal, because litde was known
about how exacdy this would work.
But I knew I would be teaching
mathematics in a third grade room
and a fifth grade room for one hour
each day, and also substituting in the
third grade every Tuesday afternoon
when the teachers’ group met. I
would have approximately three
hours of planning time built into my
schedule, and I would also be
attending the meetings of one of the
other teacher groups in the building,
the Math Study Group

I was excited about-this new
position because, although math
was not my major (or even my
minor) in college, [ knew that I could
focus on it exclusively for the whole
year. [ wanted the chance to improve
my mathematics teaching and try
new ways for achieving math objec-
tives. IfT had walked into a full-time

Continued on page 7.



Developmentally Appropriate
Curriculum Group. Two other
teachers in this group have
different arrangements.

On the two Tuesday after-
noons each month when the
group meets, the coteachers cover
three classes. “Tuesday teachers” -
substitute teachers who have com-
mitted themselves to being at
Elliott every Tuesday - cover some
of the others.

Elaine Hoekwater, Barbara
Lindquist, and Carol Ligett, the
three teachers still involved in the
Literacy Project, have moved to a
different sort of “coteaching”
arrangement: each of them now
shares a classroom with another,
newly-hired teacher. Hoekwater,
Lindquist, and Ligett teach in the
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Pioneer Days continuedfrom page 6.

teaching job, I'm sure I would have,
because of time constraints and
pressure to perform, reverted to tra-
ditional, page-by-page, heavily skill-
oriented math teaching. But I did not
have these pressures, and even bet-
ter, I did have a lot of support. Sup-
port came in the form of only
teaching one subject, and having
time within the day to plan it out.
Support also came from being a
member of the Math Study Group,
and being able to talk about ideas
and listen to the ideas ofothers. And
finally, I received support from our
building coordinator and resident
mathematician, Pam Schram, who
came in to observe my classroom
and give feedback about my teach-
ing. As a novice teachei; I could
hardly have had a better situation.

I was glad to have all that sup-
port throughout the year, for I
encountered many road blocks on
my journey. I had a double job:
teaching fifty students principles of
mathematics and trying to figure out
just where I fit in at this professional
development school. I knew that the
way | shaped my job should affect
not only the people I was working

with at present but also those who
might fill positions similar to mine
in the future. A lot of people were
watching carefully to see what I
would do.

My firstjob was learning to be a
teacher. Iwas only teaching one sub-
ject, but I still had to handle recess
duty, assemblies, bloody noses, and
discipline. As a student teacher,
there had always been someone else
to refer problems to. Now [ was on
my own. I had to plan my teaching
so that the fifth-grade safeties could
leave for lunch posts without miss-
ing any work, and so that parents
could see math projects at Parent-
Teacher Conferences and Holiday
Walk-Through. If1 had not had the
time for planning and the opportu-
nity to focus on only one subject, I
might have been overwhelmed in
my first year; instead of aiming to'
succeed, I would have felt lucky to
survive.

Simply limiting what I taught
and giving me support to teach it
helped me as a new teacher, but my
role as an intern held new chal-
lenges. One of the important skills 1
had to practice as part of my new

morning. The other three teachers
teach in the afternoon while
Hoekwater, Lindquist, and Ligett
read, confer with one another and
colleagues at MSU, and conduct
research on their teaching.

And at Averill

Bruce Rochowiak, principal of
Averill school in Lansing, reports
that when he and his faculty were
first considering becoming a pro-
fessional development school the
deputy superintendent spoke to
him about a concern that the
school not be “flooded with subs.”
Rochowiak shared her concern:
the mission of'the school centered
on its students, and he wanted to

role was communication. I had to
learn to communicate with two
teachers about their classrooms.
This required patience on both
sides. I was a visitor in their class-
room; I'was new to the teaching pro-
fession; 1 taught mathematics
differendy than they might have
done. The teachers would probably
have worried less if they had sent
their students to another full-time
teacher, but because | was recendy
graduated and cast as an “intern”,
and also because they really wanted
this way of providing for their
release time to work, they were nat-
urally nervous.

T also had to be open to sugges-
tions. As a very independent person
with a lot of ideas of my own, this
was sometimes hard for me. I
wanted to succeed with my own
ideas, not merely duplicate what the
other teachers might have done. I
had to leam to focus less on my sue-
cess and more on what was good for
students. Cute activities and well-
managed classrooms were no sue-
cess at all if the students were not
learning. These teachers were expe-
rienced professionals who knew

Continued on page 8.



make sure that the teachers’ reas-
signed time did students no harm.

Rochowiak knew that the
demands of a professional devel-
opment school
Averill teachers; he also knew that
when teachers are stressed, sci-
ence, which takes precious class
and prepartation time, tends to be
neglected. So, reasoned Rocho-
wiak, hiring a “specialist” to teach
science would kill two birds with
one teacher: it would strengthen a

would stretch

vulnerable part of the curriculum;
it would also reassure parents and
teachers,
when you say a specialist is com-
ing in.”

The school recruited two half-

since “no one blinks

developed curricula and

specialists who together
taught

Pioneer Days continued from page

more about students than I did. I
could discover a great deal about
students from their experience. So I
learned to be more open.

I was not the only one who had
to accept change, however. We all
had to learn not to take sole owner-
ship of the classroom, speaking of
the third graders as simply that - the
third graders, not my third graders. 1
knew it might be hard for the teach-
ers to give up ownership of their
ideas, students, and their classroom,
so I tried to help them feel comfort-
able with me by giving them out-
lines of my plans and taking time
each week to talk with them about
the classroom.

However, it was not just the
teachers whose classrooms I was
working in that I had to communi-
cate with. By going to staff meetings,
inservices, and parent-teacher con-
ferences, 1 had to give the rest of the
staff chances to see me as a profes-
sional. When they forgot to give me
weekly bulletins or school calendars
or scheduled me for only 10 minutes
of lunch on Tuesdays, I had to
understand that it wasnt because
they thought I was less important

When #*
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science and multicultural studies.
This provided every teacher in the
school with one halfday a week of
reallocated time.

The presence of two half-time
teachers in the school proved

7

than everyone else but that they
weren't used to my new role, or to
making allowances for another per-
son in an already crowded building.

Flexibility, therefore, and diplo-
macy were the two crucial attributes
to this new position. Being a pioneer,
T had to be able to adapt to my new
surroundings, and expect the unex-
pected. 1 had to be always ready for
change. I had to work especially well
with the other people in thy “frontier
community” because [ was a condi-
tional member of their group and
they were already established. Ifany
of us had given in to distrust or
stopped communicating, our excit-
ing new settlement might well have
become a ghost town, with all the
teachers concluding that it was bet-
ter back in their old hometown than
out here on the frontier.

My part in the project was a sue-
cess, and I agreed to stay on for
another year, though Thad some res-
ervations. [ had enjoyed my job, but
the school was planning to expand
the intern program to include
another project, thus hiring more
intern teachers. Iwas concerned that
these teachers would be expected to

helpful in dealing with another,
quite different, problem. This
years third grade class has an
exceptionally large number of
children in need of special help.
Kindergarten and first-grade
teachers noted the difficulties; last
year the second-grade teachers
urged that the school take special
steps to help this group. So this
year Jay Matthes, one of the two
specialists, spends half of his time
providing this help to the third
graders and their teachers and the
other halfteaching “Wecology,” the
science/ecology program that he
and the other specialist have
developed for the school.

Two other school-wide efforts

provide reallocated time to Averill
teachers. The first is teacher edu-

be as flexible as 1had been in the
initial, experimental year, thus creat-
ing a precedent for 10 minute
lunches. But [ was pleased to see that
other teachers in the building came
up with ideas such as changing
the name of the role from “intern”
to “coteacher”, a name reflecting
greater equality. Also, they accepted
the idea that these coteachers would
need a spokesperson to alert other
people in the building to their
needs. There is now a position on
the Coordinating Council, the deci-
sion-making body at Elliott, speci-
fically designed to give coteachers a
voice in Professional Development
matters.

I'hope that someday all teachers
will be provided with release time to
expand their knowledge and under-
standing. But small scale experi-
ments must come first. The role of
the coteacher is not yet fully defined,
and those who are asked to join the
professional development school in
this new role must be prepared for
an adventurous journey.
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cation: during the spring term all
teachers at Averill have a senior
from the MSU College of Educa-
tion student teaching in their
classrooms. This arrangement
frees teachers from minute-by-
minute responsibilities to stu-
dents. In addition, reading
specialist Peg Shaw and librarian
Jane Erickson have this year
extended the school’s literacy pro-
gram through new activities based
in the library. This initiative has
expanded the schools literacy
focus; it has also opened up more
reallocated time for teachers.

Learning From Experience

No one at Kendon, Averill, or
Elliott liked relying on substitute
teachers. Nearly everyone prefers
the arrangements the schools have
made this year with part-time
"specialists” and ilcoteachers.”
Children, parents, and teachers
can now predict who will be
teaching when. Specialists and
coteachers plan their own lessons
and correct any papers they
assign. Children behave better for
them than for substitutes, and
therefore get more out of the
encounter.

But the decision to hire part-
time specialists to provide new
curricula and reallocated time for
teachers does not solve every
problem. Because these roles are
new, warns Pam Schram, coordi-
nator of the Elliott PDS, unex-
pected problems and questions
keep cropping up. She mentions a
few that arose last year at Elliott.

First, the question of role:
because interns were young,
newly certified, had never had
their own class, and were
coming into another teachery
classroom to teach a subject
she usually taught herself, it
was natural to think ofthem as
student teachers. And yet they
weren’t student teachers.
What exacdy was their role?

Second, what was the re-
sponsibility of the regular
classroom teacher for her
students’ math instruction -
and for communicating with
parents about math - ifsome-
one else was providing that
instruction?

And third, to whom should
the classroom teacher go ifshe
were unhappy with the teach-
ing of math in her classroom?
To the intern? To Schram? To
the principal? To the MSU fac-
ulty member with whom she
worked regularly?

Each school struggles towards
answers to its own questions.
Decisions made for this year are
clearly the fruit of experience.
Averill freed up space, so that spe-
cialists could have their own
classrooms, and changed their
tide, in order to enhance their sta-
tus with parents and students.
Elliott also adopted a new term -
coteacher - and made sure all
coteaching arrangements were in
place from the first day of school.
Kendon gave specialists a small
office. Schram also made sure, and
she urges the importance of this
step, that regular classroom teach-
ers had a role in choosing the
coteachers with whom they would
work.

These coteachers are pioneers
(see sidebar), with real problems
to work out. Still, they offer their
schools more than reallocated
time for classroom teachers: they
bring the energy and enthusiasm
of young novices into schools
whose staffs are older and more
experienced than faculties of the
recent past; and because their
jobs do not require them to teach
all subjects, they can concentrate
that energy on creating exemplary
curriculum. [

Resource
Teachers

Until January of 1990, only
one team ofsix teachers at Holmes
Middle School in Flint were
involved in the Holmes profes-
sional development school. These
six shared responsibility for the
schooling of 140 seventh graders.
The teachers and their colleagues
at MSU decided to plan their
meetings for a full day every other
week. In addition, teachers and
MSU faculty regularly met after
school in partnership teams.

So, on alternate Thursdays,
everyone involved in the Holmes
PDS - teachers, the school’s prin-
cipal and assistant principal, and
people from MSU and from the
central administration of the Flint
Public Schools - got together for a
presentation and discussion, and
for meetings of the groups think-
ing about particular subject matter
and practices. During this time,
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substitute teachers covered the
classes of all teachers on the team.

At Holmes, as at other profes-
sional development schools, the
costs of this arrangement out-
weighed the benefits. Teachers felt
that the presence of subs dis-
rupted students’ learning - espe-
cially in this middle school
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context when they had a different
sub in every class over the course
of a full day. And the teachers
spent the next day ‘“recovering”
their room and their students.

Teachers in the Holmes PDS
turned, in consequence, to other
arrangements. They began to
schedule longer meetings after
school, staying until 5:00 and
even 6:00. When they could, they
met together during planning per-
iods. In order for teachers to use
their planning periods in this way,
school administrators had to
change the schedules of teachers
and students so that teachers who
were working on the same project
could have the same planning
period. This was an enormous
undertaking.

And even when all this was
done, the joint planning periods
were only an hour long and did

not provide enough time for
scholarly activities like reading,
writing, conferencing, and reflect-
ing. And so, in March of 1990, the
school hired a resource teacher to
take over classes for PDS teachers
as the need arose.

Students behaved better for
the resource teacher than they had
for substitutes. However, like their
colleagues in other PDSs, the
Holmes teachers ran into some
problems. They found that a new
person cast in such a role needs
considerable time to get to know
the teachers she will teach with
and the students in these teachers’
classes. And they learned that they
needed to think carefully both
about the way in which they
described the new teachers role to
students and about ways to ensure
continuity of instruction.

The woman hired in March of

1990 left at the end of the school
year to take a new position. This
fall the school intends to hire two
resource teachers in hopes of pro-
viding each PDS teacher with two
hours of reallocated time a week.
PDS will give each new teacher
time to visit classrooms and get to
know teachers, and they will
schedule times for the regular
teachers and the resource teachers
to talk about goals and subject
matter. Students will also be given
a role in assisting the resource
teachers in maintaining a positive
learning climate.

Because resource teachers
cannot possibly cover the class-
rooms of 17 teachers at the same
time, the Holmes PDS teachers
still meet after school as a group,
and, very occasionally, on Satur-
days. m

Longer Days, Fewer Mornings:
Changing the Calendar at Holt High School

Classes at Holt High School
start at 7:45 on most mornings,
but on October 3 at 7:40 there are
no yellow school busses pulling
away from the building, and no
teenage voices ringing through the
hallways. Ity not a “records day?’ or
a parent conference day, it is sim-
ply Wednesday. Today, and every
Wednesday this year, teachers and
administrators will arrive as usual
at 7:30, but students will not come
to school until 11:30. Teachers will
use three of these hours without
students to think and plan
together, to work on ways to
improve their teaching and their
school.

It hasn’t always been this way.
Although the faculty have been
studying their school and working
together on school improvement

since 1982, not until this summer
did they create a sustained period
of time in which teachers could
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work collaboratively without wor-
rying about responsibilities to stu-
dents still inside the building. Up
until this fall, they have planned
most meetings for evenings, week-
ends, and before and after school.

The Need for a Change

Last year, as more teachers
immersed themselves in collabo-
rative professional development
activities, the limitations of this
approach became increasingly
obvious. For a staff with family
obligations, scheduling evening
and weekend meetings posed
almost insurmountable obstacles.
Teachers’ coaching obligations
made it almost impossible to get a
group of any size together after



school: someone always had to
miss the meeting in order to
coach.

Perry Lanier, MSU professor
and coordinator of the PDS Math-
ematics Project, spent every Mon-
day afternoon at the high school,
but could never assemble in one
place the teachers and student
teachers with whom he was work-
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ing. Instead, he would spend an
hour with one teacher and one
intern, and then catch up with
another pair. Some could meet
after school, but one of the teach-
ers coached for two out of three
seasons, which ruled out the late
afternoons.

The Cooperative Learning
Circle - 10 teachers from different
departments who were experi-
menting with cooperative learning
in their classrooms - met every
other Friday before school. But
although the early morning time
slot avoided schedule conflicts, it
was short and inflexible: teachers
arrived at school at 7:30 and had
to be in their classrooms ready to
teach by 8:10.

The PDS Literacy Group
arranged to meet during the regu-
lar school day, with substitute
teachers covering the classes of
participants, but no one really
liked this arrangement. Student
teachers freed up some time in the
spring for the teachers in the
Social Studies Project, but if the
group met while they were teach-
ing, the novices couldn’t join

these professional conversations
on the teaching of their subject
matter; to avoid excluding them,
the group scheduled monthly din-
ner meetings.

Restructuring

In the winter of 1990, a faculty
group studying restructuring
examined the “Copernican Plan,”
a proposal for reorganizing high
schools so that students take - and
teachers teach - only one or two
courses at a timel The Restruc-
turing Group played with the idea
of changing the blocks of time in
the master schedule. However,
most people agreed that imple-
menting such a plan would
require some lead time; the com-
mittee returned to the drawing
boards to look for a way to provide
the faculty with the needed time
in the more immediate future.
They returned with the Wednes-
day morning plan. As soon as the
faculty showed serious interest,
the committee asked the Holt
Education Association to join the
deliberations. A week later High
School teachers responded to a
written ballot which offered three
choices: lets do it next year; lets
refine it for a year; let’s not do it at
all. They voted overwhelmingly
for immediate implementation.

Impressed by the level of fac-
ulty support, the superintendent
advised the teachers to present
their plan to the community.
Twenty to 25 people attended the
first two meetings; around 40
came to the third. Some commu-
nity members said they could see
how the change would help the
teachers, but they questioned its
benefit to the students. On each
occasion the atmosphere changed
dramatically as the principal, Tom
Davis, assistant principal, Sue

1 Carroll, JM. (1990). The Copernican
Plan: Restructuring the American High
School. Phi Delta Kappan. 72. 358-365.

York, and members of the Restruc-
curing Committee explained what
they hoped the Wednesday morn-
ing professional development
time would accomplish. When the
School Board met several weeks
later to consider the plan, not one
parent spoke against it.

In order to make up the class
time lost on Wednesday morn-
ings, the High School faculty has
added five minutes to every class
period during the week, and given
up four half-days of professional
development time that the district
had previously allotted to them.
Students arrive 25 minutes earlier
than they used to and leave five
minutes later. In consequence,
each class meets only five minutes
less each week than it did last year.

Wednesday Mornings

A Steering Committee of
teachers sets the schedule for each
Wednesday, deciding which
groups will meet and when. As the
school year began, there were 14
groups, and the Steering Commit-
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tee tried to create a schedule that
would enable each group to meet
at least once before October 1 so
that teachers could decide which
projects they wanted to join. The
Steering Committee hopes that
everyone will spend the time in
collaborative work.

On October 3, after a brief fac-
ulty meeting, the Community
Service Task Force adjourns to
room 309 and the Teacher Educa-

S1



tion Workgroup, which brings
together alt student teachers, their
faculty mentors (known else-
where as cooperating teachers)
and MSU supervisors, novice
teachers and long-term substi-
tutes, meets in the library. Science
teacher Barb Neureither and Prin-
cipal Tom Davis, who have set the
agenda for the Workgroup today,
have asked six student teachers to
be prepared to present a problem
that has come up for them in the
past few weeks. Neureither sends
three of these students to each of
the two large library tables and
instructs mentors to go to the other
table so that their students will feel
free to speak their minds.

The first student describes a
lesson in which his plans went
awry because one student knew
the answers to all the questions he
had intended to use to introduce a
new unit, “And I found myselfiso-
lated in a dialogue with him while
all the others looked on totally
confused.” Teachers ask him ques-
tions and recall similar experi-
ences of their own and the
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strategies they have used for cop-
ing with the problem. Everyone at
the table listens eagerly: although
veterans have learned to manage
the problems that trouble novices,
many continue to question their
solutions. After about 15 minutes
of discussion, a second student
teacher raises a parallel question

and the group focuses on helping
her to define her problem and the
options open to her.

At 9:00 everyone in the room
writes an evaluation of the session
and offers suggestions for the next
meeting; Neureither hands these
to the teacher who has volun-
teered to plan it.

After a brief coffee break, five
other groups meet around the
building. The Social Studies Pro-
ject, which has, since July of 1989,
been looking at the way in which
current tracking arrangements
affect the teaching and learning of
American History, convenes in
Pete Kresslers classroom to dis-
cuss the plans they have made to
interview and study certain stu-
dents throughout the year.

After listening to each other’
worries, all agree to scale down
plans for collecting data on 24 stu-
dents and to concentrate instead
on six students in Kresslers Fun-
damental Skills class and six in his
General American History class,
since Kressler is considering
merging these in 1991. The
observer is impressed both by the
number of decisions made in one
short hour and by the flexibility
and respect with which the group
accommodates differences of
opinion and expertise. At about
10:45 the group disbands to pre-
pare for classes and grab some
lunch.

Problems

Revising the schedule has, of
course, created a few problems
and failed to solve some others. To
begin with, it inevitably throws
some schedules out of sync. For
students who ordinarily spend
mornings at the high school and
afternoons at the Ingham County
Career Center in Mason, the
change creates a schedule conflict:
in order to keep morning and
afternoon classes synchronized,
the master schedule now dictates

that first, second and third period
classes meet on Wednesday after-
noons on alternate weeks. This
means that currently Career center
students miss two afternoons a
month at the Career Center. In
addition, teachers who teach sev-

The new jgg
schedule

allows for §%
regular and
sustained
conversation
- the

resolution as gg
well as the
listing of

problems. *

eral sections of the same class -
and most do - find that the alter-
nating Wednesday schedule com-
plicates daily preparations.
Wednesday mornings cannot
stretch to accommodate all the
groups and meetings that demand
time and attention. At the PDS
Summer Institute the high school
faculty felt a jubilant sense of
expanding possibilities: now,
finally, there will be time for our
group to get things done. At the
same time, however, notes Davis,
everyone expected that Wednes-
day morning meetings would gen-
erate new professional activities.
And indeed they have. Given that
many people have commitments
and interests in several groups,
almost any schedule creates con-
fiicts and frustration. “There may
be more things going on than we
can sustain,” says Sue York. Tom
Davis agrees, observing that,
because the supply of time and
energy for the development ofnew
ideas is finite, the faculty now
needs to “prioritize and focus.” As
a caution against overextension,



he offers the image o1 a battery
that is hooked up to too many
light bulbs, therefore lighting each
one only dimly.

Davis voices two other wor-
ries. First, although he supports
the revised schedule, he regrets
any loss of instructional time -
even halfan hour a week. For him,
this concern links to a more gen-
eral problem of public image: he
hears people outside the profes-
sion charge that “teachers have
bankers’hours anyway. Why don’t
you just hang around after
.3:00?”(The answer, says Davis, is
that ‘Good teachers don’t quit at
3:00. They put in three to five
more hours.”) Second, not all pro-

jects can be crowded into Wednes-
day mornings. Davis expects that
groups will soon begin to add
afternoon and early morning
meetings.

After the first Wednesday
meetings, many teachers reported
that they felt exhausted before
they even started to teach. To
reduce the hectic pace, Sue York
introduced a coffee break at mid-
morning and promised to sched-
ule meetings to end at 10:30. Now
teachers have time to assemble
materials for their classes and to
eat lunch.

But even if the new schedule
does not solve every problem, it is
an exciting step for a faculty who

Gaining Time Through
Mainstreaming:
Fairdale High School, Louisville

The six teachers on the ninth
grade Bridge Team in Fairdale
High School in Kentucky meet
every morning for breakfast in
order to discuss the day} plans,
and on most days they meet again
after they teach. Without reflec-
tion and collaborative planning,
the team could not possibly
accomplish what it sets out to do:
to create success for a population
of freshmen who have, in the past,
had avery high dropout rate and a
high incidence of failure.

Mainstreaming, one of their
strategies for improving student
success, has opened up a way for
these teachers to get the time they
need for discussion and collabora-
tive planning. As a team, they
teach math, science, English,
health and physical education,
and provide special education and
Chapter 1 services for 130 ninth
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have for years been looking seri-
ously for ways to improve their
school and their teaching. It pro-
vides time for collaborative work
at the beginning of the school
day, when teachers feel fresh and
energetic. It allows for regular and
sustained conversation - the reso-
lution as well as the listing of
problems. And because Wednes-
day meetings are built into the
school schedule and supported by
the school board, the community,
and the school administration,
they give legitimacy to the impor-
tant work this faculty is doing out-
side the classroom. a

graders - one third of Fairdale}
freshman class.

Under conventional struc-
tures, each of the regular subject
matter teachers would see the stu-
dents in batches of about 26, for
five periods a day; students in
need of special education and
Chapter 1 services would spend
an additional period a day in the
reading lab or resource room with
a smaller group of schoolmates.
Teachers would have one period a
day left for preparation.

The Bridge Team uses its re-
sources differendy: the Chapter I
and special education teachers
have closed their pull-out pro-
grams; they now team teach with
the other four teachers, providing
special help inside the regular
classroom. Classes, are, on aver-
age, 25 percent larger, which
means that all students on the
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Bridge Team have math, English,
health/physical education, and
science during second, third,
fourth, and fifth periods. During
first and sixth periods, they go
outside the Team for electives; at
that time Bridge Team teachers
create curriculum, evaluate classes
and projects, and solve problems.

A Little History

To understand how this
arrangement came about, one
must go back to 1986, to the first
days of Marilyn Hohmannk prin-
cipalship. Hohmann came to Fair-
dale with a mandate from the
superintendent, Dr. David Ingwer-
son, to do something about the
high dropout rate, patchy attend-
ance, low expectations, and sag-
ging staff morale. She knew that
she needed the support of her
dispirited staff to accomplish any-
thing. The district’ central admin-
istration was exploring shared
decision making in schools, “So,”
recalls Hohmann, “I put it to the
teachers: this isn’t a reform pro-
gram. Its about whether you want
to be the ones to decide.”

Over the next few years, the
faculty became involved in exam-
ining their school. They joined
Ted Sizers Coalition of Essential
Schools, entered partnerships
with the University of Louisville
(as an induction site) and with
Gheens Academy (as a profes-
sional development school), and
became one ofJefferson County%
“participatory management”
schools. The building culture
changed as teachers began reading
research, going to conferences,
and planning ways to improve
their school. Last year, 55 teachers
worked on various task forces to
address school problems that the
Steering Committee and the fac-
ulty had identified.

The decision, to adopt partici-
patory management freed the
school from a good deal of red

tape and from various contractual
regulations, including those relat-
ing to class size and teaching load,
thus clearing the way for experi-
ments like the Bridge Team. But
making the Team work has been
difficult. In 1988, when the faculty
Steering Committee asked for vol-
unteers for the proposed team,
only Brenda Buder, a Chapter 1
reading teacher, and Betty Thorn-
berry, a health and physical edu-
cation teacher, signed up. Because
the school district had funded a
new position when Fairdale
joined the Coalition, the Team was
able to recruit a math teacher from
another school.

On Tuesday, September 25,
1990

In an algebra class that Glenda
Miller and Brenda Buder teach
together, Miller is trying a new
approach to teaching about the
grouping of common terms. At the
beginning of the period she reads
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off names, placing most students
in groups ofvarying sizes but leav-
ing a few sitting alone in the mid-
die of the room. Given a moment
to think, students swifdy deduce
the key to the grouping: Miller has
placed all students whose names

start with the same letter together.

“Collecting Common terms,”
Miller writes on the board. She
and her students construct an
algebraic expression for the class:
“5j +4r + 3k + +b+p+d”
"People forget,” Miller tells the
class, “that 1 is understood when
the variable stands alone.” She ges-
tures towards Beverly, Peter, and
David. The class then proceeds
with litde difficulty through a set
of problems which require them
to apply this idea.

On this particular day, the
Team has agreed not to meet, but
nonetheless, when the bell signals
the end of fifth period, four teach-
ers gather in the classroom to eval-
uate yesterday’ field trip and plan
the unit on study skills that they
are doing together. Miller reports
with pleasure on the math class:
she thinks the introductory activ-
ity has helped students under-
stand something that has
confused ninth graders she has
taught in the past - that the under-
stood coefficient of x in “3y + x”
is 1, not zero.

Teaming as Teacher
Education

Buder reports that her reading
lab and the English, math, and
health classes of her colleagues
were organized very traditionally
before 1988. “We had seating
charts; the desks never moved. We
used the textbooks every day.” She
pauses, contemplating the im-
mensity ofthe changes. “I saw our
algebra book today for the third
time this year... Our teaching
strategies are completely different
than when we started. But it%
much easier to change when you
are doing it with other people.”

Working together, the Team
has managed to institute a “no fail”
policy: they refuse to accept unsat-
isfactory work, or to allow stu-
dents to take zeroes instead of
completing assignments. Team
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members keep students after
school, and continue to push
them until the required work is
satisfactorily completed. The
Bridge Team also handles any dis-
cipline problems internally
instead of sending students to the
office or placing them on the High
School’ “Do not Admit” list.
Buder coteaches one health/
physical education class with
Thornberry. (“More freshmen fail

Butler spent W
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physical education than any other
subject,” she explains. “They dont
know how to cooperate with other
kids to have fun. Ifa kid is going to
get angry, it will be there.”) She
teaches one math class on her
own, and coteaches two others
with Glenda Miller. But the team
uses its human resources more
flexibly than this summary sug-
gests. On September 25, for exam-
pie, Buder spent second and third
periods with science classes, help-
ing student to fly airplanes they
had been designing and building
over the past few weeks. Although
the idea for the unit had come
from the science book, the teacher
hesitated to try it. “We want to
show him that hands-on works,”
Buder explains. “He wouldn't have
done it if we hadn’t told him wed
help him.”

The collaborative work of the
Bridge Team educates teachers as
well as students. But Buder cau-
tions that common team planning
periods won’t, in themselves,
change the way teachers teach.
You need, she insists, to get the
right teachers together.

Even ifthey have different
philosophies, if they are will-
mg to talk and to try new
things, it will work. If they
aren’t, nothing will happen. A
lot of middle schools are like
that: they put people on teams
and give them a common
planning period, but [teach-
ers] just complain about the
lads, they don’t work on the
problems.

[On the Bridge Team], we
ask about every proposed
change, “Is it going to help
student success?”

Pulling out of Pullout
Programs

Buder is convinced that Chap-
ter 1 students fare far better in the
present set-up than they did when
she saw them for an hour a day in
a reading lab. “They would sue-
ceed and do great in the lab,
because the work was at their
level. But nothing good happened
to them for the whole rest of the

“Most kids
who are
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even know
why they are
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can’t explain it
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wouldn’t be
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day. They continued to bomb out
in math, science, and English.”
Although she tried to help her stu--
dents with their regular school
subjects, she rarely felt successful:
“Most kids who are failing don't
even know why they are failing”
she explains. “They can’t explain it
to you. Ifthey could, they wouldn’t
be failing.”

Now Buder is in the regular
classroom with these students, so
she knows that they need to learn
in order to succeed. She sees a big
difference in her own effective-
ness and in the success ofthese at-
risk teenagers.

“It takes a long time to see
the benefits. But you do
see them”

The Bridge Team faces real
problems. Teachers work long
hours, and, according to principal
Hohmann, some of their col-
leagues resent their extra planning
period. Recruitment isn’t easy,
even among those who praise the
Team’s accomplishments. “Most
high school teachers,” explains
Buder, “cannotimagine spending a
whole day with ninth graders.”

Success is hard to measure.
However, students from the first
Bridge Team are now juniors
enrolled in “U.S. is US,” a team-

taught alternative to American.

history which engages students in
considerable cooperative project
work. According to Jackie Powell,
one of the U.S. is US teachers, stu-
dents from the Bridge Team work
together far more easily and effec-
uvely than other eleventh graders.
“Its very draining,” Butler
acknowledges. “It takes a long
time to see the benefits. Butyou do
see them. And you know you
aren’t alone.” B
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The Four-Day School Week:
Deerfield, New Hampshire

In the spring of 1981, Principal
Peter Sweet and his faculty at the
George B. White Elementary
School in Deerfield, New Hamp-
shire, faced a major problem: big
new expenses had driven up their
costs for the following year, but the
town had approved only half of
the money needed to cover the
budget increase.

Since none of the new outlays
- money for mandated special
education services, extra dollars to
cover the rising cost of gasoline for
school busses, and heating oil for
the old and inefficient building -
were optional, Sweet and the
Deerfield School Board took a
hard look at their program to see
how they might save money. They
came up with a novel proposal:
instead of cutting art, music, or
physical education - three of the
commonest answers to this very
common problem - The Deerfield
educators wondered whether they
might cut costs by changing the
school calendar.

IfDeerfield youngsters went to
school on Monday, Tuesday,
Wednesday, and Thursday from
8:00 to 3:30, instead of Monday
through Friday from 8:45 to 2:35,
they would getjust as many hours
of instruction (slightly more, actu-
ally), but the school system would
spend 20% less on gasoline and
heating oil. The difference would
just balance the budget.

The faculty, the community,
and the New Hampshire Depart-
ment of Education approved the
four-day week for one experimen-
tal year. With considerable trepi-
dation, the school took the plunge,
making emergency plans to return
to the five-day schedule if the
innovation proved too difficult - if
younger students got too tired to

make it through four seven-and-
a-halfhour days, for example.

In fact, however, the Deerfield
school - now in a new building
and renamed the Deerfield Com-
munity School - still operates on a
four-day week nine years later.
They probably aren’t saving any-
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thing on heating oil, however,
since almost every Friday (and
some Saturdays and Sundays),
groups of teachers gather in the
library and in classrooms to work
on curriculum, and to discuss
ways to improve their practice.
Perhaps as a result, visitors trickle
in from Massachusetts, New
Hampshire, and even as far away
as Michigan, eager to understand
the new ways in which Deerfield
teachers are teaching spelling,
math, and reading.

One Friday Morning

Teachers reserve one Friday a
month forschool-wide inservices;
sometimes they bring in outsiders
to help them rethink some aspect
of their practice and sometimes
they draw on internal resources.

On October 19 at 7:30, Peter Sweet
convenes a small committee of
teachers, parents and school board
members to discuss the school’
relationship to the community.
Most teachers are upstairs in the
library where Kathy Matthews is
explaining the phases of spelling
development, illustrating her
points on the overhead projector
with examples of student work. As
a teacher of second, third, and
fourth grade, Matthews is well sit-
uated to examine these stages; her
observations supplement exten-
sive reading on the subject. She
and a dozen colleagues who have
abandoned traditional spelling
instruction in favor of “word
study” meet regularly after school
to share strategies for increasing
children's awareness of English
spelling. Todays meeting, how-
ever, is for all teachers.

At 9:00 the spelling and cur-
riculum meetings adjourn, and
the Math Group begins the inser-
vice they have planned. Last year,
the teachers invited Rebecca Cor-
win of Lesley College to help them
rethink their math teaching. She
met with the faculty four times.
This morning’s meeting is
designed to support and extend
work that teachers are now doing
in their classrooms.

Teachers adjourn to groups,
taking with them examples of
childrens work. In a group of
third- and fourth-grade teachers,
Bruce Turnquist begins by talking
about the math journals his stu-
dents are keeping this year for the
first time. He displays a girls
description of the strategy she
used to multiply 8 times 7.

A second teacher passes
around a photograph of an enor-
mous sunflower constructed from



colored pattern blocks, explaining
that its creator has been fascinated
by a Van Gogh poster that hangs in
the classroom, and has been creat-
ing increasingly elaborate sun-
flower designs each day. She wants
some help thinking about how she
might capitalize on this little boy’s
interest. Other teachers suggest a
variety of projects involving ratios,
graphs, and three-dimensional
patterns. Because her class is
already working on some survey
graphing, she decides to pursue
suggestions relating to graphs.

A third teacher describes
some work he is doing with bilat-
eral patterns, noting that one ofhis
students, “a beginning reader and
writer,” had surprised him with an
observation about bilateral pat-
terns in the human body. In order
to help parents understand some
of the connections between math
and pattern making, he has sent
home some pattern work, asking
parents to help their children. “It
helped them to see the complex-
ity; they could see that it wasnt
just an art activity.”
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When the rest of the class-
room teachers have had a chance
to present a bit of what they have

brought, the PE teacher talks for a
few moments about the ways in
which she thinks she can extend
in physical education class some
of the ideas about pattern that her
colleagues have just described.

As the group adjourns to join
the rest of the faculty, they discuss
the possibility of spending part of
their next workshop experiment-
ing with patterns and pattern
blocks. Kathy Matthews describes
the excitement she felt when she
first did this sort of exploration in
a “Math Their Way” workshop 10
years earlier. She is sure she and
her colleagues would make dis-
coveries that would further their
teaching. “And,” she adds, “it
would help us think about collab-
oration and learning.”

What Deerfield’s children do
on Friday

As teachers discuss mathe-
matics, sixth graders circle the
outside of the school building on
bicycles; a group of mothers keeps
track of their progress. The sLxth
graders have organized this
bikathon to raise money for a
week-long expedition to an envi-
ronmental education center.
When they have finished their
laps some will join schoolmates
on a trip into the city of Manches-
ter to see a play of “Tom Sawyer.”
One of the many benefits of the
four-day schedule is that it frees
up school busses for such trips.
“Before,” explains Principal Peter
Sweet, “if you wanted to take stu-
dents anywhere, you had to be
back by 2:30, for the afternoon
bus run. Now the trip can leave
and return anytime, because we
dontneed the busses to take other
students home from school.”

According to Sweet, working
parents rather like the four-day
week. Many no longer need to
look for child care before and after
school: with children leaving for
school before 7:30 and returning

after 4:00, they can manage to fit
their work in around school
hours. And finding good care one
day a week is often easier than
finding it for five early mornings
and late afternoons.

The four-day
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A school community council
arranges Friday activities - some-
times something big, like a trip to
Plimoth Plantation in Massachu-
setts, sometimes smaller events.
These trips do not necessarily fill
the whole day, but the school-
family coordinator helps locate
child care for those who need it.

Celebrating the Four-Day
Week

Mary Benton, language arts
coordinator, sees ecvidence that
Deerfield children benefit both
from the longer school day and
from their longer weekend. Even
the casual visitor is struck by the
depth of children’ involvement in
their work; Benton feels that this
comes about partly because the
school day is less broken up,
leaving children time to get more
deeply involved in the things that
interest them. But she also sees an
advantage to the extended break
the long weekend gives from
school routines: “Children come
to school on Monday mornings
much more motivated, and that
energy and motivation is sus-
tained through Thursday after-
noon."

The four-day week also has
advantages for the ten “interns”
who each year complete require-



ments for their master’s degrees
from the University of New
Hampshire at the school. Since
neighboring schools are in session
on Fridays, the interns can visit
other classrooms in the company
oftheir cooperating teachers. They
can also meet regularly with coop-
erating teachers, supervisors, and
other interns during daytime
hours.

The four-day week has
brought a dramatic drop in teacher
absenteeism. Peter Sweet believes
that this is because teachers can
now schedule appointments with
doctors, lawyers, and the like, on
Fridays and not miss any time
with their students. “We practi-
cally don’t use any substitutes,”
Sweet reports - which may pardy
explain why Deerfields per pupil
expenditure is, according to
School Committteeman Jack Hut-
chinson, 10% below the (already
low) New Hampshire average.

The four-day week clearly ere-
ates extensive opportunities for
staff development. Teachers, like
their interns, can visit other
schools. Attending conferences is
relatively easy, since so many are
scheduled on Fridays. And some
teachers are always working with
outside consultants on projects
related to their teaching; a few, for
example, are now working with
Denny Taylor of Columbia Uni-
versity on figuring out ways to ere-
ate literacy profiles for students.

The Process of Change

Peter Sweet remembers that a
few days after he became principal
of'the Deerfield elementary school
twelve years ago a student came
down to the office to report,
“TheyVve locked the eighth-grade
social studies teacher in the class-
room again.” It was, he says, a
tough school.

As a sixth-grade science
teacher in rural Massachusetts,

Sweet had abandoned the text-
book and involved his students
with the science in the world
around them. “T loved my class-
room, but I knew the school
would never change.” As a princi-
pal in Deerfield, he hoped he
might be able to create a school
committed to the philosophy that
drove his own teaching. He
wanted to provide experiences
and curriculum that would ensure
the success of every child and he
wanted students to be involved in
learning that meant something to
them.

The School Board supported
his interest in change; two years
earlier, they had hired a woman
whom they saw as a change agent,
but she had pushed her views with
an authoritarian zeal which had
alienated the faculty. Sweet led
in a different way, trying to create
an accepting environment in
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which teachers would publicly
discuss their practice. Good things
were already happening in some
classrooms - Jane Miller was
doing interesting things in math
and writing - and Mary Benton
was working with teachers who
were trying different approaches
to literacy.

As teachers began experi-
menting more and talking pub-
licly about what they were doing,

“others saw the benefit.” “We
began,” Sweet says, “to develop an
articulable school philosophy.”
They also began to change the way
they developed curriculum, mov-
ing from a reliance on experts -
text books, universities - to look-
ing carefully at their own prac-
tices. Not everyone changed, but
as the ethos of the school moved
more and more towards collab-
orative work and experimenta-
tion, those Sweet describes as
“9:00 to 3:00 teachers” began to
look for jobs elsewhere. The
change to the four-day week
brought media attention which
helped to attract teachers who
shared Sweet’s philosophy.

Kathy Matthews was one of
these. Matthews was supervising
graduate interns for the University
of New Hampshire when she first
entered the school. The tone of the
school struck her immediately.
“There was a lot of laughter and a
very positive feel.” When she saw
Jane Millers math class “I felt like
Id died and gone to heaven.” She
told Sweet and Benton that if they
ever had an opening on the staff
she might be interested in apply-
ing. Not long afterwards they gave
her a call.

In the Classroom

In the fall of 1990 Matthews is
teaching, for the first time, a com-
bined second, third, and fourth
grade. The only such combination
in the school, it was constructed
by Sweet because Matthews has
been eager for some time to take
on this challenge. The children
have been studying the work of
Beatrix Potter for weeks, delighting
in her “fancy words,” noting her
use of detail (and relating it to
work they are doing in mathemat-
ics), and trying to achieve some of
the effects she gets with water col-
ors. The information that Potter’
stories began as letters to children
intrigues Matthews’ students, and



today they will try their own
hands at the art form: each of
them will write a letter to a young
child they know, and in it they will
tell a story.

After answering some ques-
tions about the use of “fancy
words” and the thesaurus (“the
plural of thesaurus is thesauri”
notes Matthews in passing. “That’
because it comes from the Latin.
The same with cactus - cacti - and
hippopotamus”), Matthews sends
her students offto write. “This is a
good chance to find a cozy, quiet
place. And let’ not share them yet.
Except with me.”

The children find clipboards
and scatter about the book-filled
room - one under the computer
table, two others stretched out on
the floor behind a loom which
holds a partially-completed weav-
ing of two pyramids. A nine-year
old leans against a bookcase; a
younger girl finds a seat at a table,
collects a carton of chocolate milk
from a box near the door, and
begins to write. Kathy suggests to
three little girls who are nesded
into a corner under the Beatrix
Potter water colors that they will
do better work if they sit farther
apart.

As the children settle into
their work, Matthews leaves the
room to get more water for a dye
bath that is simmering on a hot
plate near the computer. No one
seems to notice her absence. A lit-
de boy in a cub scout uniform
writes, “To my lavly cosit,” on the
top line of his yellow paper,
explaining to the visitor, “She%
two. I just can’t remember her
name.” Nearby, a taller boy has left
a space to write the date in Roman
numerals - “to make it really
fancy, like Beatrix Potter” - and is
now deeply into his story about a
pig: “I shan’ no were he was going
but [ asum it was to the markt.”

The pencil sharpener grinds.
A litde girl in blue reads over what
she has written with an expression
ofintense concentration. She then

tips back in her chair, plucking a
peanut from the paper cup next to
her paper as she stares medita-
tively at the ceiling. After a
moment she straightens her chair,
leans forward, and begins to write
again.

For the next thirty minutes or
so, the room is stardingly quiet,
the children bent over their
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papers. When Matthews finally
calls them to the corner of the
room to share what they have
written, she comments on the
level of involvement. “Did you feel
like you were in another time?”
Many children smile and nod. “Tt
made me feel elegant,” murmurs
one. “When I got very involved, I
felt like T was sitting at a desk like
Beatrix Potter sat at,” comments
another. “If you wrote something
that was scary, if felt like that was
what was happening, and then if
you wrote something else it felt
like that was happening.”
Children read what they have
written with quiet pride; few have
finished their stories, and some
explain what will happen next.
Although a few ofthe younger stu-
dents decipher their own words
rather haltingly, their classmates
listen with apparent interest.
When everyone has had a chance
to read, Matthews asks what sorts
of things they noticed. After some
thoughtful comments on the way
these story letters resemble one
another, and the ways in which
their language differs from that of
Beatrix Potter, a girl sums up what
seems to be the general feeling: “I

noticed that Iwould love to get let-
ters like that.”

Later in the morning, after the
children have left for the gym,
Matthews sits down with the visi-
tor to talk about her students and
her teaching. “It is exciting to be in
my 18th year and feel that Iam just
discovering teaching. That is
because ofthe experiences that we
have here as a staff”

Did the shift to the four-day
week propel the transformation
of the school, or was the school
able to capitalize on its Fridays
because it had the beginnings of a
shared vision, and because the
teachers had tasted the excitement
of collaborative work? Is the fruit-
ful use oftime an essential precon-
dition, or a product, of change?
Maybe this is yet another example
of happy chickens and fertile
eggs. a

Editor: Helen Featherstone

Changing Minds is published as a
nonprofit service by the Michi-
gan Educational Extension Serv-
ice which is funded in part by a
grant from the State Board of
Education. Please address all in-
quiries to: Changing Minds, 500
Erickson Hall,Michigan State Uni-
versity, East Lansing, MI 48824.
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CONTEXTS THAT MATTER FOR TEACHING AND LEARNING

The nation's education goals embrace rigorous. "world class' standards of performance
for all students; they express a systemic approach to reform which fosters coherence in
the disparate elements of the education system. These ambitious goals for American
education must be achieved on a classroom by classroom basis. Success for all students
depends ultimately on what teachers do in the classroom, on teachers' ability and
willingness to provide the kinds of educational environments necessary to meet the

country's education goals.

The Core of the Problem

The core of the challenge and the opportunity for meeting the nation's education goals
lic at the core of the education system: the classroom interactions among teacher,
students, and content, the “stuff of teaching and learning. The extent to which systemic
reform succeeds in bringing coherence to the education system and fostering success
for all students depends on the extent to which its ideas, strategies, and perspectives

become part of this "stuff of the classroom educational environment.

Figure I. Tkt Core ofthe Education Splem

Teaiher

Stsdent Coctent

The changes in practice, content, and pedagogy assumed by the national education
goals are extremely complex and difficult to carry out. or even to understand. At its core,
the problem of systemic reform fundamentally is a problem ofteachers learning how to
translate enhanced curricula and higher standards into teaching and learning for all of

their students.
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Students as Context

Teachers agree that students are the cantext that matters mosd to whiat they der im the:
¢lassroam, and that today's students diffier in many ways Brom: students. of the: pasd and
not-so-distant past. Contemporary students bring different cultures and languages to
schoel, different attitudes and support to the ¢lassroom and learming, They thewmseilves
are required to navigate difficult and competing pressures of family, peers, anat
commumity al the same time that they are expected to function as students, Today's
students are highly mobife; for example, many teachers teact in schools w bere i
turrover mle betwevn September and June is O

Patterns of Teachers’” Responses

Teachers' responses to the challenges presented by today's students and. by extesion,
1o the nation'’s education goals, vary substantially among and within scheols. Among the
teachers participating in the CRC's research, threv broad patters of adaptation o
today’s students are evident in teachers’ classroom practices and expectations, nasisly:

= enforce traditienal standards
s kower expeciations

e change practices.

Many nfthe teachers whe continue iraditianal practices see the behavioral and
achievement problems in today's dhssaisonis, primarily as students’ problems,
exacerbated by inadequate support or discipline at the schoal or in the disiriet. Teachers
who view contemparary classrooms this way tend (o frame their responses in terms of
tougher rules and enfoarerment, and justify their practices. in terms, of traditional subject
area standards and orthodoxies: .. the kid kere is where the problem is today. There is
nothing witzmg with the curticwlum.” Teachers adapting in this way to contemparany
students quickly become cynkal, frustrated. and burned out. So do their studemts, many
of whom fail 1o meet expevtations established for the classaiouims,

Teachers who lower their exfxiliuions for tixiay's students often water-dowm
curriculumu Qften, this retreat from traditional standards and academics represents a
wellmeeaning attermpt to siryeture a supixirtive ¢lassroom enviconment. However, some
teachers adopling this perspective believe that many of tixlay's students "just cam't cut l
it." and that “there is just sa much a teacher can do for these students.” Regardless of !
teachers” rationale, both teachers and students in ¢imsrsonis af this stripe find
themselves bored and disengaged fram teaching and learmimgr,
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Still other teachers reject the view that locates "he problem™ in the student and
have made fundamental adaptations in their practices, adaptations consisteat with and
supportive ofthe nation's educational goals. Teachers sucvessful in engaging
contemporary students and fostering their sucvess with chailfenging acadentic comtemt
generally have moved from traditional, teachercontrotled pedagegy te work
ingeractively with students, encouraging an active student role. Their students wiestle
wilth problems and puzzles of subject matter and achieve devper understandings tham is
possible with traditional modes of instruction. These teachers, knowingly or not.
embrace the vision of practice often calied Meaching for undemtarding.” which promises:
not only lo engage nontraditional students but to improve learning cutcomes: for all
students. In their classrooms, as in the nation's vision of 219t century schasling, equisy
and excellence go hand-in-hand,

However, some teachers who attempted such changes in practice, we found, were
unable to sustain them and became frustrated and discouraged. This is because leaming
haw 1o seach for student understanding goes against the grain of tradiitional ¢lassroem
practice and so entails radical change and risks obstruction. These teachers who made
effiective adaplations to today's students had one thing in common: each belonged (o am
active professional community which eneovraged and emabled them to transform their
teaching. S

CENTYE FOR RESEAREW BN THE EBWIRST B¢ SECOMNDARY SEHOOH TEAERING 7




PROFESSIONAL COMMUNTTIES AS MEDIATING CONTEXTS OF TEACHING

CRC research found thal teachers® respanses v loday's students and astions of Reed
teaching practice are heavily mediated by the character of the professional comvmumiiss im
which they work. In vther words, teachers define standards for their elassreom practice
through interactions with other teachers and administrators; and the commugities of
practice that evolve in the day-le-day work of scheoling tvad to suppornt oie of another of
the alternative adaplations to students displayed in Figure 2. 15 our work we
encountered professional commuaities that enforeed traditional standards aad so
fvstered burnout or cynicism among teachers and failure among foday's studsnis;
communities that supported lower standards for many studemis and so engendered
disengagement among teachers and students alike: and professional commuities: that
enabled teachers to fearm new practives that engaged tixlav's studenis in leamming
consistent with the nation's education goals of excedlence for ail.

Thie professional communities of secandary schowl teachers differ from vae another
in 3 number of inportant ways:

» boundaries and inclusiveness — communities are moce and less bounded] by
the school, 2 department within the school, the district, the state, and by
assoviations or networks outside the school systemy:

« strength — they are more or less active ar based in sustained collegial relations
and diseourse about insirugtion versus lacit ynderstandiings. of traditiesal
notions of subject matter, studemts, and pedagogy: and

+ cultures — thiey differ in the nature of shared eduwcationsl priorities, norms fis

relations with students and celleagues. and conceptions of geod teaching
practice.

School Contexts

Our research, like earlier work in the effective schools tradition, found that schoods:
constilute an important conlext for the development of strong professianal communities,
As shown in Figure 3, CRC schools differed strikingly from one anather injthe strewgth
of their professional communities — reporting clear differences, even within the same
districts, in levels of callegiality, faculty innovativeness, and learning opportumities as
perceived by teachers. Figure 3 also displays the strong asseciation of these schodhevel
community diffemences with the level of teachers’ commitment ta their students. subject,
schoal, and the profession.

Teachers in California’s Scheet 8, far example, formed a strong schootwide
community devoted to the sueeess of all students in the schoel and to supporting one
anothers' efforts o adapt instruction to meet students’ learning needs. These teachers

8 COMTEXTS THAT KAYFEe Q% TEACHING AND LEARNING
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*Vm- PROFESSIONAL COMMUNITIES

Irli M1|)jmrle(l by their colle;1*t\les 10 succeed in !heir tcachinjj and experienced
lirolessional growth in their daily worklives. lllconlrasl. teachers in another school in
die same district (School () lacked a strong schoolewide community. Although these
teachers met essentially the same students in terms of family conditions, ethnicity, and
aspirations, many of them complained about the altitudes and competence of students in
their classes and either rigidly maintained traditional education standards and failed
many students or watered down the curriculum and disengaged. Such differences in
school community obviously matter enormously for today's students' experiences of

school and their opportunities to learn.

-Isd

H-—r—r- bz o h rtH —— ——H- r—H h— +— h
School ID | 2 3 6 7 8 10 11 12 13 IS 16 H 5 9 4

t 11 IT1 I11 It IT1
Distrkt A 8 cC A B C D
Stat« & Sector California Publk Michigan Public Independent
Indkatorj: - Collegtallty - Faculty Innovatlvenesi

— Support for Learning — Profejslonal Commitment

Technical Suit: Tic CRC Collrgiality Index is a 5-ilcm scale based upon High School & Beyond teacher
snnr)1Hems (Alpha-.tU); Teacher Isaning Opportunities is an 8-item scale (Alpha-.HS5),; Ftacuity
Innoratitsmess a a 5-item scale (Alpha-.7?1: Rnifcssional Commitment is an 8-item scale

(Alpha-.75). 10nnlions usedfur the scales may be obtained on request./ Teachers'scores on each scale
kware standardized to allor for comparability. Averages far each CRC school are plotted in thefigxrr.
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High School Department Contexts

Subject area departments also constitute important contexts fur tii*li school teaching.
Our research indicates that departments within the same hijjh school can differ
enormously from one another in the opportunities they provide teachers for colleagial
support and for improving their practice with today's students. Also, mathematics
departments, for example, can differ substantially across schools in terms of the norms

and standards of good :caching they embrace.

!Tie salience and significance to teachers of de!>artmcm-level communities :ire
illustrated by the case of Oak Valley, a large comprehensive high scluxil. A look at
professional community indicators for the whole school produces the impression ofa
strong school-wide community (see scores for Sehool ID in Figure !l). However, the
worfclives of teachers within the school belie this portrait. Indeed, as Figure 4 reveals,
teachers in Oak Valley's Knglish department ;uul teachers in the social studies department
experienced radically different "schools'in their day-tiHlay worklives. On an indicator of
school community used in a 19M national survey, these two departments fell within the top
;ind bottom quartiles of the distribution of U.S. high schools. Hie national norms for subject
areas reported in Figure *lindicate that these dep;utment differences were not due to cross-
discipline differences in colleague relationships but to department conditions. Teachers in
such comprehensive high schools, we found, experience the upvlose community of the

subject department as their primary workplace. not the school as a whole.

The significance of department community differences for teaching practices was
apparent in the way the Oak Valley Knglish and social studies teachers talked about
their students, their work, and their careers. While social studies teachers complained
about the low motivation of today's students and their limited attention spans (and
scored high on a survey measure of "perceived student dcc'ine"). Knglish teachers saw
the very same students as bright and energetic (and scored low on the student-decline
scale). Ijkewise. teachers in the Oak Valley Knglish fh'pnrtmrnl talked about new
developments in writing instruction, about recent innovations in the department, about
sharing materials with colleagues, and about their sense of growth as professionals. In
contrast, the social studies department was noundering in its effort to respond to new
state and district curriculum guidelines, and many 01 the teachers we talked with said
they felt uninspired in their teaching anti stagnant in their canrrs. Teachers in these
two departments were no different in pre|)aration. screening and experience, and they
had the same administrators, parent community and *Indents; the difference was in

opportunities for learning and support provided by their de|lartlIlent communities.

Because its boundaries encompass all element' 01 the classroom core of teaching

— students, content, and teacher — the subject de[>artment tor cruss-disciplinary unit if
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Tierdfumicad Site; This onalvsis uses a Collegiality Index combining § summire items; used im the el
Higew Seknil & Hrwond HSEH) national survey (Whar-I84). The fignore shones: the average scons wx
e index fur all trackers in oue CRC high sehool (Seheel [, average scores/for teachers im srven
dhffirrmt subject area deporiments within the sckool, and national norms/lor the respective sufjgat
@rvas thasrd on HS&H dala for leackers classified aecording ta their primavny sulbject assignment/).

neaching content is so arganized in a seheel) constitutes a key sirategic site for buillding
teacher keaming communities that promeote suceess with today's students, Likewise, she
diitbiineme al community ean effectively squeleh the efforts of individual teachers amd off
the palicy system to implement new medes of instruction if it strongly enforces
traditional norms of practice. In most high schools. the subjjecd department playsa
eritical rule in mediating teachers’ responses to stadents, their renponsiveness @
content innovations. and their eapaeity to improve classroom practine,
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District Contexts

Dislrictlevel professional community makes an important and particular contribution In
teachers’ professional lives, one distinct (ami school or department influences. ITic
relevance O( district contexl for professional community Ik in llie overarching sense of

professional identity, inclusion, influence, and pride it fosters.

Figvrr'5. Diffrrrncn ix PiUnit CymtnuHity: I\rrr Cahfimfia />islncts

lvog*

Oiitrkt Averages oa Community Irxfkatw

Tnkniral Sole: The District Community Indr.r used in this anahsis is a 6-itm scale (Alpha*.82)
based an rnpauss to suck statements ax '! feel that the district inspires tit eery bestjob performance
1 its teachers'and 'l am proud to tell others I roxi for this district'Average scores on the scale were
computedfar t AX' teachers in three California districts. Thefigure shorn where the district averages
fall on a normalized distribution ofscoresfar the entire sample 3( CRC teachers.

In CRCs sample, teachers' assessments of district-level professional community
ranged from hostile and demoralizing, to strong and supportive. Further, despite the
significant and important variation in the character of professional ccl1” munity within
and among schools, teachers teaching in quite different school settings expressed a high

level ofagreement about the nature of their district-level professional community.
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Fijgurre it stirates the dramatic difivnedinib<te ax-e=Mttonts i disttind ke woil
commumity amang ilue tiriv Calilomita districk  eaclers in Dislrit 1 4 assigned]
exiraondhimarily fegative ratings io lndr disirii 1> professional commmming: teaches in
District B plact i tusir district davel ¢ommiunity al e average for mir sampiles; e bers
in District ¢ weere nmisiially xisiiom- alxmt profetinniad comimuity im theit distriet,

THivm dwes district prifrssiomal cummublity fmiller ! Yawme Ualiforons teachers!
assessmenis of their district as a professional community indicated ¢eitically and
guatitatively different expemiences ofthe district as a place to he a teacher, differences
which found their way into toe classraom, For one. teachers’ perveptions of thetr
difffierent district settings functioned to damipen or enbance a¥xwts of the scheed or
departimient culture, A strong district-level commuanity, such as that in District €. served
1w bolstet teachers' professional motivation in a weak departient. A corrosive or weak
district-level profiessiotial commanity, such as that in District A, undermined the positive
infliences of a solid, vital s¢hoot communmity. Kven a strong principal and active schosi]
coititiunity could not entirely countermand the negative influences of District A's
soufed and biker professional community.

Teachers in District T spoke of themsedves as respeeted professionals. under-
seoring the trust and authority they pepceived in distriet palicies and practicess they
emphasized the pride they felt in being District € teachers. They gemerally were willing
to go the exira bik, o expend the energy and effort nevessary 10 success for all students.
District A teachers, vonversely, spoke of being "infantalized™ by district actions and
policies, of being distrusted, af being "treated like automatons not professionals,” They
did not recommend Disirict A as a place 1o teach and most would leave if they could.
Many of District A’ demoralized teachers “warked 10 rule” and framed teaching in
terms of 2 job, rather than a profession or a carcer.

Thie district is more than an empdy. neutral stage upon which practice is enacted
and careers are constructed. The existence of a vital. positive, and affirming professional
community is not just "nice™ it makes a critical contribution to teachers’ sense of
professional identity, metivation, and willingness ta undertake challenges such as these
expressed by the nation’s education goals. The relationships between teacher and
district that generale pawerful influences an teachers and teaching have little 1o do with
governance stryctures, and everything to der with the norms, expeviations, and values
that shape profiessional community at the distriey Tevel,

M
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Slate Policy as Teaching Context

Uxiking insultm the two very different stales in our sample enabled us lllrefine our
findinps bast'd on ocerall effects of strong professional community on teachers' altitudes
and practices. This comparison showed that strong professional communities enable
teachers to adapt tp today's students if they are embedded in systemic reform contexts, but
otherwise they promote consensus on traditional standards for teaching practices and

overall professional commitment.

As stale contexts of high school teaching. California and Michigan differ
substantially in their level of centralization and education reform efforts, with California
among the nation's more active stales in systemic reform. We considered how these
differences might affect the discourse and norms of practice within professional

communities and explored two ideas:

» stale systemic reform provides the content for discourse and instruction lhat
enables strong professional communities 10 learn new. successful leaching

strategies; and

* strong professional communities ane essential conduits and learning contexts
for stale education frameworks, without which teachers may move more
strongly toward enforcing traditional standards «.1d become less. rather than

more, flexible in adapting instruction to today's students.

Using a CRC survey measure of instructional adaptation, we examined the
relationship between teachers’level of adaptation and the strength of their professional
community in California and Michigan. We focused on mathematics teachers, since
mathematics is the subject domain in which systemic reform has evolved most rapidly
and completely. During the 19)8-91 period of our field research, California mathematics
frameworks and standards, aligned with those developed by the National Council for
Teachers of Mathematics (NCTM). *ere being promoted aggressively at the stale and
local levels. These standards call for a radicaj change in leaching practice from

knowledge transmission to interactive, problem-focused modes of instruction.

The data shown in Figure 6 provide clear support for our hunch. In California,
mathematics teachers in strong professional communities were much more likely to
feel successful in adapting practice to students than were teachers unsupported by
colleagues (who. indeed, appeared the least adaptive in their practice). In contrast.
Michigan teachers in strong professional communities were somewhat less, not more,
likely to adapt practice to students not doing well in their classes, suggesting thit these
teachers were collaborating to maintain high standards as framed by traditional norms
of practice. Michigan teachers lack the strong push for changed content and pedagogy

generated by the California systemic reform effort.
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mmt PROFESSIONAL COMMUNITIES

Figure b. Math Trackers' Adaptations to Tuday$ Students: State Differences in Effects W Teachers
I'nifessitinal Community

— — Side high on systemic reform ((A)

Slate low on systemic reform (Ml)

Technical Sole: This figure displays results of regression analyses o fAdaptations o fhractice

(Alpha72 ). on Collegiality !Alpha”.tU) for mathematics teachers in ( AV public schintis. Thr
Adaptation ufPractice scale is based on tro items: '!fum e students in my class are not doing Keell. I
feel that I should change my approach 10 the stbjref;" 'tty trying a different teaching method. I can
significantly affed a student's achievement. 'The graph shorn the regression slop/fir Califtrnia math
teachers 1be.23; rm.59) and the slopefor Michigan math teachers tb'-.H): r+ w27 IS'SI).

This finding signals the critical role of teacher discourse and learning communities
in managing sysfemic reform. Teachers' capacity to meet the nation's educational goals
appears to depend upon:

access to curricula frameworks and guidelines for practice lhal enable success

with all students, such as provided through state and local systemic reform: and

participation in a professional community that discusses new leaching materials
and strategies and that supports the risk-taking and struggle entailed in

transforming practice.
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PROFESSIONAL COMMUNITIES

Figure 7 |M>iis 114 ilh-me two o> ililie>11s are milzrde|x'mic~| in enabling H;xIHrs'
clUvliw .ul:qKt;i<1> 10mlay's studvnts Ihn>th prtmmiinj e nvwincnle oltraohinu
(nr umUr>ia1Klin>:.

Htunw 7. UiiiJept ajiiin "/ I'turhcn 1'rufissinnjl C" »tHw>tilrs unit >to/r Systemic Kchnn in
Eitjbliitg E/jri tiic AJaptatinn 1w *Jay's Slndcits

Teacher Professional Community

Low

Effective
I -l
State Understanding
Systemic
Reform
Low
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STRATEGIC OPPORTUNITIES

STRATEGIC OPPORTUNITIES FOR MEETING THE
NATION'S EDUCATIONAL GOALS

1Y ofi-ssional communities can and do exist al many sites within tin® education system.

IK 1 |<it< tin- Imlchremark<-d-11|xIn eggcrate character of Airerica's secondary schtx)ls.

teachers ami classes ftmction in multiple, embedded contexts, each of which can

constrain or enable leaching for understanding and success for all students. However,

from the teachers’ [xT'|»vtive, the contexts that nutter ttwist are not only those defined

by the foniuil !xilicy s\«tl1'n; they include other forma! and informal organizations. Kach

nf thes<e emIx-ddiil InntexK ul te:lching represents a strategic site for systemic reform.

HCe X Finfalid (Pv<ify v/ IihhE]

Subjxt Matlvi (ullviry Guk onj Honm «l ?IKtKt. T«foam "Ktiotntt
fro/nuooo/ (onltilY Ituxiotkxn, (oeoiwetirn, JUEc*xn, IWNrgdv. Wodm Eixafiort fioyorm

Hlsha UimoHm InlitutMin: SlonJar’s /n JUrahiiM StoAiit i<krtY «m«nt

fount (o mmt: Aty/S*c>ol Clesi

St Sim

I
S<M Orjcauai>o«
Subj«t
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Ctasyoo*: SvbfKf x
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IW esskmal communities cut two ways—they can both constrain and facilitate

policy goals because they mediate policy. These various contexts offer multiple

opportunities for teachers’learning and participation: at the same time, any one of them

can undermine progress toward the nation’s education goals. Policies designed to

intersect strategically with one or more O( these professional cuntexts for teachers, and

to support teachers' learning communities, aim directly at enabling the values, attitudes

and knowledge necessary tu change in the core of classroom practice.
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A central conclusion of CRCs research is that teachers’ growpss, professisnatl
cofmunitics vafiously defined, vffier the most effevtive wmtit of intervemtion and! pow erfiul
opporiunity for reform, Tt is within the contexd of a professiomal commumity-—&e it a
departmienit, a schosl, 3 network, or a professional orgai@ation —ihal leachers ean
vonsider the meaning of the nation’s education goals i terms of thieir ¢ fasstovms,, their
students, and their ¢ontent area,

SuFoR g professional comtunity provides comfexd fof sustaiimed! learming awdl
developing the profession. Efficting aad enabling the teacher leaming required by
systettic Feform canfiol be accomplished through traditional stoff developmient moditk-—
episodiv, devontestualized injections of "knew ledge’” and texFuique:. The: path o ¢angs:
i the ¢lassrovm core fies within and through teachers! prefessionial comunuitiess
learning communiries which generate knowledge, ol ew morms. of practice:, andl
sustain participants in their efforts to reflect, examine, expextmen, amd e hange:
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INTEGRATING EDUCATIONAt REFORM STRATEGIES

INTEGRATING EDUCATIONAL REFORM STRATEGIES

Rethinking the Policy Frame

Achieving the nation’s educational goals requires more than integrated curricula
frameworks and better assessment. Achieving success for all students in a rigorous
curriculum O( study demands integrated attention to teachers and students as well as

content and standards—to allcontinents ofthe classroom core.

Meeting the nation's educational goals requires a policy frame that moves beyond a
"project mentality." and away from a "one thing at a time" approach to reform to
consider simultaneously the policy issues central to all three aspects o fthe classroom core:

content, students, and teacher.
Figure 9. Integrating Educational Reform

Enabling Uocktri' Leaning

Sopp-ortfng !®proving
Students Context

Improving content

Systemic reform initiatives seek to integrate components of the education
system — most especially curricula, tests, and standards — and reflect the fundamental
need to strengthen the skills and competencies that all students need to ensure their
success and that of the country. Systemic reform efforts recognize that all elements of

the instructional system must be strong, interconnected, and rigorous.

Focus on content and standards, independent ofthe classroom core, risks treating
teaching as a black box. Alone, this strategy can yield only islands ofexcellence, not
systemic reform or success for all. ifsome teachers have insufficient learning

opportunities and some students have inadequate supports. Ironically, reliance on

CENIE* fO« RESEARCH ON THE CONTEXT Of SECONDARY SCHOOI TEACHING 19
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SRNTING EPUCATIONALREFORMY

tougher standards ;mil mine demanding content alunwe as 13 primi iy engine < retumi:
can work against il natiun's geals, as teachers uncertain alpsil huw 1o adapt im tuday's-
students. riguruusly enlupiv trailitinnal ~tabullld 1= idil l2if greater numbers wi studenis,

ot proviilic wallreeid ilotdi . tinm fin.

Supporting students

Students retquire sigiiilicaiitly =irimglive il atod ditkere nd <Pt tm micet U
iiatiun's educational gnals. Absent sufficient supports lur >uabhl 115, even teaclhers' best
effiarts likely will fall stinrt as crises anit eserstabay cutidilinils Fristmve >ilins
figuratively or liverally tmom dhid ¢ lassnmm 11l leatning opimsfiniiior-.

Compreliensive relorin must address (1 teeds vl today's students in order Inr
theim o be successiul, 1o mwie comfidently 1o jiribtfuciivin lives o> ailults. T'olicics whneli
pruinute fhis objevlive must fundamentalh rethink existing it 11 M4t Inr
students anil would, Int examypler

+ support inlegrated services located at the s [toud ~Hi=— medicad, sneid weltara,
educalivnal, amil ailoit nraonummib. services brnughie fngeth ¢ .11 the xdinnil

s strengthen links between stmlenls’ lives and so livnd Tor s miilars: s L
students, with spevial aglentinii tr proactive, cultunilllh sensitive strategie> thig
provide ymrellts with eanerete suggestions Jur assisting: their sliideiil;

o stress provision of adequate and ¢wltwrilly apprepriate counseltimg tesoimioss,

o provide student advocates in enllurallt diverse. Inn ovswums. equnids 1 hically
distressed conimenities:

+ engage grassroots agencies in the: idlicadivnal eiilerprise 1l lurim new allimees.
fior youth— recogiize, support, and legitimi/e fin- inipnriamt uppurtiinities.
neighborheed-based organizations pHirsqm,

Emnabling teachers’ learning

j Comprehensive systemic reform must embrace elfivtive npjsoinities lor teachers
1 bearn the new strategies, knowledge. and perspivtives assumed by new curriculy
frameworks, higher standards, and expanded expectatians fur students’ success and
conceptual undersindiimg, Strategic epportunities sine risctied in the contexts that stimm late
and sustain teachers’ learning and growth: prefessional commumities. Policies that franks
the issue of teachers’ learning in terms of professional cvmmumite would, for exampis

» exploit the opportunities represented by the multiple. embedded contexts of
leaching, as seen from teachers’ perspixtives. amd the mediating role nf
*achers' professional communities:
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INTEGRATING EDUCATIONAL REFORM STRATEGIES 3

* invest in diverse teaming communities fur teachers and charge them with
responsibilities for implementing refonn goals and engendering new
educational environments:

« support higher education programs that define teachers as learners |rather than
"experts" and authority figures|. and provide teac hers the skills and
perspectives necessary to membership in a learning community:

* convene actors representative ofa "vertical slice” through teachers' multiple
contexts, a forum capable of enlisting the diverse perspectives, and engage this
group in identifying implications for such activities as dissemination, technical

assistance, research and development, evaluation and credentialling:

assess the implications of existing teacher [*1!k'’ks such as teacher evaluation,

licensing, and advancement for teachers’role as k'aniers and active members of
a professional community. | "Needs improvement." for example, ranks among

the worst "marks' a teacher could get on an evaluation. |

Meeting the nation's education goals requires a reframing ofthe polio-debate to
address simultaneously the interdependent, core needs ofimproved content, student
supports, and sustained learning opportunities for teachers. This integrated reform
strategy aims to create conditions that can enable effective teaching and learning by
seeking policy coherence at the classroom core, in the everyday interactions of students

and teachers around content

In this reform strategy, education policy is framed as a social resource and catalyst
to promote excellence and equity — teaching forunderstanding and enhanced learning
outcomes for alt students. At alt levels of the system, polk'ymakens can allocate
resources in ways that expand teachers', and in turn students', learning opportunities.
The ultimate test of policy coherence and expectations for all students' success takes
place in the classroom. However, reform need not proceed on a classroom by classroom
basis, but through teachers' professional communities engaged in discourse about

productive ways to meet the nation's education goals.

in
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CRC Research Strategy and Data Bases

The € mier's revearch program combined twe strategies: the fiest is the development of
acere data base made up of extensive Jongitudinal data for sixteen sites. Its primary data
base includes:
= qualitative and quantitative fir'ld data on classroom, department, scheel, distitet,
and state teaching contexis developed through interviews, site records, s¢hool
and classroom ubservations:

= survey data fior all teachers in pach schoed at three fime points: Spring 1YWL
14890, and 19817; andl

= qualitative and quantitative data for forty-cight studemis.

CRC's research strategy also inelyded special, focysed research projects that built
upon the core data base or that pravided “bridging analysis” with national survey data
{HS&H and NELS:W) on sevondary sehanils, teachers, and students. These fovused
projects included "Students’ Pvrtjxytives on Sehool.” *IYofessional Development and
Professional Commuaity,” "Subjest Matter as Context for Teaching and Leamning,” TR
Academic Department,” "Teacher Trover Study: Teaching for Understanding in
Context,” Theachier Unions as Context.” and “Potentials for Assessing Classroom
Teaching Effiects with NELSA® ltems and Samples.”

Figure 10 shows elements 0( the cope data base and bridges 1o the national surveys.

28
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ti& trf 10. CRC Data Has( and Bridges to National Surreys

NCES National

CRC Data Base Longitudinal Surveys
CRC Survey Data High School
Teacher Surveys & Beyond
" Whole-school 1984 ATS .
samples Teacher Survey KELS: 88
' Three waves: ]989 Items & Data 1988, 1990,
1990 '-]|992 ;u;vttayl
1991 ems & Data:
eTeachers
e Students

¢ Subject tests

CRC FkW Data
Fall, 1988—Sommer, 1991

o Teacher interviews
e Student interviews
& case studies Key .

o Administrators
& staff interviews

« School fopfesiri nrwy &ms
e District
« Class observations fNTsffye (fete cofecitea

Jpg*um &d -

¢ Record data
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CRC Field Sample: Embedded Scheool, District,
Sector, Metro Area, and State Contexts

Wi eufsirueted our fueld sample 1 Fepresent divers: sntal enbedalsl sevamabim setben
conteals, We simed n extablish fvh oppoisaniiivs for salyzing mismadive affests o
dibfrerent Kinds and smoftdinns of teaching contead samditinns = inslualing stits:
poliies, distFivt eonditivhs, schowl alternatives and ehuise. shlss ehadae fe v —
and e soeal eostruction of terclimy ol lvitening eaviruiments s idie dem.

Fagese 11 Eabi dikd Frrtl Sismppt

CALIFORNIA M HIGAN]

ANZAN

Distriets -
(N=7) A B ¢ Af‘i B/B\ CDD
Sehools 7T 17TV [T V[T 71
Public 1o 0o 0flo » 0o e||l®o & of|l0 o @
{N=13)

Private

(N=3) e o )

| | i |
Metropolitan Areas

Teachers CA Public: 443 M| Public; 342
(N=877) CAPrivate; 92
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Fijrune 11depicts our embedded sampling design. which iticltidtnl:
» nearly IXX) teachers

« Ifi high schools (12 regular public schools. lalternative public s<lich»l. and IS

independent schools)
« Tdistricts
» elnu'lropolilan areas

2 -~ stales

The two sample slates. Michigan and California, represent substantially different
policy contexts for leaching. Centrally, they contrast on level O( centralization and
involvement in educational reform. Michigan, like many slates, has maintained a
tradition of local control. California, in contrast, has been centralizing both school
finance and educational standards for more than a decade. This slate's aggressive efforts
to reform educational practice, make it a leader in what is now called "systemic reform"
— defining and aligning the goals, content, and outcome standards for classroom
instruction. Also distinguishing the two stales are economic conditions and student
demographics. While Michigan is by no means a wealthy state, ils support for public
education significantly exceeds that of California and its schools are not confronted with
the level of stress signaled by California’s burgeoning population of limited-English-

proficiency children.

Within each state, we targeted two metropolitan areas that represent substantially
different economic contexts, relative scarcity and relative wealth, in terms of urban
communities. Within each metropolitan area we selected one urban public school
district and one suburban district and/or an independent school. This design allowed us
to describe and understand a particular school and district within its broader community
setting — in contrast to a random sampling strategy which strips the school ofiits larger

political and organizational context and thus is antithetical to the mission of this Center.

The embedded sampling strategy prompted us to select two or three schools within
each urban district The schools were selected to represent "typical" schools serving the
range of district students on social and demographic characteristics; we avoided ;he
most troubled inner-city schools which have received so much attention in the research
Gterature. The multiple school sample within these districts enabled us to understand
system effects as well as the implications of different institutional routines and responses
within the same community and organization context In particular, the contours and
nuances of district policy and practice can be detected only ifone views this context

from the perspective of more than one school.
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Curtiprson sehowls mlatively wcansieaiavd by iheir organizational and gty
ViRt 4R provided by vur inslepe i ssthoed sampile: & sohosl dssigonedl for
middleschass younkstere uimmoavsstul in traditional bigh sabaels (EA), 2 typical ealiegs
preparatory selitsat UCAD, unil an academically sefeirive, highepoffonvanee sehued (€4
Suburban selm 1 provide additivaal poibuts of companisen of orgamizational andl
COMMURIY ¢+ uixds o teaching. Hiv two suburban sites m-prsend interesting
dilfrsences i colHUARY cobtexts (@ Fapidly-growing, upper middie class €A distrsit
and a stable it Tass M1 community).

The Center’s beacher sample is the population of regular fulltinie sind pamdime
wachn 5 who taughl in the sixteen CRC schools at any tinse during the perod from Fail
11437 through Spring 158 Daring the 158001 school year there were 877 leachers in
the vombined schosl fasultivs. Al teachers were surveyed each spring (three times),
and the anaval respondent samples averaged around 7% teachers. The teacher
inkerview sample included all department chairs, most academiv tvacherns:, and a
distributed sampie of aonacademic teachers in vach CRC school. Key staff members. and
administrators in each scheol also wems interviewed.
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Teachers’ Professional
Development: Critical
Colleagueship and the Role of
Professional Communities

Brian Lord

Education Development Center, Newton, Mass.

Introduction

In his 1990 essay "A Revolution in One Classroom: The Case of Mrs. Oub-
lier,” David Cohen investigated how one teacher altered her classroom
practice to reflect the new directions outlined in the California Mathe-
matics Framework (Cohen 1990, 311-29). The essay, part of a larger study
of the “relationship between instructional policy and teaching practice,"
detailed Mrs. Qublier's efforts to make sense of the new policy and to
integrate innovative approaches into her instructional routines. The
framework is a bold attempt by the state education agency in California
to introduce nontraditional, constructivist approaches to teaching and
learning into the state’s mathematics classrooms. As is true with many of
the national content standards efforts and other state subject-area frame-
works, the aim is to increase students’ understanding o1 subject matter
and to diminish the repetitive, mechanical, and routine character of "school
knowledge” (McNeil 1988).

Cohen’s message in this essay is extremely important for any consid-
eration of teachers' professional development in the context of broader
content standards. 111 order to set the stage and raise some crucial ques-
tions, | include two lengthy, though telling, excerpts from Cohen’s paper:
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understanding, with little sense of how much remained to be understoos,
how much she might incompletely or naively understand, and how much
might still remain to be taught. She is a thoughtful and committed teacher,
but working as she did near the surface of this subject, many elements of
umderstanding and many pedagogical possibilities remained invisilblke.
Mathematically, she was on thin ice. Because she did not know it, she skated
smoothly on with great confidence. (Cohen 1940, 322-23|

As the education community moves with startling speed toward a
stamdards-dhiven approach to curriculum, instruction, and assessment, there
is good reason to ask whether the nation’s teachers will be proceeding
on tthin ice. The images of teaching and learning contained in standards
diocuments (those completed as well as those still in draft) call for dramatic
changes, and, unlike the first wave of reform in the early 1980s, this wave
will succeed, if it succeeds at all, in the classroom and among teachens.
What Cohen so aptly highlights is the struggle that veteran teachers face
im fully grasping the mature of these changes and in reframing the ways
tikey work with students.

Colhen’s images of Mrs. O raise several questions for those who are
concerned about teachers’ professional development: It what ways might
professional development contribute to a more reflective stance towasd
imstruction? How will teachers be helped to move beyond “relatively su-
perficial” imterpretations of national content standards? From whom might
Mrs. O get critical Feedback on her teaching, and how might constructive
criticism be built into the very fabric of professional development? Are
tihere forums within which she might become more comfortable with the
wcertainty and rough edges inherent in construetivist approaches to
teaching and Jearning? What kind of professional development eeuld help
Mrs. O (and thousands of other Mrs. O's) acquire (oF deepen) subiReit-
maer knowledge and what Shulman (1987) calls “pedagogieal content
linowledge” 1o prepare for or to improve standaids-based eurriculum and
istriuetion?

Nuttional Content Standards: New Images of Teaching
and Learning

Taken individually and eollectively, the varieus standaids-setting efferts3
thave pertrayed a new pieture of “what students should knew and be able

Completed oF in various siages 81 develepment are National Standards oy Edueation
e Aris (Cansariium 81 Natienal Arts Eduda‘ion Asseciations— Danee, Musie, Theater, Vi
svdl AFis); Naiional Standards in Civies Edueation (Cenier IoF Eivic Education): Nativmal
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iBaratta-Lorton's book Matti Their Way' thus enabled Mrs. 0 to wholetheart-
edlly embrace eachjng math lor understanding, without considering or re-
considering her views Ol mathematical knowheskge. She was very keem thad
children should understand math, and worked hard at helping them. How-
exer, she placed nearly the entire weight of this effort on concrete matetialls
amd activities. The ways that she used these materials—insisting, for im-
stance, that all the children actually feel them, and perform the same pxe-
scribed physical operations with them—suggdested that she endowed the
matenals with enormous, even magical instructional powers. The lack of
amy other ways of making sense of mathematics in her lesson was no oxar-
sight. She simply saw no need lor anything else.

Im what sense was Mrs. O teaching for understanding? The question opens
wp a great puzzle. Her classes excluded traditional conceplioms of
miathematical kmowledge, and were organized as though explanatiom and
diiscussion were irrelevant to mathematics. Yet she had changed her maith
teaching quite dramatically. She now used a new curriculum specially de-
signed to promote students’ understanding 0( mathematics. And her stu-
dents' lessons were very different than they had been. (Colhen 1990, 318)

And several pages later:

l

{One| reason lor Mrs. 0’s smooth lessons2has to do with her knowledige of
atihematics. Though she plainly wanted her students to understand this
sutbject, her grasp of mathematics restricted her notion of mathematicall un-
derstanding, and 01 what it took to produce it. She did not know mathemait-
ics deeply s extensively. She had taken one or two cowrses in colliege, and
reported that she had liked them; but she had not pursued the subject fur-
ther. Lacking deep knowledge, Mrs. O was simply unaware of much
imathematical content and many ramifications of the material she taughi.
Mady paths to winderstanding were not taken in her lessons ... but she
saaied entirely unaware of them. Many misunderstandings of inventive ideas
fhat her students might have had weuld have made ne sense to Mis. @,
thecause her grip on mathematies was 80 modest. [n these ways and many
others, her relatively superficial knowledge of this subject insulated her from
&ven a glimpse of many things she might have done to deepen students’
wderstanding.

Additienally, hewever mueh mathematies she knew, Mrs. O knew it as a
fixed body 61 truths, rather than as a {-aniadar way of framing and selving
pralais- .- Laeking a sense 81 the mipo- . jice Bl explanation, jusifires-
t6R; and argument in mathematies, she simply slipped over many eppsr-
(wAities o eli€it ther, unaware that they existed.

These limitations en her knewledge meant that Mis. © could teaeh for

N "Math Fheir Way presents an instructional system for primary grades mathematics that
promeies undersianding O aidihematieal paiierns ihrovgh the use of conerete MarewRlks.
HEheR perceives this smeaingss as coneealing eerain instFUELONA BRSO,
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multiple-choice, norm-referenced testing; more accountability for
robust learning experiences and less for test scores;

m more critical and creative thinking and problem solving for students
and Jess emphasis on rote knowledge, drill, and memorizatiom;

m more leaming for understanding and less leaming for grades or scores;
more learning how to learn throughout life;

W more opportunities for teachers to select or tailor learning so stu-
dents learn a few essential things thoroughly, instead of merely
“covering” a large number of things;

# more organization of time around studemt learning and less orga-
nization of time around adult or bureaucratic needs; and

m more diverse kinds of teaching and learning opportunities to
accomplish the above goals; new kinds of pre-service and in-service
professional development programs to strengthen the capacity of the
teaching force to carry out such an agenda; greater involvement of
teachers in designing curriculum and assessments (Lord, et al. 1982).

These are not insignificant grounds of agreement; they represent a new
vision of teaching and learning and a tall order for teachers’ professional
development. The conditions, goals, and prescriptions for improvement
outlined here are prevalent in the national content standards and reflect

the extent of the struggle facing Mrs. O.
A sampling of some of the standards documents and drafts themselves
gives a feel for the substance of the new reforms. For example:

Natfonal Standards for Arts Education

The Standards ask that students should know and he able to do the follow-
ing by the time they have completed secondary schoait:
They should be able to communicate at a basic level in the four arts
disciplines—dance, music, theater, and the visual arts. This includes
knowledge and skills in the use of the basic vocabularies, materials,
tools, techniques, and the intellectual methads of each arts discipline.

They should be able to communicate proficiently in at least ene
art form, including the ability to deline and solve artistic probirms\
with insight, reason, and technical proficiency.

They should be able to develop and present basic analyses ol works
of art from structural, historical, and cultural perspectives, and from
eombinations of those perspectives. This includes the ability to un-
derstand arid evaluate work in the various arts disciplines,

They should have an informed acquaintance with exemplary works
@1 art from a variety of world cultures and historical periods, and a
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to do™ as a consequence of K through 12 subject-matter instruction. The
emerging standards, both finished text and ongoing dialogue, reflect
common themes as well as broad consensus on the kind of instruction
that students must receive if they are to be knowledgeable, active, and
productive citizens in the twenty-first century. In the early years ol the
national content standards discussion, many of the major subject-matter
groups were convened under the umbrella of the national Curriculum
Congress (since incorporated as the Alliance for Curriculum Reform) to
chart this common ground. In Jess than a day, they compiled a list that
included the following abjectives:

m higher expectations and standards for all students, not just the collkgg-
bound;

® more challenging and interesting content for everyone, based on the
assumption that all students can learn whatever they are motivated
to learn and when they are given adequate opportunities to learm;

m more heterogeneous grouping of students and less “ability grouping”
or tracking;

W more respensiveness [o the diverse needs of an inereasingly diverse
student body;

W more active learning for students and less passivity; more hands-on,
direct opportunities to “make meaning" with language, science,
mathematies, writing, the arts, etc.; fewer remote, irrelevant, or
concacted educational experiences, including textbooks; more pfi-
mary sourees, eriginal documents, and “real-life" contexts;

W fere small group learning lor students and less isolated learmiing;
fhore time spent working together cooperatively, as people do in real
work and elvie situations, and less time spent in competitive learning
EnVIFONMents;

B mere perfermance assessment of students and less emphasis on

Standards in Economies Education (National Council lor Econemics Education), Natiomal
Siandards lor English Educatien (National Ceunell B1 Teachers 81 English |NCTE|, Intems-
tignal Reading Asseciatien, and the Center far the Siudy BT Reading), Nationat Standards for
Fareigh Languages Education (American Couneil 61 Teaehers OF Fereign Languages (ACTFL)
and assseiations kor feachers af French, German, Spanish, and Portuguese); National Standarda
in Geagraphy Edueatien (National Counell lor Geegraphie Education); Natienal Standards in
Histary Edueation (National Center ler Histary in the Seheels); Currienlum and Evaluaiion
Siandards for Sehoel Mathematies, Prefessional Standards lor Teaehing Mathematics, and
Assesstent Siandards lar Matheraties (National Ceuneil of Teachers 61 Mathernatics [NCTM);
Nafional Standards for Physieal Edueation (National Assaciation of Spert and Physical Bi-

Eation [NASIPE)); Natienal Seienee Edueation Standards (Natiomal Researelh Couneil [NRCY);
and Cyrriedlum Standards fer the Seelal Studies (National Counell for the Secial Studies

INESS )
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d. describe and analyze altematives within and across cultures lor dealing
with social tensions and issues;

e. explain why individuals and groups respond to change as they do,
given shared assumptions, values, and beliefs;

f. demonstrate the value of cultural diversity, as well as cohestom, within

and across groups.
(National Council for the Social Studies Task Force 1988,36; dralt (jnoted

with permission)

Cuwrriculum and instruction that embraces standards such as these will
confront teachers with the need for a much more comprehensive knowk
edge base (at each grade level), new models of pedagogical reasoning
(Shulman 1387, 1'4), new instructional strategies, and restructured profies-
sional relationships among teachers and between teachers and students
(Lord 1982, 5). The challenge for each of the Mrs. @'s in each of the subject
areas is how best to acquire and share this knowledge, develop new rea-
soning skills, augment the repertoire of instructional strategies, and huild
these new relationships. Teachers® work, as presently organized (Elmore
1980; Fullan I39); Gideonse 1990; Lortie 1975), provides few opportunities
and little incentive to tackle these problems head-on. Nor are these
problems ameliorated by the penchant of national, state, and local pofi-
cymakers to restate them as straightforward matters of implementation
or systemic alignment. In their landmark study in 1975, Berman and
McLaughlin Jeft little room for doubt that traditional models of policy im-
plementation were liable to fail in the complex world of school and
classroom. This point was reinforced in Eimore and MclLaughlin’s 1988
study Steady Work: Policy Practice and the Reform of American Education.
Attempts to solve Mrs. O’s problems by mandate, or worse yet, simply to
bypass them by decentralizing responsibility and “holding teachers ac-
countable” will yield the same remarkably unsuccessful outcomes as a
long list of reforms dedicated to what Timar and Kirp (1988) termed the
“management of educational excellence.” Inside the black box of standaidis-
based change lie the knowledge, skill, and judgment of teachers and a set
of individual and collective commitments to professional development.

Challenges to the “Dominant Paradigm” .

Professional development that is conceptually and practically reeted in

what Little calls the “dominant paradigm™ (1989) or the “training paradlgm“
(1993) has little chance of achieving the broader transformations in teach-
ing that are implied (or, in some cases, prescribed) in these evelving
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basic understanding of historical development in the arts disciplines,
across the arts as a whole, and within cultures.

They should be able to relate various types 0( arts knowledge and
skills within and across the arts disciplines. This includes mixing and
matching competencies and understandings in art-making, history and
culture, and analysis in any arts-related project. (Consortium of Na-
tonal Arts Education Associations 994, 18-19)

NCTM Curriculum and Ewvaluation Standards for School Mathematics
Curriculum Standards for Grades K through 4:

Standard 2; Mathematics as Communication
In grades K through 4, the study of mathematics should include numert-
ous oppertunities for communication so that students can:
m relate physical materials, pictures, and diagrams to mathematical ideas;
= reflect on and clarify their thinking about mathematical ideas and sit-
nations;
® relate their everyday language to mathematical language and symbols;
® realize that representing, discussing, reading, writing, and listening to
mathematics are a vital part of learning and using mathematics.
(National Council of Teachers of Mathematics 1989, 26)
Standard 9: Geometry and Spatial Sense
In grades K through 4, the mathematics curriculum should include two-
and three-dimensional geometry so that students can:
® deseribe, model, draw, and classify shapes;
# investigate and predict the results of combining, subdividing, and
changing shapes;
w develop spatial sense;
® relate geometrie ideas to number and measurement ideas;
® recognize and appreciate geometry in their world.
(National Council 01 Teachers of Mathematics 1989, 48)

Curriculum Standards for the Sacial Studies
Theme: Culture Level: Middle Grades

Standard: Sacial studies programs should include experiences which pro-
vide for the study of culture and cultural diversity, so that the learner can:
a. describe commonalities and differences among cultures;
b. shaw hew infermation and experiences ir 'y be interpreted by people
from diverse eulwural perspectives and liaines of reference;
{ €. deseribe how the elements of a culture, such as traditions, beliefs,
and values, behavior patterns, and artifacts relate to an integrated

whele;
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extend their understanding and make connections with concepts already
in their grasp. As most teachers are aware, teachfng itself can be, and
often is, unpredictable. The circumstances in which professional knowil-
edge Irecomes relevant are difficult to anticipate, but if teachers lack cm-
cial kmowledge (as did Mrs. 0) they are likely to miss opportunities to
adivance student learning. This is precisely why teaching demands profles-
sionals whose kmowledge of subject matter, instruction, and student learning
is both broad and deep. It is also why the kind of professional dewallay-
mment available to teachers needs to move beyond the dominant modes
described by Little {1989, 1983). To become more proficient at “teadhimg
fiwr understanding” (Cohen, McLaughlin, and Talbert 1993), teachers need
opportunities to voice and share doubts and frustrations as well as sue-
cesses and exemplars. They need to ask questions about their own teadh-
img and about their colleagues’ teaching. They need to recognize that these
guestions and how they and their colleagues go about raising them, ad-
dressing them, and on occasion even answering them constitute the ma-
jor fiocus of professional development.

Teaclhers” Questions

Consider the kinds of questions that teachers raise, consider the genuine
concerns they have about how best to reach their students—this is the
griist fior professional development experiences. Even teachers like Mrs.
0, whose limited knowledge of subject-matter precludes raising certain
kimds of questions, are prepared to inquire about their teaching:

How shall | teach this middle grades unit on gasses and airs when | have
kad little training in science? Will the hands-on experiments | have planned
help elarify or confuse matters? Where do | turn to get guidanee en the
eurrieulum? The district no Jonger has a sclence superviser, and the only
certified science teacher in the schoel is eommitted io paper-and-peneil
appreaches and a textboak published in 1964,

Should I have introduced this concept on geometrie shape hefare these str-
dents had an epportunity to explore other ideas about measurernent? The
kids' questions seemed to take us there and they seemed genuinely exeited
Aot the material. But do they really have the skills to develop these ideas?
Hew dees this affect lessen plans fer tomerraw ofF e rest B e week? |
foek Whe ehanee, teek the detsur, but new we're a bit behind. | really dent
want (e leave them hanging en seime of these ideas; | need e caver §8 Mueh
mialerial belere the achievement tests.
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standards documents. The principal features of this paradigm, as Little
(1989) describes them, are

j—

. A nearly exclusive focus on the individual as classroom teacher, but
in a narrowly conceived way;

2. Centralization of resources and activity;

3. A service delivery mode that is market oriented and menu driven;

4. Low individual or collective opportunity to learn; and

5. Absence of professional development policy (3-4).

Instead of centralized in-service activities emphasizing generic skills
development, however, teachers like Mrs. O will need a host of new supports
to accelerate and deepen their learning and to guide them through ex-
perimentation and the real struggles that accompany change in the
classroom. While the more routine forms of staff development have had
substantial utility for what teachers need to accomplish in classrooms as
they are presently organized and for effectively transmitting the "school
knowledge” (McNeil 1988) that is often viewed as obligatory by teachers
and students alike, these strategies are in conflict with the challenges of
new structure and new knowledge:

The training-and-coaching strategy that dominates local professional de-
velopment has much to recommend it when considered as a balanced part
of a larger configuration, and when linked to those aspects of teaching that
are properly rendered as transferable skills. But the training model is prob-
lematic. The content of much training communicates a view of teaching and
learning that is at odds with present reform initiatives. (Little 1993, 144)

In short, even at its best, teacher training relies on too small a toolbox
for the renovations that the curriculum standards community demands.
The desired changes in Reaching require greater conceptual sophistication
and a set of highly polished pedagogical skills that are only rarely re-
warded in today’s schools. The tendency, reinforced by current profes-
sional development practices, has been to think of teaching in reduction-
ist tenns, as a set of behaviors, skills, and items of knowledge to be routinely
"applied" in classroom settings. Here, one thinks of the programs that fall
under the heading of Competency-Based Teacher Education and Effective
Teaching (Richardson 1990). This image of teaching, however, fails to
capture what is most crucial to this "uncertain craft" (McDonald 1992),
tfje complex relationships and enduring questions that require the exer-
cise of sound professional judgment. Teachers work in, fluid situations,
organizing classroom activities and discourse in ways that help students



Tiexacfheis® Professional Developrient 1 185

it places ihat training in a wider context of teachers’ gquestions and
strategies. And it stands in oppesition to piecemeal approaches that ook
@ staff development as discrete opportunities for skills transmission amd
isition. -
This kind ol collegiality cannot be fostered in environments of praftes-
sional isolation. Teachers need to hear other points of view, need to air
tieir own ideas among colleagues whom they trust and respect. Yet the
willingness of teachers to serve as commentators and critics of their owm

or other teachers’ practices is dependent, in part, on perceived rec-

iprocity—on the likelihood that other members of a department, a faculty,

or he prolession more generally, will participate fully. If this reciprodcity
is in doubt or if the professional community is too small or insular or
imexperienced to meet legitimate expectations lor new knowledge and
productive insights, then teachers may well choose the privacy and se-
curity of tiheir own classrooms (as many teachers currently do) and take
private paths to professional development. If too many members of the

community cannot or will not make meaningful contributions to criticall
wnderstanding, then teachers will guard their best knowledge and disguise
tineiir real doubts about teaching. In other words, there must be a rea-
sonable expectation that a professional community has access to the right

kimd of resources, that participants share relevant interests and expeni-

ence, and that collaboration will be real before individual teachers will

begin exposing their practice %o critical review.

) will retwrn to the concepts of critical colleagueship and professionall
communities in the subsequent discussion. But first, what are the realities
for te@chers’ professional development today? Da they provide a basis for
engaging teachers, especially teachers like Mes. 0, in the kind OF learning
and professional growth that sit comfortably alongside national content
standards?

Current Configurations of Professional Development

What are the prineipal eonfigurations of professional development that
are available to teachers through their schools, districts, professional as-
sociations, and other public and private ageneles? Wihat kinds of activities
OF programs are mest eommen? What are the principal costs of these
programs? What are teachers’ views about participating? Whilks, oa the
whele, there are very few studies that address these guestions in a sys-
l@matic way, three have provided a preliminary accownt. Moore and Hyde
(1981)—=Making Sense of Staff Development: An Analysis of Staff Dewien-
ment Pragrams and Theiw Costs in Three Urban Sehoel D, Litthe et
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Some of the kids in my tenth-grade class are reading fiction by Dickens and
Austen and even Calvine; others have trouble with short passages in the
anthology that the department authorized. How do | structure classroom
discussions and small group interactions that account for these ditferences
but avoid the kind of tracking that shunts some kids into a dead-end cure-
riculum? | think some of the kids are embarrassed about their reading levels
and | den't think I've done a very good job at helping them share their ideas
with me or dheir classmates. | need to do better; | just need some time to
tihink it hrough, a ¢chance to talk to some other teachers who have more
experience than | have, but | have so many papers to grade and [ just lost
my classroom aide.

The principal just distributed copies 0t the new . ... Standards; he says we're
going to “implement” them over the next three years. I've been leachiing 24
years and | have real questions whether these inquiry-based learnimg and
problem-solving approaches are going to work. I'm skeptical that it's going
to make much difference kor the kids in my classroom, and I'm not ready

1 o thwow my work and experience out the window. Where am | going to get
the time o experiment with these new approaches? No one else in this
school is teaching this way, and the one teacher [who] did try it a couple
lof] years ago didn't last six months. | want to see how this is going to wark
Ivefore 1 jump on board.

These are the kinds of gquestions and worries, enduring questions and
worries, that are part of the fabric of teaching.

Key features of professional development, in the light of national com-
et standards, are to support teachers in their efforts to bring to the
surface these questions and concerms, o help teachers expose their
cassroom practices to other teachers and educators, and to enable teadh-
@ (o learn from constructive criticism. This is what | term “critical f;dll#'-‘
leaguesthip.” It holds an important place in many other professions and
ats (e.g,, medieine, scientlfic research, visual and performing arts) but
s counter ko the “norms of privacy” (Liittle and Mclaughlin 1991) that
are pervasive in the teaehing community. The point is to ask increasingly
were powerful and revealing guestions about the practice of teaching,
especially about those facets of teaching that are Influenced by the con-
“Sryctivist approaches so riehly deseribed In standards documents and
e Feséareh literature. This kind of professional development providies
SUPPOrt for greater reflectiveness and sustained learning. It invites teaeh-
&rs (6 think mere deeply and experiment more thoroughly with what, for
many, are aliegether nevel ways ol teaching. Throuah exeha '

DS Jeseriplien an of teaching practices, it sud-

HYIES @ TGFe COMPIEX PHEABTHENDIOEY of tea€ching fer eommonplce
RSTFUMERIAIISE SEEaunts: WHITE Fecognizing the valve ef technieal traiming,
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inquiry that requires thoughtful critique of one’s own work and that
of others.

The principal cost of teachers’ professional development is the sall-
aries of staff development providers and participants.? There is com-
paratively Jittle money devoted to collegial activities such as teacher
networks, institute participation, or conference attendance. Support
for these activities, where it exists, often comes from federal or pri-
vate sources, although some states have funded professional de-
velopment networks. Teachers’ travel is especially constrained dur-
ing tight fiscal times, and coupled with teachers’ limited access to
telephone or other forms of electronic communication, teachers’
professional contact with colleagues is severely limited.

Few teachers are satisfied with the nature or extent of districit-spom-
sored staff development efforts, and only a small number participate
in more intensive or sustained professional development programs;
Teachers are seldom expected o assume additional responsibilities
as a consequence of their professional development. In other words,
schools and districts seldom capitalize on their investment in teach-
ers’ learning. With the exception of small numbers of “mentor teacth-
ers” or "career teachers,” few teachers assume new roles vis-a-vis
their colleagues or new instructional assignments that would take
_advantage of acquired knowledge or skills. ‘The expectation is that
students will reap the return on investment, although there is sel~
dom any sustained evaluation or review of programs to determine
whether students benefit.

Staff development often serves as a palitical football. Central office
staff and school administrators use staff development as a publie
response to the “problem of the day.” "Our teachers have been (are
being) trained to do x" (where x is a variable covering anything
from multiculturalism and race sensitivity to performance assess:
ment of effective schools practices) is a refrain that provides poliit-
ical eover.

Beieath the Surface of Current Practiee

The image of teachers’ professional development that emerges from these
studies stands in stark eontrast to the images and expectations of feaehr

WMosre and Hyde (1941 and Lillie (1989) include the present value of leathess’ fuinre
salavy increases as a majer eest of staff development. Miller, Lord, and Darney (1994) de
A6k Even witheui the addition of future salary inereases, however, pravider and pariicipamt
§Aiafy €asis are e Righest eests for district-sponsared stall development. This is Aol swr-
prising; given the labor-iimansive eharacter of prafessional develepment weomk.
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al. (1987)—Staff Development in California, and Miller, Lord, and Dorney
(1991)—Staff Development: A Study of Costs and Configurations in Four
Scheo! Districts provide sorme detail on the state of staff development
progiramns, activities, responsibilities, and spending in the K through 12
system. QOther studies focusing on the broader context of teaching and its
impiications fior professional development have been conducted by
MidLaughlin, Talbert, and their colleagues at the Teacher Context Center
ak Stanford University (McLaughlin 1993; Talbert and McLaughlin in press)).
While tine literature is replete with reports on specific staff development
programs and projects, research on broader reform Initiatives of which
mrofkessiomal development may be a significant part, and discussion of more
overarching theoretical issues, there are few comprehensive studies of
current practices. Given the weight of reform that rests on the possithiil-
ities ffor change among the nation’s corps of veteran teachers, the fact
ttnat tihe lmrger picture of teachers' professional development has been so
little shudied is both surprising and worrisome.

The research fiimdings from the three major studies cited above help
ficemme @ common picture. The major features are:

Il Neendiers rely on district-sponsored staff development programs and
activities for the larger part of their professional developneenit;

2. These programs and teachers’ experiences of them tend to be frag:-
mmented; responsibilities for staff development are spread across a
muditiiplicity of district offices and seldom does the district have a
wiifying vision or strategy that links these efforts.

3. District staff often serve as staff development providers or
€oordinators, although, as most districts experience budget euit-
Ihacks, these positions are being eliminated or consolidated with other
PYejects or positions that have responsibilities other than stafif de-
velopment.'

4. Central office staff continue to rely on one-shot activities that emr-
phasize technieal skills development and have limited follow-up, and
often tyrn to large-greup sessions In order te “reach” mere teacth-
€rs.

5. Few staff development activities provide teachers with opportunities
o &xtended epoperative work, for experimentation, risk-taking, o¥

W 3 few diistricis; central office siall have Begun B sefve 1ess as providers or reguldiens

81 st development and more as co-collaboraiars oF supperiers ol seheoll- ar WIerdfe-
' Activities: The iransitien Iref regwatery rele te feehnieal assisiance rale is an eivr
moks challenge o distriet bureaueraeies; an atmesphere ol residual distrust ofien allvels

these relationships:

YT e e e o
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classroom. Teachers often discount and distrust outsiders’ knowledge, and
this clearly impedes the effectiveness of staff development activities and
programs.

Third, prevailing forms of staff development for teachers are bureaws-
cratically manageable, measurable, and, in a limited way, equitable. Dis-
trict-sponsored professional development draws on public funds and thus
is subject to public accountability. Mandated workshops or in-service days
can be centrally organized and empirically shown to reach a large number
of teachers. Administrators can construct a per teacher cost and thus
better argue for the cost-elfectiveness of their programs. Of course, little
is kmown about the success of these programs in enriching teachers' um-
derstanding or deepening their knowledge, nor is much effort made to
design links among different activities that might expand the overall power
of a Jearning experience. In contrast, it is difficult to achieve high levels

of accountability with what Little {I993) calls the “messier” types of

“professional development. It presents a challenge, for example, to deter-
mine lnow many teachers participate (or how often they participate) in
staff development activities such as collegial study groups or teacher cal-
lslporatives or to identify what it is that these teachers actually do whem
tiney work together.

Often not far beneath the surface of district-sponsored staff devellen:-
ment programs is a very admirable impulse to provide equal opportunity
or equal access o professional development experiences for all teachers
im a district. Where resources are extremely limited, fair-minded
administrators organize programs to ensure broad and efuitable access
wridler conditions of scarcity. The upshot of this approach is that many;,
mest, of even all teachers receive the same treatment despite significamit
diffiarences in what, where, whom, and how they teach. Instead of programs
tihat emphasize opportunities to experiment, raise hard questions, or ex-
plore in depth, staff development is reduced to discrete experiences that
de little mere than introduce a topic or technique. Like some early reform
&ffisrts that centered on equal educational opportunity, this impulse toward
equity in staff development concentrates oo litile on the gquality, relk-
vanee, and appropriateness of the oppertunities themselves.

Alengside these issues of equity and managerial and fiscal accounit-
ability for staff development stands the distriet's political accountability
for edweation change and responsiveness. Demands for reform cever a
wide spectrum of education philosophies and political constituencies, g,
demands for multiculturalism, demands for basie education, demands for
construetivist keaching and leaining, demands for Integrated eurricula, and
demands for integration of edueational and secial services. These de-
ands require distriel respense and, In pellitically eharged times, one of
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ing What are implicit ih national eontent and teaching standardls. it is fair :
o ask why professional developrient has taken this shape; the answers 1
sy provide some direetion lor what we might do differently, or, at the
very least, for bhinking more elearly about staff development practices. ;

Fivst, staff development traditionally has been valued for its s~
meinnl significance. I this view, teachers’ sole responsibility is the ed-
weation of students and, consequently, any activities that do not comith-
ute directy to student achievement or welfare are not part of the teacher’s
job. Teachers are the instruments through which knowledge is transniit-
ted wo students, and the place where this happens is in classrooms.
“Teaching” is something one does exclusively In the presence of students.
This view is broadly shared in the education community, even, or perfiaps
especially, among teachers. They often voice a reluctance to leave the
classroom or desert their students in order to pursue their own praffss-
sional development. Many will argue that they have too little time wiith l
students as it is without these additional absences. Another consequence ,
of imstrumentalist reasoning is that absences for professional dewethyp-
ment purposes can be justified only insofar as the staff development ex-
perience provides direct (and preferably measurable) benefits to studenits, !
€., mew approaches 0 using materials or technology or new technigues
fior working with students in cooperative groups. In short, while many |
teachers often express a desire for professional development that is im- s
tellectually challenging, others prefer programs with immediate payaff,
something tihat will improve opportunities for their students and thus sefve
&5 & warrant for time away from the classroom.

seerandl, the dogiinant enistemalouy governing stafil developing:
continues to be reductionistic and positivistic. It is assumed that kn@wl%-
edge about curriculwm, instruction, and assessment can be broken dowmn
inko discrete elements (neatly packaged in one-shot workshops), noncam-
troversial (free of conflicy, criticism, or real debate), context-independentt,
and empirically verifiable or replicable. Knowledge that fits this desenip-
tion €an be transmitted by telling and is not subject to continual revisiem
and renewal. Pervasive in district stafl development programs s the View
fihat “one size fits all." and that change in practice follows directly om
change in knowledge. Teaehers’ questions, doubts, skepticism,. and un- o
&ertainty are seldom addressed in staff development wark&nqeg OF in-§ef=

vice acfivities; instead, technical knowledge is offered as a practical so-
lution fo the question af what teachers need to know. It Is not surprising

“that this epistermolagy reinforces and even (osters iti-intell

e teaching eommunity. Knewledge [s consiructed and imperied from
giusie the eommunity of practicing teachets, and little eredence [s given

(& PeFERpiions, experiences, and ideas that have thelr efigins inside the

N wsanen
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e effiectiveness of new ways of teaching. It leads to highly differentiated
implementation, a “melange of traditional and novel approaches” (Cothem
1980, 312), as teachers try to patch together a coherent instructiomal
program out of disparate policies and other external influences. Teachers’
effiorts to adapt new ideas to current practices and to develop commer-
tions between disjointed staff development experiences become invisibile.
Comtmadiction 4 Most district-sponsored staff development takes the form
of telling or telling combined with superficial discussion sessions or
workshop practice. The national content standards, however, emphasize
broader conceptual understanding and the exercise of teachers’ judgment.
The standards suggest that teachers should facilitate student learning by
helping tihem construct meaning through problem solving and inquiry. Stafff
“development in the transmission model provides little opportunity for
teachers to enlarge their subject-matter knowledge or experiment with
altogether new instructional strategies. Tieachers are denied the opper-
twmities for_inauirv-based learning, though policymakers and staff-de-
velopment providers insist that these same teachers embrace this new
approach in their classroom instruction.

Rethinking Professional Development

The disma) state of most district-sponsored staff development, the con-
ceptual impoverishment of many activities and programs, and the internall
contradictions that decrease the effectiveness of staff development ex-
periences while increasing professional isolation and frustration suggest
that we approach leachers’ professional development from a different angle.
We know little about Mrs. O’s staff development experiences. Cohen ob-
serves that pelther she nor other educators or policymakers had asked
“how she saw her math teaching in light of the Framework" (1990, 325).
Beyond this, we know little about the nature or extent of the suppert she
received. But it is important to consider what might help he¥, and otheis
like her, to gain a better grasp of subject matter and become more
eomifortable with new approaches to teaching and learning. What are seme
of the erucial factors that might improve Mrs. O's praspects for subsiin-
tive ehange? In the remainder of this section, Il consider twe interrelated
approaches that might prove fruitful for invigerating teachers' profss-
sienal development. The first of these i EFTicat colleagueship] the second
[ FESoUTER-ieh prolessional communities) My rermarks on each of these topies
are preliminary and speculative. There Is not a large base of empirical
avidenee (o support a call for professional development that reflects the
partiedlar virtues, eapacities, or professional relationships that | deseribe
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tine principal salves at the disposal of the central office is the banner of
staff development. Teacher training is a politically viable and visible re-
sponse o complex issues surrounding education change and improwe-
ment.

Conttradictions in Current Practice

What are the internal contradictions embodied in the training model, and
how do these contradictions sow the seeds for a different approach?
Contradiction 1 Many teachers need and demand short-term results from
staff development work. Short-term results, however, seldom add up to
sulbstantial change, and staff development that emphasizes such results
contributes to the perception, if not the reality, of a “deskilled” ocaupa-
fion (Apple 1988). Teachers are left hungry for more substantial profies-
sional development experiences and for more control over what counits
as substance. The urgent need for additional support, given increasingly
cbmplex curricular, demographic, and social issues, pushes teachers and
staff developers toward quick-fix solutions that often only compauwnd
problems and leave both participants and providers frustrated by the lack
of progress. Teachers’ initial impulse is to insist that the new informatiiom,
sldlls, and techniques acquired result in demonstrable outcomes and ob-
s@&rvable classroom uglity. This promise of immediate utility serves as a
magiet for attracting teachers into staff development programs and as a
theans fior overcoming teachers' a priori objections to leaving the classroom
fior purpeses of continued learning. Districtwide efforts to supply this kind
of narrow, instrumental staff development seldom meet the needs of more
fhan & few teachers, however, and leave a legacy of unmet needs and
professional frustration.

Convadietion 2. The effort to reach all teachers in a district in order to
achieve widespread results leads to a precariously thin staff development
program and little real ehange. The intensity or intensiveness of such ex-
Periences is s6 weak that they fall to have a deep or lasting effect on any
fencher despite having reached every teacher. Although teachers sit together
during large-group sesslons, they seldom engage in protracted dialogue
and learn little abeut one another's werk. This artificial collegiality drives
feachers to seek other avenues of professional interaction of to seek other
ré&wards in teaching.

Conwadieiion 3.  The goal of providing skills training for individual prati
fioners (with limited follow-up or feediback) leads to Iselated efforts at
implemettaton of innevatiens of Lo pro forma eomplianee with eurricwiar
ahd instrvetional pelieies. It limits eritical review of teaehers' efferts to
change Mheir practiees and denies the prefessien a eumulative reeord of
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5. Increasing teachers’ comfort witli high levels of ambiguity and un-
certainty, which will be regular features of teaching for understand-
ing.

6. Achieving collective gemerativity—"Knowing how to go on” (Wit
genstein 1938)—as a goal of successful inquiry and practice.

These are virtues and capacities that, if well practiced and deeply held.
would help teachers like Mrs. O make the transition from traditional models

of curnleyllum and instruction to the constructivist, inquiry-based
approaches favored in the national content standards. In fact, they are
“Virfues that are constitutive of standards-based instruction itself. The claim
here is that teachers’ professional development that has as its aim the
transformation of teaching can be identified with the growth of these at-
tributes.

Unfortunately, most teachers simply do not have the tools, badk-
ground, preparation, or appropriate opportunities for developing ar ex-
ercising the traits of critical colleagueship. At few points in their profes-
sional preparation and seldom in their classroom work do teachers have
opportunities_to observe other teachers teach, to be observed as they
teach, to engage in open and constructively critical discussions about what
they observe and what they do, or to reflect on new ideas, practices, and
policies that influence teaching. The fragmented and discontinuous learm-
ing experiences that Goodlad and his colleagues (1990, 27-34) describe
as ubiquitous in teacher education institutions do little to prepare teach-
ers for engaging actively with their colleagues to discuss key issues of

professional practice:

—

There is a renewing kind of "tension™ between the frontiers of what is known
and the frontline implementing of day-to-diay practice that {is] present in
medicine and law but absent in education. (Robert Levin in Goodlad, Soder,

and Sirotkin 980, 61)

Engagement with the frontier of knowledge in the context of ongoing
classroom practice is foreign to most teachers, even those prepared in
state flagship or research universities. There is little common ground for
discussion about what constitutes good practice (teachers’ training ex-
periences are likely to be quite diverse and not deeply rooted in a common
canon of \)d.igogy and content) mid little commitment to subjecting any
teacher’s views, opinions, or claii.is of knowledge to critical review. Time
for reflection is limited by the many demands on teachers’ time, and
teachers often respond to new classroom challenges or demands by turn-
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below, but, nonetheless, by beginning to redescribe the process of profies-

sional development itself, we may be able to lay the ground for further
research and development.

Critical Colleaguesliip

In the past decade much has been written about the virtues and challlenges
of collegiality and collaboration in helping teachers improve their practice.
{See, for example, Fullan 199); Lieberman, Saxl, and Miles 1983: Little
1960a, I'$80b; Little and McLaughlin 1991; Lord 1992; McLaughlin and Yee
I3B) While the positive influences of greater collegiality are not automatic
(Little and McLaughlin I83i), there is a substantial body of research pointing
o a range of benefits for teachers. Among these are greater openness
regarding classroom practice, mutual obligation to share knowledge,
collective planning and design of curriculum and instruction, and oppor-
tunities for exercising leadership. These benefits alone, however, will pio-
vide, at best, a limited foundation for standardis-based teachimg. For a
bbroader transformation, coliegiality will need to support a critical stamcee
toward reaching. This means more than simply sharing ideas or sup-
porting one’s colleagues in the change process. it means confronting
Waditional practice=the teacher's own and that of his or her col-
leagues— with an eye toward wholesale revision.
Among the elements of critical colleagueship are the followimg:

@Cfeatlng and sustaining productive disequilibrium through selff-fe-
flection, collegial dialogue, and on-going critique.
Hrabasgding fundamental intellectual virtues. Among these are openness

— to new ideas, willingness o reject weak practices or flimsy reasomn-
ing when faced with countervailing evidence and sound arguments,
accepting responsibility for acquiring and using relevant information |
in the eenstruction of technical arguments, willingness to seek out
the best ideas or the best knowledge from within the subject-ratter

communities, greater reliance on organized and deliberate inves-
ligations rather than learning by accident, and assuming collective
responsibility for creating a professional record of teaehers' re-
seareh and experimentation.

Inereasing the eapacity for empathetic understanding (placing o=
self in a colleague’s shoes). That is, understanding a eelleague’s
dilemma in the terms in whieh he er she undersiands it.

4. el And Haning tife sl and Atvithwies assadiated witth me-
gotiation, improved communieation, and the reselution of eompait
ing interests.
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to content standards or frameworks. Mrs. 00 may feel strongly that her
approach o teaching mathematics contributes to greater understanding
tian another teacher's inquiry-based approach, and these differences could
precipitate lively argument and disagreement about how to proceed. But
Ibringing this disagreement to the surface and openly challenging the cull-
ture of noninterference (Pellegrin 197%) that has become so deeply en-
tmrenched in the world of teaching are crucial components of self-renewing
change. Professional development that is tied to standards-based reform
will reflect this critical stance. It will emphasize negotiation and debate
among colleagues and place significant weight on teachers’ self-directed
imguiries as tihey actively seek resolution of their differences.

Reframing and redescribing the everyday activities of teaching in ways
that promote mew imsight into subject matter and student learning are
crucial to the success of critical colleagueship. Professional development
in the context of national standards is not about solving the problem of
tihe day or about introducing a new trick of the trade, but rather about
seeing or “reading” teaching in novel ways, in ways that provide produr-
tive or pregnant insights into an exchange with a student, the shape of a
lesson, the organization of the curriculum, or the strength or weakness
of a particular text. Review, reflection, and critique are essential to ef-
fective teaching because teaching itself so often relies on “knowdtetige-im-
action” (Schon 1'9EB) or “personal knowledge” (Polanyi 1958), an implicit
widerstanding of actions, decisioms, and classroom discourse that may
prove difficult to characterize, describe, or analyze. One of the defining
olvjiectives of critical colleagueship, then, is to provide opportunities for
teachers to talk about their teaching, to understand the value and the
power of their own descriptions.

At the core of increased reflectiveness is fearning to question current
concepts about subject matter and other elements of instruction and stu-
dent learning. By holding up to examination taken-for-granted asswmp-
tions and everyday concepts and beliefs, teachers are able to huild a more
coherent eonceptual foundation to support practice. This is especially Im-
portant in the ease of staff development programs and activities that support
standards-based reforms. At present, few teachers share the concepts re-
lated to subject-matter content and instruction that standards documents
fake as fumdamental and that serve as a point of departure for consitiug-
tivist teaching and learning. In order to integrate these concepts into a
mieaningful and eonsistent picture of highly accomplished teaching (Nar
ficvial Beard for Professional Teaching Standards [993), teachers must first
question the concepts (assumptions, images, pictures) that currently drive
fiheir praetice. The futility of trying to lay a complex, constructivist epis-
temelogy on tep of more behaviorist, competency-based approaches o




94 Brian Lord

ing to the most reliable routines. This was clearly Mrs. O’s response to
some of the subtleties of the California Mathematics Framewonik.

These shortcomings in teacher preparation and development are
compounded by the random or accidental character of teachers’ efforts
ko acquire new knowledge and skills. Veteran teachers often hear about
mew iideas, methods, and strategies from the colleague next door, from a
grade-lievel leader or department chalir, or from an eclectic army of ma-
terials that sift down through the central office, academic department, or
resource teacher. These new influences are seldom a consequence of a
concerted and sustained program of investigation undertaken by the teacher
or his or her colleagues. Neither the teaching profession nor district bu-
reaucracies have provided appropriate incentives or adequate support for
teachers to undertake organized researdh

Whereas traditional models of staff development are predicated on
sameness and the fumctionalist purposes of training, critical colleagueship
depends on diflizrence and conflict as driving forces. This is whgltis napant
by “productive disequilibrium.” Instead of relving on routine dissemiig-
tion of informakion and techniques to inspire new practices, critical coll-
leagueship tums to_increased reflection, informed debate, hanest dis-

agreement, and constructive conflict as tools of chamge. The kinds of
changes that the education community is asking Mrs. @ to make have not

been well charted. There is ample room for challengimg, rethinking, or
even rejecting some dimensions of this new approach. Despite its priwii-
leged position in recent cognitive theory and its favorable treatment in
standards documents, constructivism, for all practical purposes, remains
a collection of wnrealized images and “promissory notes™ (Wolf 1994).
Teachers will need to evaluate and translate the central concepts of com-
structivism into tangible and coherent classroom practice. In part, this
means that Mrs. O must develop those dispositions or habits of mind that
provoke self-exanivation of classroom practices. It means she must probe
deeper and ask better questions about the nature of curriculum, instruc-
tion, and student learning. It means inviting collegial observation and cfi-
tique of her own teaching arid engaging in critical review of the teaching
of others, whether that of her colleagues or that represented through suf-
ficienilly rich case studies. Standards-based instruction requires that teachers
abandoen some of the comfort of routine and look beyond the initial attempis
to implement a policy or program. For example, Mrs. O needs to ask beit-
ter questions about her use of manipulatives with students; she needs to
work with eolleagues to help her formulate these guestiens and the seareh
kor answers; and she needs lo seek out informed critique of these and
otjier elements of her practice. This invites confliet, discomfert, and
dissonance, but these are the prices for a mere than superficial response
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8P pose in ihese local settings are well framed, tor example, whether they

5 lake account of national content standards or whether they build on sim-
- llar questions being asked by teachers in the next school or the next dis-
triict. Second, do local farms of colleagueship, inspired by national com-
temt stamdards and/or state curriculum frameworks, create a set of programs
or activities that, taken together, make sense for the district, its schools
and studemts? In short, how can local efforts to develop critical collkeagiee-
ship avoid parochialism and ensure some coherence in the professional
development program?

These questions become particularly acute in the face of efforts by
mamy districts to decentralize and restructure roles and responsibilities
for all Eacets of school policy, including professional development. The
fizcws of tihese efforts has been Jargely on helping schools and school sys-
tems fuwction more effiectively in the face of overwhelming change
(Schlechty 19300); it has dealt less with how teachers within these schoals
and school systems acquire, use, and share new knowledge about aca-
demic content, instruction, and student learning. This is not meant as a
criticism of school restructuring; Jor critical colleagueship to flourish in
scihools, the conditions of teachers’ work will need to change dramaiii-
cally, and this means reinventing the organization of school itself. It is to
say, however, that rning o much attention inward, drawing only or
largely on the intellectual and material resources within the school, is
‘mggrously limiting. While improving school culture or school climate
€an improve educational opportunities for our K through 12 students, it !

still leave unaddressed the question of how teachers will come by ,
the kmowledge that they need in order to transform teaching in and across *
tihe sulbject areas.

One of the criticisms freguently leveled at the national content standards
moverment is that it tears the curriculum standards discussion out of the
hands of local practitioners and turns it over to a community of peliey-
mialkers, legislators, and curriculum professionals. In the place of standidis-
driven referm, seme eritles urge personalization and responvueness te
students in edueational programs and practice, The danger in this focus,
I believe, is that teachers are invited, indeed encouraged, to initiate change
based on their best knowledge within the elassroom of within the four
walls of the school. Lerd et al.'s (1992) argument that small groups of
feaahers in iselation and with enly their independent experiences of ewr-
viclum and instruetion te guide them ean, individually er eellectively,
créate a restruetured edueatlon environment in which students will have®

) aceess (@ a eomprehensive, balanced, and challenging curriculum seems
: Rendtameastally fiawed: The point of the movement toward the prefiessi-
onalizatien of teaching and teward the wider influence of national content
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teaching has been pointed out in recent research (Cohen 1990; Cohen and
Spillane [1%82; Daring-Hammond 383). The aim of professional dewellyp-
ment must be to expose assumptions about teaching (some of which are
archaic and even damaging to students) and to produce what | have called
productive disequilibrium in traditional concepts and daily routines. This
approach is not, as any administrator or policymaker would acknowlksiye,
an easy sell. When the consequence of staff development activities or
involvements is professional discomfort or conflict, it is difficult to see
an immediate benefit for students and thus to rationalize this use of teacher
time.

What kinds of professional development promote these elements of
critical colleagueship? They include, but are not limited to, informal study
groups, peer observation and critique, case studies and case construction
(see, for example, Barnett 1992; Barmett and Sather 1992); action research
(Watt I98B); journal writing and analysis (Duckworth 1987); multimedia
reconstruction of classroom experiences (Ball, Lampert, and Rosenberg
I99E); story construction that relates teachers’ struggles, not merely
teachers’ successes (Driscoll, Miller, and Dorney 1992); teacher leadar-
ship programs (Driscoll and Miller 1948), grant writing, proposal review;
and project management (e.g., the small giants program implemented by
the Local Education Funds); curriculum development and field testing;
conference presentations; publication in professional journals; and review
of nationa| content standards. This is clearly a different picture of profies-
sional development from the training or peer coaching models that ab-
sorb the time and resources of most school districts today. It suggests a
different set of responsibilities and obligations for teachers, but also pio-
vides a set of opportunities for strengthening the profession.

Expanding a Resource-Rich Professional Community

Critical colleagueship is, in many respects, a local activity. Small groups
of teachers form communities of interest around matters related to their
teaching. They tackle projects together, they review cases together, they
develop curriculum together, they work, in general, toward improving thelr
teaching. Predicated on openness and trust, these communities require
face-to-fiace communication and frequent opportunities to strengthen
professional relationships. The questions thal teachers raise in these loeal
eommunities are first and foremost, questions that emerge from their
classrooms of in Jocal context. This connection to the classioom Is one
of the factors contributing to greater authenticity of professional develp-
ment. But there are very real problems with this strongly le€alistic cast

| to eollegial werk. First, it is fair to ask whether the guestions that teaehess
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libraries, museums, theaters, businesses and industries, and civic
agencies.

4. Imtensive, and in some cases long-term, professional relationships
among participants.

3. A perspective on the profession of teaching that extends beyond the
fiwur walls of the school and beyond the duration of individual teach-
ers’ careers.

6. A greater commitment to “lateral accountability” (Wolf 1994) withim
tihe keaching profession, i.e., the critical review of teachers’ practices
by other keachers.

7. High levels of teacher involvement in the reform of systemwide
structures.

Noot all resource-rich professional communities have the same features:
teacther networks may emphasize teacher ownership of professional de-
velopment activities; partnerships with industry may emphasize access to
profiessionals in fields other than education; subject-matter associations
may emphasize a perspective that is national in scope and help to build
cross-distriiict professional relationships. All, however, set the stage for
aritical colleagueship and serve as a safeguard against parochialism in
lercihers’ professional development.

Much has been written recently about the role of subject-area networks
and alliances in teachers’ professional development, but less has been
said abbour the role of subject-mmatter associations in fostering programs
or activities that lead to more profound engagement among colleagues
and deeper knowledge of the field. Indeed, some have commented on the
inviisitbility of the major associations in the professional development arena.
For example, Little maintains:

The pllace Ol teachers' professional associations remains nearly invisible in
fihe wmanstream professional development literature. We knew little about
five role played by the largest and nost prominent subjeet matter asseci-
ations (NCTE, NCTM, NSTA, and others) in the professional lives of teaehers
oF in shaping teachers’ disposition toward particular reforms. Although it is
cleay that the subjeet associations are exerting an increasingly poweriul in-
fitvemee in the articulation of subject eurriculum and assessment standards,
we have virtually no record of the specific nature of extent of discussion
and debate over subject matter reform. (1993, 135) !

While Little is eofre€t that the research literature provides few elues on
the role of subject-mmatter assoclations in teachers’ professional develleip-
ment, there is, nonetheless, ample evidence of their involvement, If net
of their overall impact in this arena.
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standards is that teachers need and should turn to a broader community
of educators and education resources to inform local judgments. Compare
the case of medicine. We expect when we enter a hospital in Kansas or
Louisiana or Michigan that the doctors who provide treatment and the
institution itself have a shared standard of practice for performing a cor-
onary bypass— not identical practice, but practice that is well-informed,
current, and subject to outside review. We might also expect that when
we enter a school in Kansas or Louisiana or Michigan that teachers and
schools have a shared standard of practice for offering instruction in hu-
man biology or U.S. history or mathematical probability— again, not iden-
lical practice, but practice that is well-informed, current, and subject to
outside review Only rarely and in a small number of schools will teachers
be sufficiently well-informed about new models of teaching and learning
to ensure a shared high standard of practice. This suggests that the prin-
cipal goal of staff development reform should be to expand the commu-
nity within which teachers focus exclusively on their own work or draw
on whatever knowledge is readily at hand.

To overcome the insularity of teaching and to bolster the knowledge
base within the profession, teachers need access to resource-rich profes—
sional communities. There is no one right model for these communities;
indeed, we are just beginning to collect evidence on what they are and
how they engage teachers in innovation and mutual support. (See, for
example, Jennings 1993; Little and McLaughlin 1991; Lord 1992; Talbert
and MclLaughlin in press.) They include teacher networks like Collabo-
ratives for Humanities and Arts Teaching (CHART) and Urban Mathemat-
ics Collaboratives (UMC), the Bay Area Writing Project, the California Sub-
ject-Matter Projects, a number of university/school partnerships and
collaborations, cross-school or cross-district visitation teams, and in-
creasingly, the activities of the major subject-matter associations, e.g.,
NCTM, National Science Teachers Association (NSTA), NCSS, NCTE, and
others. Among the characteristics that account for the family resemblance
across these professional communities are

1. Teacher ownership or, at the very least, increased partnership for
teachers in decisions regarding professional development activities.

2. A collective commitment to acquiring and using new knowledge in
the subject areas, especially knowledge that could be characterized
as "cutting edge” (Little and McLaughlin 1991).

3. A reliable connection to resource-rich institutions, organizations, or
associations independent of the school or school district, e.g., uni-
versity education, liberal arts, and science departments, as well as
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collaboratives, networks, and alliances engaged in active inquiry about
subject matter and instruction;

& leadership institutes that help teachers acquire the communication
and negotiation skills that are necessary for systemwide change;

m establishing or expanding electronic networks that support "stmuc-
twred conversations” among teachers throughout the natiom;

m expanding local, regional, and national teachers' academies in the
subject areas;

m establishing or expanding small grants programs that support in-
novative teaching in the subject areas; and

m approaching national standards as “living documents,” the basis for
ongoing discussions and debate among teachers.

Collaboratives, teacher metworks, partnerships, and alliances have fared
little better than subject-matter associations in exerting influence over the
direction and control of teachers’ professional development writ large.
For tihe most part, these groups have operated at the margins of local
school district life (Lord %2) and with weak or peripheral connections
o tihe mainstream staff-<lavelopinent initiatives offered by central office
staff. This isn't surprising, since part of the attraction of collaboratives
and teacher metworks is their independence from large, impersonal bu-
reaucracies and their critical stance toward curremt classroom practices.
It does present a problem, however, for efforts to embed teachers’ prafies-
sional development in larger efforts to reform systemwide structures.

The challenge for resource-rich professional communities, whether
subject-matter associations, teacher networks, collaboratives, or other
teachers' groups, is to create professional development opportunities that
are iimtellectually vigorous, self-remewing, and more rewarding for partic-
ipants tthan tike limited menu of district-sponsored programs. Ideally, these
communities would become a viable option to narrowly conceived in-
service activities and a model for professional growth that could be in-
corporated in district policies and practice.

Conclusion

National eontent standards require of most teachers a “revelution” in their
feaching: The ehanges they are being asked to make go to the heart of
prefessional practice=1o closely held views about what counts as knowl-
€dge, te the organization of instruction, and to werking relationships witlh
¢slleagues. This kind of transfermation comes from the inside; it will do
little good fo “train” teachers or “fell" teachers how It's done. Professional
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Although subjec|-matter associations are not closely allied with dis-
trict-sponsored staff development and may not view their primary mission
as teachers’ professional development, many of their programs and activ-
ities support critical colleagueship as defined here. They are among the
resource-rich professional communities that engage teachers around
subject-matter knowledge and that provide teachers with access to a wider
network of education professionals— researchers, curriculum developers
and, most important, other teachers. In many respects, the subject-matter
associations are stage-setters for new models of professional develop-
ment. For example, the associations support:

m standards-setting efforts that involve teachers in formulation, review,
and critique, not simply in implementation;

m national and regional conferences whose sessions increasingly re-
fleet both the debate over standards and the process of shifting in-
struction to more student-centered, constructivist approaches. (See
the NCTM 1994 annual meeting program and the NCSS seventy-third
annual meeting program.) These conferences provide opportunities
for teachers to hear and participate in a national dialogue, to interact
with colleagues beyond the boundaries of a district, and to glimpse
possibilities that may not be part of accepted practice at the local
level;

m publications that provide some voice for accomplished teachers and
a vehicle to ensure at least some cumulation of knowledge in the
field. These include anthologies, yearbooks, journals, magazines,
newsletters, and updates aimed at practicing teachers; and

B supporting materials (text, video, CD-ROM— the NCTM Addenda Se-
ries is an example) that help give shape to standards-based teaching
and reform and further teachers’ efforts to develop a critical stance
toward their teaching.

Of course, the impact of these efforts is diminished by the distance of
subject-matter associations from factors that affect teachers’ professional
lives. Historically these associations have not had control over teachers’
entry into the profession or over advancement throughout a career. State
and local education agencies have laid claim to these occupational levers
and, thus, distanced teachers’ associations from effective authority over
the norms of professional development. Increasing their influence may
require nontraditional approaches to professional development such as:

m technical assistapce teams and monetary subsidies to support local
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development that upholds this revolution will stay close to teachers’
guestions and concerns, reflect the intellectual virtues of serious inquiry
and recognize the place of critical colleagueship in self-renewing change
While not a panacea, it is one strategy for helping Mrs. 0 find her way
off thin ice and back onto solid ground.
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Themselves: Teachers Owning
Their Standards

PHiLiB A. Cusiek

Professor, Department of Educational Administration,
Michigan State University

Introduction

Professionalism is difficult to discuss because it has so many meanings,
some of which refer to the individual professional, some to the collective
profession. 1 will disaggregate the term and treat its dual meanings sep-
avately. Torres described professionalism as foliows:

At hase, professionalism involves the transference ol policymalking authoFity
fron (e state o an occupatian .. . . Self-regulation Is eonsidered necessary
in professions because tie spesial expertise and training that professienals
possess makes others unable to rnaluate performanee or delermine the best
polieies for such oecupations---BBerasseobithherelaitiviveauinoathiythiat
professions have, they have been said to hold monepelirs aver eertain sef-
vices. A\ ppeiresedd coprimitimeah! tQosseyigeetdoctiieiftsanfdt@oa acedgeohs
eihies are personal assurances (hat professional pewers will Aot be misused,
while state boards of praetice, comprised of eolleagues, serve as formal pe- (
lieing and sanetioning bedies. (1988 382, emphasis added)

Torres identified the key concepls basic to any diseussion of profs:
signaisi: pelicymaking, self-regulation, specialized training, evaluation,
maliey setting, autonemy, monepoly, commitment to service, a code of
éfliiies, and eollegial pelicing and sanetioning. This seetion examines hew
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Dear Danny:

The fellowing are somes of our tentative thoughts for discussion at the meetings at
Harvard on Thursday and Friday. As we agreed in our phone conversation, the aim here

was For this te serve as a basis for deliberation on the recomceptuslization of the goalls
project.

Since you have already been successful in bringing institutions and commumities to the
point of wanting to undertake goals development, the issue which is addressed here relates
to the next step: what does the goals project aim to achieve once the work with these
imstktutions and communities gets underway?:

1. Engagement with and study of philesophical ideas about Judlmismt and J&vish
existence: These are the conceptual underpinaings of Jewish educatiom in that they
provide conceptions of the very basis of Jewish existence: "What is a Jew?" Since we are
working with groups with varying Jewish identities, these ideas will range from tradiitioms!
phillosophies expressed in classical and medieval writings (eg. Miimomides, Mitharl, ete))
all the way to current ideas expressed by modern Jewish philosophers (eg Hirsdh,
Soloveitchick, Rosensweig, Ahad Ha'am, Baeck, Heschel, Kaplam, etc. ),

2. Engagement with and study off ideas within the philosophy of Jewish educatiom as
they relate 1o the practice off Jewish education: These ideas express substamtiall aims for
Jewish education - ones which if achieved would enable graduates to live according to a
particular conception of Jewish existence (as in #1): eg. "What is an educated Jew?"
These ideas have been presented in the writings of thinkers mentioned above and by
others, more recently by scholars of the educated Jew project. Om the other hand, they
may also be presented in person by local Rabbis, Judaica scholars, Jewish authors, etc..
People may adopt ideas espoused by Twersky (eg. his work at Maimomides schoall), Jack
Cohen (eg. his work at the Reconstructiomist school), etc...

3. Consideration of educational goals: The aim here is for goalls of educatiomll practice
to be critically considered with respect to their capacity to contribute to the attainment “of
the larger aims of Jewish education. The interplay between educatiomal goalls and larger
aims in Jewish education may transpire through a) an analysis of the educatioml ideas
implied by educational practice (eg. goals statements, curriculum, teaching pracfice, etc));
b) an attempt to creatively consider which goals might lead to the attainment of levels ome
and two; or ¢) any number of other methods.

4. Devise and pursuit of a strategy/for setting vision-drivenwess in metion in actual
settings of Jewish edueation: There is a broad range of posuibilities here. In some
seftings, it may be advisable to begin by focusing on one program in one area of Jewigh



education (eg. the teaching of Bible). In others, it may be more appropriate to begin by
engaging board members in the study of philosophical ideas of education (eg. the study of
Buber's view of the educated person/Jew). If implemented successfully, these initiatives
could branch into expanded efforts in other areas (eg teacher training, curriculum,
evaluatiom, etc.), and create a movement towards broader vision-drivenness. A question
which has arisen in our discourse over the last year has been the kind of staff which would
be able to help devise and implement these strategies for and with those who are involved
with Jewish education in a particular setting. In addition, having set vision-drivenness in
motion in a particular setting, it may be important to consider how its progression and
expansion could be supported, nurtured and deepened.

5. Create interaction behveen local, national and international efferts to undertake
goals development: Since the goals project assumes that educatiomal vision is an
expression of a larger view of Jewish life shared by groups within and across Jewish
commumities, there may be much to be gained by bringing local, natiomal and international
players in Jewish education to interact with each other around goals project initiatives.
For example, a local denominational school in search of new educatiomal ideas in order to
set its own goals may find intellectual and spiritual leaders from its own denominatiomal
offices to be an appropriate resource. In turn, these intellectuat and spiritual leaders from
within a denomination may find it useful to formulate their educatiomal ideas with
reference to alternative conceptions of the educated Jew as presented by the scholars of
the educated Jew project. This in turn may affect educational thinking across the
denominaticin.

We hope you find these thoughts to provide a useful basis for setting the agenda for our
meetings at Harvard. Since I cannot find a time when both Seymour and [ will be
available together for a phone conversation, my suggestion is that we talk first and I will
pass on your comments to Seymour. Please let me know when I can be in touch with you
later tonight or tomorrow night (I fly early tomorrow morming and land in Bostom
tomorrow night). You may want to do this by sending a fax to me (972-662837). In
every case, I will try to reach you by phone later on.

Sincerely,

Damiel Marom

P2
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TO: Participamts in the July Cambridge Seminar
FROM:z Daniel Pekarsky
RE: Goale for the Goalg Project

A3 a way of helping to launch aur adtEenpt to develap a
shared understanding of what the Goals FRuojert iis aboutt,, I am am
drafting this brief statement that =mztticwlates my own wiew of the
basic goals around which this project should be orgamizedl. In
order not to distract from the focus on basic goals,, the
identification of activities associated with each goal was
developed separately in the second half of the document..

1. Qulltkimrestiion off @ wiissiomamdi-grellsaansiitiiee cnittnree .

The cultivation of a culture and a discourse ((at natiomal,.
communal,, and institutiomal levelsz) that evidence an
understanding and appreciation of the importance of 3eriou3ly
addressing basic questions pertaining to the goals of Jewish
educatiom. An important measure of Succeds in thig area is the
extent to which commumal and institutiomal plannimg processes
involve serious efforteg to wrestle with basic que3dtiomn3 of viziom
and goal=. Another index of 3ucce33 would be a demand on the part
of imstitutiomg for CIJE help in undertakimg a sustained and
serious goals-proces33. The following mu3dt be cultivated:

a. An awarene32 of the multiple and critical roles that
having a shared and compelling vision and set of goals
can play in contributinmg to educatiomal effectivemess =
and of how far most educating institutions are from a
vision-driven reality today.

b. A deep awarenes3 that the process of deliberatiom
concernimg vidion and goal3 is profoundly enriched by
opportunities to Study and ponder viziom2 of an
educated Jew and of a meaningful Jewi3h existence that
can be found in Jewi3dh religioud® thought and in the
products of the Educated Jew Project:.,

c. An appreciation that engaging in this procedz of
deliberatiom in the right way i3 itself anm
intringically rewarding opportunity te grow as a Jewish
human beimg.

2. Rendlgpmemt «of tithe Krooviketige-dase aanil dihe cumnioulbayr mesoiuress
needed to help appropriate educating institutiems (a@nd the
agencies that suppert them)) carry through a serieus geals-agenda.

a. The requisite knowledge=ba3e and resources must be
developed with attention to the preoject3s asaumption
that a 3eriou3d goals=-process includes as an integral
component ((and not as an aside or as a kind of
perfunctory bow to Traditiom) significamt encoumters
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Wwith conceptions of Jewish existence found withim
zlaggical Jewish texts, Jewish philosophhy,. and the
producte of the Educated Jew Project. The knowledge-
base mu3t identify the kinds of conceptions and ideas
that might infu3e efforts to address questiom= of
vision and goalg, ad well as strategies for
smccessfully achieving this infu3iem.

b, The reguisite knowledge-ba3e and resources need to
encompass ideas concerning at least the followimg: the
imastitutional pre-condition3d for taking on a goals—
agenda? models that articulate the nature of work
with imstitutions around a goals agenda, what would

count as succesg, and the role of *"coachez™ in that
process; possible levelgs of intervention and available
strategies at different levels - along with

considerations pertimemt to determining level and
strategy; the effectd ((wnintended and intended)) of
engaging in a goal3-process, a3 well a3 predictable
tensiomz, concerms, and obstacles that will need to be
contended with; the 8kill3, knowledge ((Judaic,
pedagogical, and other),, and 3en3ibilitie3 needed to
"owmach™ an institutiem; evaluation-insStrumentd® that
will forward the work of institutioms in relatiom to
goald and offer meaningful indices of progress.

Building on progre32 made with goals 1. and 2.,

3. Recruiting and training appropriate individuals to serve as
coaches to institutions embarking on a Goals Agendin.

4. Develep a network of appropriate institutiens pursuing a goals
agenda under the guidance of the coaches identified and traimed
by the prejeet. This is toe be accompanied by on=going study of
what happens with an eye toward developing an increasimgly rich
and fruitful body of lore.
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ACTIVITIES ASSOCIATED WITH EACH OF THE PRINCIPAL GOALS

Goal 1: Towards a goals=sensitive culture and discousrss..

Seminars, conferemces;, werksheps, presentatioms aimed at
carefully targeted constituyemcies.. This effort must inelude the
development of a range of strategies and materials that will
enrich these activities and make it likely that they will have an
enduring and fruitful impact ((rather than being interesting
evente that may have no after-life). One of the challenges here
is to find ways to more fully expleit opportunitiesz that come ocur
way - for example, with the Atlanta high 3cheel er with
Baltimore's upcoming central agency retreat = te nurture a deeper
appreciatien of the importance ef gealz and hew they eanm
fruitfully be approached.

Develepnant, preoductiem, and dissemination of articles and
boocks and other materials <that in cempelling ways help to convey
the insights and nurture the culture we hope to estabkliisih.. This
should be assumed teo ineclude the develeopment of strategies and
materials that will make it likely that these decuments will be
used in powerful and apprepriate ways. Below are some
representative activities:

Publication of the Educated Jew papers and the
development of additiomal papers in the same general
genre that will educate and stimulate theoughtful
deliberatiem. Aleng with thia, the develeopment of
materials, strategies, and exercises that will enhance
the usefulness of these edgays in work with lay and
professiemal, communal and institutiemal,,
constituencies.

A vivid case=3tudy == perhap3 a videso =- of what
happemed,, and especially of the goecd that came abeout,
when an institution underwemt a seriocus goals-processds

An *“educationmal utcpia™ ba3ed on, 3ay., Greenberg3z
idea3d = a vision=driven institution organized around
his ideal. Or perhap3 a bock that ocffers three or four
different way3 Greenberg’3 ideas might be u3ed as
guidez to educatiomal change.

A careful effeort teo ensure that all dimensiens of CIJR's
work in such areas as perscnnel develepmewnt, community
mobilizatiam, and Monitoring and Evaluation are sensitive te and
advance the concerms at the heart of the Geals Projeck..

Goal 2: Develeping the knowledge-hase and curricular reseources
needed to facilitate a goals-preecess in an educating institutiom.

Pilot projects/Case studies: Carefully menitered and
documented work on a goals agenda with a few carefully selected
institutions.
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High-level seminars designed to examime, improwve, and learn
from the work going on in the field and to work to work towazds
the development of materials and strategies that will forward the
work. It will be especially important to develop effective ways
of engaging institutiomal participamts in S8eriou® reflection om
Jewish content and practical deliberatioms that build om thia
reflectiom. [[See, in this connectiom, Marom's companiom piece
which specifies important kinds of engagement with Jewish contemt
that need to be encouraged among communal and institutiomal
constituencies. A major challenges is to discover productive ways
of engaging them in such study and reflection and infusing their
practical deliberations with themes and questioms that emerge
from such study.]]

Careful written accounts that distill what is learned
through the preceding activities about the nature of the worl,
about useful strategies, about obstacles, about foreseem and
unforeseen outcomes, about the nature of effective coachimg, and
about the characteristics that make for a good coach.

Basic and applied research activities designed to illumimate
our understanding of such matters as the nature of work with
educating institutions and communal agencies and the kinds of
outcomes to be sought; the kinds of philosophical ideas about
Judaism and Jewish existence that it would be fruitful te infuse
imto imstitutional and communal deliberatiaoms, along with ideas
about how to effectively do this. Also efforts to produce
appropriate tools =-- especially, for example, in the area of
evaluatiom..

Goal 3: Identifyingy, recruitimg, and training coachas.

Workshops and seminars that include immersion in the
philesophy of the project and in the work of the Bducated Jew
Project, a lot of work with cases designed te help participamts
become more adept at judging whem, where, how, and why to
intervene; opportunities for clinical woxk. The trainimg build3
on and use? understamdimgs, materials, and strategies developed
through the work 3ubsumed under Geoal 2..

Goal 4: Towards a network of vision-driven institwtienss.

Develop criteria to determine appropriateness to undertake a
Goals-process under our auspices.. Thi3 meam3 articulatimg
principles cof readines2 and sSeriou3me3d:.. It may prove
appropriate to establish differemt levels of participatieom
depending on the institutiom's readined3s=3tage (rather than
taking an all-or-nothing stance)).

Identify appropriate institutions through a process we need
to determina:..

Pair institutioms with coaches so that the work can beginm



and work out financial and other logistical arrangements.

Periodic seminars, workshops for the coaches that afford
opportunities to share and examine what they are learning, to
explore pertinent problems, to contribute to our own knowledge-
base, and to become acquainted with new ideas.

Periodic opportunities for key stake holders in
participating institutions to actively network and to learn from
one another's experience.
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GOALS PROJECT CONSULTATICON, July 1995

BACKGROUND

Against a background of some uncertaimty concermimg both the
future direction of the Goals Project and the best way for the
Mandel Institute and CIJE to collaborate om this project:, the
primary tasks of this consultation are:

a. to arrive at a shared sense of the project"s missiom
and the goals that flow from this missiom:

b. to arrive at a shared sense of the principal
activities through which the project's missiom and
goals will be achiewed.

c. to arrive at a shared sense of the roles of CIJE and
the Mandel Institute in the development of the preject
- - in determimimg, implementimg, and evaluating the
project's priorities and activities. Included here is
the identification of mechanisms that will facilitate
more effective communication and coordimatiiem.

d. to deepen our understanding of what is involved in
working with institutioms around a serious goals-
agenda, with an eye towards refining our understamding
of the ekills, understamdimygs, bodies of knowledige,,
and sensibilities, needed by coaches who guide the
efforts of institutioms.

Preliminary discussions of this set of tasks have suggested
that a better understanding of item d. may be invaluable when we
consider items b. and c¢., and therefore the ==gmuremre for tihe
proposed agenda looks like this:

1. MISSION AND GOALS OF THE GOALS PROJECT

2. WORKING WITH INSTITUTIQNS: THE NATURE OF THE WORK (with
participation of Rob Torem)

3. THE PRINCIPAL ACTIVITIES THAT THE PROJECT WILL UNDERTAKE

4. CONCEPTUALIZING AND OPERATIONALIZING THE CIJE/MANDEL INSTITUTE
COLLABORATION IN THE GOALS PROJECT

Our work can be considered a success if we can achieve a
measure of closure concerning cur missiem, our principal
activities, and our collabhorative relatiomsiigp. Closure of a
desirable kind implies: a) genuime agreememt among those presemt:;
b) decisioms made honor existing commitmwemts; c) decisioms made
forward the CIJE agenda. The agenda is filled out beleow.,
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would hope to attaim, etc.

or ii, considering some actual cases that relate
ko our on-going work, e.g. the Atlamta
consultation relating to a new high school
the upcoming set of workshops for Baltimore's
central agency: issues arising out of Marom"'s
work with the Agnon School: the way to
approach our upcoming work with select JCC
camps..

e¢. An attempt to draw out some general poimtss,
hypotheses and questions concerning the nature of
goals-oriented work with institutioms, concermimg
institutional preconditioms, etc.

d. Based on foregoimyg, revisit questionm of the
characteristics needed by coaches.

3. Determination of priorities and activities
With attention to our discussioms under items 1 and 2,
identify priorities and activities that should defime

our efforts in the foreseeable future.

4. Determining roles and relationship of CIJE and the Mandel
Institute in the development of the project.
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MEMO TO: Alan Hoffmann and Barry Holtz
FROM: DP

RE: GOALS PROJECT PRIORITIES

DATE: June 135, 1995

This is a follow-up to a preliminary conversatiom Alam and I
had concerning Goals Project priorities for the coming year. Im
general terms, the situation is like thisz there are a number of
things in the hopper, some of them definite and some of them less
certain. If all of them actually come about,, we may be on over-
Iload, but it's not clear that all of them will come about or what,,
if they do come about, they will demamdl.. More importamtlly, givemn
the number of activitiea we will potentially be involved with, we
may be in danger of losing focus -- of diffusimg our limited
energies and finding ourselves in a reactive mode (esimply
responding to requests that happen to come our way). It is
therefore critical that we step back and determine what we believe
it most important to focus on in light of resources, capaciity, and
needs . Thie will, I hope, be at the center of the upceming
conversation between the three of us.

As background to our conversatiom, I will de the fellewimg
below: a) lay out our projected activities; b)) identify the 3 majew
directions which, in varied combinatioms, we might pursir:; @)
discuse how we might reasonably proceed in relatiem to the largew
purposes of the Goals Project and CIJE. My heope i that by the end
of our July meetings, if not before, we (a "we" that ineludes oux
Jerusalem partners) will emerge with an agenda that feels
sufficiently shared, clear, meaningful, and de=able te permit ua te
move along expeditiously.

In sketching out the range of things we are thinking abeut and
or commmitted to doing, my intentien is te put before us the kindws
of data we need toe deliberate eeneerning eou¥ Pprierities and
possibilities. But in additien te this and £for Ppurpoaes of
stimulating oome pertinent diseussion, I alse put £ferward a
subbstantive proposal towards the end of the docurent. This propeaall
explores a possibility that Alan and I briefly eensidered during
our New York cenversatien =~ namely, what weould the Geals Prejeek
look 1ike in the immediate and leng-term future if we take
seriously the eeneerns we have been reeently diseussed regardinyg
our immediate readiness to preeceed with the ecaching-adenda? Whak
weuld the Geals Prejeet leek 1like if the ceaching-agenda were hek
the center-pieee (@t least in the shert runh? I am aware Ehat the
prepesal T make may be pelitieally preblematie, but I will rest
easier knewing it has at least been serieisly eensidered:.

I leck ferward te diseussing these matkers With you.
PROJEECFED ACTIVITIES
1. Milwaukee.



Fron: Daniel Bekarsky at ©08603328044044 © 06-25-95 18:22 jm
To: CLJE at @ 12125372646 9 665 of @13

begun to come into focus. There is now serious conversation going
on @@n@ernlng Beth Torah —— a Hebrew=-oriented supplementary school
that is made wup of children from three major Conservative
congregations in town (®ark., Bnai Yeshurum, and Beth 2am). In
recent years, children have gone to their respective congregatioms
for Sunday programs (with a non-Hebrew emphasi®) and to Beth Torah
during the week. The question is whether Beth Torah should survive
at all., and if so, in what form. As Toren and Gurvis see it, this
question needs to be addressed in relation to larger iesues of
comminity- and institutiomal-goale.. In conversatiom amongst
themeelves, they began thinking that perhaps CIJE could be helpful
in this process.

%. Wexner Seminar

I will be involved = as will all of you = in the Wexner
retreat scheduled for early December. As best I canm tell,, this is
a one-ghot deal, and that my primary work will be in planning and
preparing facilitators for the very first sessiom. This is an
opportunity to communicate the importance of vieion/goals to the

Wexner graduates =-- but Lauffer (or ie it Lauffmam?®) has eaten
away at esome of the program's potentlal with hia own program
conceptiom. It ma worth our onversation abeut whether

we would like to smee our involvement with this effeort as the
beainning of a longer-term involvement with the organization or ite
araduates. I met with Paley and lLauffer last week in NY,, and I have
a meeting in New York with Paley scheduled for the Menday after ouyx
August 25 meeting-.

&. The JCC Seminar

Some time this fall or winter ie the projected seminar fer a
number of JCC institutioms. I am not entirely clear at this peimt
a) who will be participatimg: b)) what would count as a desirable
outcomey and ¢) what follow=up work is imagimed. [Nete: sinee
drafting this paragraph, Barry has clarified some of this for me,
but I would profit frem further conversatioms.l

7. Furthering the €eaching-agenda.

Three projects are in the planning. The first is the small
seminar scheduled for mid=July, intended for us, fer the Mandel
Institute folkse, and for Scheffler. My understanding is that eur
challenge at this seminar is to further clarify the work of coachewn
with attentien te three issues: a) what skills, understandirgss,
sensitivities, ete. do coaches need?; b)) what's the best way to
train them?; and against thie background and more practically, e)
whe sheuld be reeruited, how should they be traimed, and whem
should the training begin?

The seeond prejeet (whieh tentatively presumes a eertaim
answer £e guestien €.in the preceding paragraph) is that in January

4
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b. Encouraging and facilitating work with lucating insetitwtiorms:
the coaching agenda. The coaching-agenda is concermned with helpimg
a seriously committed educating institution make seriocus progress
on a goals—~agenda with the help of a CIJE-traimed professicrsl..
The work of the Coach has been the subject of our discussiom om a

number of occasions, moat notably in Cambridge in Febrwanry,, 1995%..

c. The Community Vision agenda. There has been a lot of interest
on the part of a number of our constituenciea in the subject of
Yeoemmunity-wision"s what would it mean - and how would it help - teo
be "a vision=driven community", and how might such a vision arise?
My recent paper on the subject is an attempt to try out some ideas
concerning what it might mean to pursue this agenda in a reasonably
Serious way.

REFLECTIONS ON THE MENU

Uncertainties,. Various uncertainties contribute te the
difficulty of choosing from among this menu of possibilitiem.. Most
motably, when we scan the list of activities that we'we projectwd,
it is net clear whether each and every one of them will pam out and
what will groew out of those that do pan out. As am example of the
latter peint, even assuming a slew of Goals Semimars that excite
tepresentatives of communities and educating inetitutioms, we dom"t
knew hew many imstitutions will be eager and able to take the next
step = to commit to a serious Goals Agenda will require; and this
uneertainty hae a bearing en the number of coache®s we need to be
cultivating.

€Censideratieps relevant te prioritization. In the face of
Swe€h wuwhneertaintiea and limited resources, it is all the more
impertant that we be very clear about what our priorities are, 8o
that We knew hew te reacet to the possibilities that come our way
and €an set abeut systematieally shaping the projeect's future. Feor
witheut an everall game=plam, we may well get eaught responding im
an ad hee way te varieus requestes that eome our way. Prioritizimg
SuE pessible efferts and weaving them inte a eeherent plan sheuld
be based on sueh matters a8 1) outstanding commitments and
expectationn; 2) foreseeable centributien te the larger CIJE
agenda and, mere narrewly, te the outeomes we envisage for the
Goals Prejeet:r 3) hnecessary and available regsureewn, ineluding
time, MORBY and competence.

Nete that we have diseussed these matters before == Rost
&xtensively st our Nevember 1994 meetings with Seymelr and Amnette
(s6& the appsndix te this decument for the relevant text frem that
diseussien). Based on that diseussion and on ou¥ experiemee sinee
that time é@ﬁ@i@&iﬁa recent eonversatiens with Beymowr), I will
propese a 5-Year Plan £6¥ the Geals Prejeet that sheuld guide eur
dscigiensd and alleeatien of energies.
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*4., The development evaluation tools (that would be
usable in the future by other institutioms undergoing a
change process). These tools would include:

a. an instrument for taking an initial
snapshot of an institutiom, a look at reality
that focuses on avowed gecals, on their

implementatiom, and on educational outcomes:;

b. an instrument for assessing the results of
having engaged in a serious effort to bhecocme
more goals-sensitiwe..

5. The development of a cadre of resource-people,
identified and cultivated by CIJE who have beem, and will
continue to be imvolved in helping institutioms become
better organized around a Goals agenda.

6. Guided by the resource~people identified in 5., an
expanding community of partnered institutions, each
engaged in a goals-agenda and offering their experiences
and their ideae to one another on a regular basis.

In the first stage ((1-4)), the thrust of this plan is to do two
thingss

a) to emphasize, expleit, and expand the Preoject"'sn
potential to raise consciousness concerning the
importance and role of vision and goals in Jewish
educatiom. This would include an ongoing effort to
improve our Goals Semimars, with special attention i) te
finding ways of introducing more serious study inte them,
and ii) to developing follow=up activitiews. In additien
to enabling us to identify inetitutiomes that seem
promieing candidates to engage in a serieue geals=
process, thies effort will contribute to the Cemmunity
Mobilization agenda. Als®, depending en the outcome of
future deliberatioms, it could alseo inelude a Ycommunity=
vision"“ dimemnsiom.

b. te use a 1limited hnumber of case=studied as
opportunities to build eur knewledge=base concerning
various matters, includimg: the nature and eesnditiems of
change, the role of coaches, evaluation=strategies, and
the like.

in the secend stage. the achievements at the first stage weuld
become the basis for training a eadre of coachen, fer extensive
werk with varied inetitutioms, and for the eealitien-idea.
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APBENDIX: OUTCOMES-DISCUSSION AT THE NOV. 924 MEETINGS

Thig examination began with Pekarsky offering two differemt
accounts of what Goals Brojeest "success” might look like. A) The
Firat, prompted by a comment by Annette Hochstein in the first part
ok the day, set forth some very general long-term goals (that were
mot, at least by desigm, tled to the October plan.

B) The second identified what success might look like if we fully
exploited the potentialities of the October-plan.

8 = three were identified:

1. Increasing numbers of institutione organized aroumd
a goals-agenda that includes serioug wrestlimg with
issves of content.

2. Heavy emphasis in communal planning processes om the
place of goals in Jewish educatiom.

3. A National Center for the Study and Developmemt of
Goals for Jewish Education (or the "Center for Research
im the Philcecphy of Jewish Educatiom™)).. The Center
wouwlldis:

a) conduct original research concerning the
goals of Jewish educatiom, as well as
concerning implementatiom, and evaluation.
Such work might, for example, include a Jewish
version of the two HORACE books or Carnegie's
"The Future Ae Histoxy™ chapter;

b) develop strategies to dissemimate its
research findings in ways likely to make am
impaets

€) educate key profesasional and lay
congtitueneies concerning matters pertaining
to the goals-agenday

d) develep and make available expertise that
will inform the efforts of communities and
inetitutions that seek to becone more
adegquately organized areund a geals-agerd.

I, €ase=-studies 6f institutional efforts to becore better °
organized areund a geals-agerdh.

2. Sut of the first-erder werk iR institutioms amd its
analysis iR €the &ase-gtudiewn, we weuld aequired am

ib
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constituencies, etc.

i



SUMMARY OF CIJE GOALS PROJECT MEETING, Oct. 21, 1994
UPDATE

The update covered developments since the Goals Seminar in
Jerusalem.. It began with a brief survey of what had happened with
the three communities that had been heavily represented in
Jerusalem.

It was observed that while not a great deal had yet happened
in Baltimore or Milwaukee, there had been a measure of progress.
In the case of Baltimore, a spring kick-off for the Goals Project
has been planned with some kind of a major event. The
possibility of bringing Pekarsky and/or Fox for this event is
something they have been discussimg. In Milwauwkes,, there was
virtually no activity, except for a single meeting that didn't
seem to give rise to much, until a planning meeting at the tail-=
end of September to which DP was invited. There plans were made
to divide up the work of engaging different possible candidates
for the local Goals Seminmaxz, and it was agreed that a series of 4
seminars would be launched in January. Pekarsky agreed to
prepare some materials to help them in their effort to generate a
clientele, as well as to come down once or twice between now and
January to meet with representatives of institutions that may be
interested in participatimg..

In passing, it is noteworthy that the Milwaukee-folk
requested that we consider the possibility of exempting rabbinie
leadership from the local seminars, fearing that an insistenee
that the rabbis participate might "medluce overall participatien on
the part of local imnstitutioms. At today's CIJE meeting, we
decided against their suggestion on the grounds that without
strong rabbinic imvolvement no serious effort would be likely te
succesdl..

In contrast to Baltimore and Milwaukes:,, Cleveland has really
moved ahead with the Goals Project. 1) A seminar for leeal
educational leaders has been organized arcund the theme of geals,,
with Ackerman appointed as semimar-leader. That seminar has
already met once. 2) CIJE has been approached by the Agnen Scheol
concerning the possibility of participating with it in a venture
designed to make it a more vision=driven institutiom, and foer us
to learn through the partmersinip;; 3) Rob Toren has developed
documents which, when distributed, will invite lecal institutiens
to enter imto a partnership with the JECC towards the development
of vision-drivenmess.

With respect to Clevelamd, we noted the importance of
getting back te Agnen ASAP concerning their interest in werking
with us. Though we as yet have nothing conelusive te eenvey te
them, to be in touch with them is eriticall. Heltz will fellew up
on this. It was also noted that Ackerman has indiecated that he
is not entirely comfortable leading a seminar organized around a
Goals~-agenda, and that it might make good sense for DP to cffer



in such a venture on the part of Lee Hendler's congregation in
Baltimore, Jay Roth's JCC camp in Milwauwkes,, and the Agnon School
in Cleveland; and there was conversation about the possibility of
being imwvolved in Atlanta with a projected venture to open Hebrew
High Scheoll..

3. "Uommunity-visiom™ agenda. In Jerusalem as well as at our
Program and Content sub-committee meeting in early Octclher,, there
was great imterest in the subject of "community-vision,™ with
imdividuals as different as Jerry Steim, Dave Sarmat, and Maurice
Corson all speaking to a pressing need for communities to make
progress on this matter. This was not, as we understoumd], at the
heart of CIJE's imnitial conception of the Goals Project agemds..
But given the urgency felt by many concerning this mattesr,,
perhaps it needs to be given a more prominent place in our
efffortts..

1. Spreading the news. The Goals Seminar in Jerusalem introduced
3 well-represented communities and 2 not-so-well-represented
communities to the Goals Project. Perhaps other communities
should be imtroduced to our efforts via an America-based
conference that resembles the Jerusalem Goals Semiman..

5. Use of tthe Goals/Vision theme to engage lay leadership in
efforts to improve Jewish educatiom..

Of these varied possibiliities,, all but #5, which needs to be
further fleshed out, were discussed],, and we emerged at the end of

our deliberations with the tentative conclusions summarized
belomaw..

FUTURE DIRECTIONS

A. The development of capacity and prototypes. Recognizing
the meed meaningfully to honor outstanding commitmenits, we felt
that we needed to pay special attentien to the fecundity—=
criterion im making our decisions. With this in mimd,, and
recognizing what we do and do not know and have in place at
present, we flelt that the next two years or so need to emphasize
the development of capacity and prototymes. That is, our
immediate challenge is to develop basic skills, understandiingss,
and resources ((hmman and other)) that will facilitate the pregress
of this project. Concretely, this might mean the felloewing::

1. Conceptualizing, organizing, and calendarizing &
program of study for CIJE staff (@nd other key
individuals) around Goals Project themes. The program
of study would be designed to help us develep an
approach or a battery of approaches in whiech we have a
measure of confidence == critical if we are to woerk
with imstitutions and/or work effectively with
"ooaches"™ or other resource peeople. Among othey
things, this program of study weuld invelve



leading the local seminars planned for this year..

2. Identification and recruitment of resource-people
from among senior educators in the U.S. who might work
with our project..

3. The conceptualization and actual development of our
own program of study.

4. The identification of imstitutions we want to work
with as prototypes and to negotiate with them towards
such an agreememnt. Along with this, the development of
a process that will ready them for this work..

5. The development of a summer seminar for the
resource-people we identify..

®.Day-to-day logistical and administrative mattenss,
imcluding communication with various institutienrss,
communities, the Program and Content sub-commiittess,
etc. concerning Goals Project issues.

While existing CIJE staff may be able to help ocut with some of
these matters on a short-term basis, we recognized a critieal
need for additional CIJE staff to work on the Goals Project..
Without such staff we will have to drastically curtail our agenda
== or else doom curselves te very mediecre werk..

Against this background, we focused some prelimimary
attention on the kinds of people who might prove suitable for our
work. Depending on availability, we could imagine hirimg either
& partner to DP in this effort or someone whe weuld be an
assistant. A number of names surfaced, ineluding Mari Blecheyx
and Debbie Kerdiman (thoth of whom have worked with Lee Shulman) -
There was also an interest in seeing what might emerge in ouy
conversatien with Gersteim.

I THE SHORT RUN:
1. DP will speak with Marom and Fex this Menday..

2. DP will draft and distribute fer cemment a summary of eur
Meetiimy..

P. Pekarsky will cemmuniecate to Milwaukee eur belief that Rabbis
need te be iavelved and will send them "copy" te be used in Eheir
eftorts te reeruit £elks for the Geals Prejeect semimuiss..

4. Heltz will be in teueh with the Agnen seheel..

9. Pekarsky will eall Gerstein te €y €e arrange a Eime Eo WRRN.

. We plan te emerge frem 6u¥ m@@Eiagg with Seymeur Fex iR
Nevember WitR a €lear werk-plan fer Ehe year ahead.



SUMMARY OF CIJE STAFF MEETING ON GOALS PROJEET (with Seymour Fox and
Annetie Hochstein), New York Nov, 1994

This purpose of this mesting was to arrive at a 1995 Work Plan for the Goais Project that
is anchored in an adequate conception of the project. The meeting began with a status-report that
focused on three matters; a) outgrowihs of the Jerusalem Seminar, with speeial attention te
developments in the represented communities; b) the October plan, developed by die core CUUE
stafff in October, 1994; and ¢) recent conversations between Pekarsky, Fox, and Marom winich
suggested considerations to be considered in our review of the October Plan and the overail
conception of the Goals Project. Because the outgrowths of the Jerusalem Seminar and the
October plan are described in some detail in the document summarizing the October Staff
Meeting, this summary proceeds immediately to item ¢), which concerns questions posed by
Seymour Fox in recent conversations, questions which offer us useful lenses to use in the
planning-process.

SEYMOUR FOX'S QUESTIONS

1. Success, What would Goals Project success look like after, say, 3 years? As noted in our
discussion, this could fruitfully be interpreted in two different ways:

a) If the Goals Project is understood as no more and no less than the path
identified in our October meetings, what would optimal success look like? What
would we have accomplished?

b) Does a) exhaust our expectations of the Goals Project ——or is dhere more that
we hope for that might not be captured in a)? If so, what is this "more"?

Jointly, a) and b) ask us to try to identify the larger conceptions that should inform the
Goals Project?

2. What is the relationship between the Goals Project (as articulated in the Qctober meetings) and
the work off a) the Monitoring, Evaluation and Feedback Project and b) the Educated Jew
Project? More narrowly, how might these projects serve as resources to the Goals Project?

3. The five levels and our work. The Educated Jew Projeet has identified five intimately inter-
telated levels pertinent to the work of that project and to the Goals Project. These levels are:

PHILOSOPHY

PHILOSOPHY OF EDUCATION
TRANSLATION INTO CURRICULUM
IMPLEMENTATION

EVALUATION

At whieh of these levels does the October Plan operate? Optimally, at what levels should we be
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2. Out ot the first-order work in institutions and its analysis in the case-studiies, we
would acquired an articulated body of lore that inciudes:

a. strategies and models that can guide efforts at institutional
improvement;

b. identification of skills, understandings, and aptitudes that are
needed by those guiding the process of change;

¢. identification of institutional “readiness-conditions” if
meaningful change is to take place;

d. documentation of some of the effects (expected and unexpected)
of taking on a goals-agenda;

e. identification of important issues, tensions, etc. that need to be
addressed, either by institutions embarking on a change-process or
national organizations like CIJE seeking to catalyze this kimd of
change.

3. The development evaluation tools (that would be usable in the future by other
institutions undergoing a change process). These tools would include:

a. an instrument for taking an initial snapshot of an institution, a
look at reality that focuses on avowed goals, on their
implementation, and on educational outcomes;

b- an instrument for assessing the results of having engaged in a
serious effort to become more goals-sensitive.

4, The development of a cadre of resource-people, identified and cultivated by
CIJE who have been, and will continue to be invoived in helping institutions
become better organized around a Goals agenda.

S. From among the institutions identified in #1, a community of partnered
institutions each engaged in a goals-agenda and offering their experiemces amd
their ideas to one another on a regular basis.

6. A broad awareness among critical constituencies at a variety of levels
concerning the importance of the goals agenda, of its feasibility, of work being
done in this area. This dissemination to be accomplished via publications, filon,
conferences for different constituencies, ete.
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DISCUSSION

Gur diseussion took plase against the general background defined the matters discussed
above. Below I summarize some of the major themes and decisions that emerged in our
disewssion, and then I concluds with a draft of a work-plan that tries to be faithful to the spirit of
our deliberations.

1. Supplemanting Our resources,

The comment was made that CIJE, and the Goals Project in particular, should identify
and make maximal use ofavailable resources that exist outside the immediate CIJE orbit. We
should, it was suggested, make a careful inventory of such resources/opportunities. Such am
inventory would include such individuals and institutions as Israel Scheffler, Miike Smitlh, amd
e Wexner Heritage Foundation. There seenied to be significant interest im explorimg the last of:
the possibilities.

2. The Center-idea.

Excitement and angjety. It became clear in our conversation that many of the tiings
idiemtiffied as central to our October-plan could be folded into the work of the Center discussed im
the lanper conception defined by 3 long-term goals. There also scemed to be comsidierable
excitement about such a Center as a2 home for various Goals-related efforts. But at e same time
as the fairly comprehensive agenda identified in preceding discussion seemed exciting, it
provoked some serjous concern. The work defined this agenda is, to say the least, sufrstzmtial =
it is much more than CIJE can reasonably take on, given its current shape and prietities. Twe
mightmares threaten: I) that we don't do all that the agenda calls for and end up doimg a medioore,
or radically circumscribed, or otherwise disappointing job; 2) that we allow the Goalls Project to
“take over" the emergies off C1JE, thus distorting the overall character and direction of the

gnlerprise. :

The spinninp-offfidea, Neither of these options being acceptable, and in the tadition of
the Mandel Institute, it was suggested that the Goals Project agenda might best be eaitiied
throwgh iff it was "released” from CIJE and given a quasi-autonomous status (with stromng ties of
various kinds to C1JE). This Center would draw on some of the expertise and resousces currently
invested in CI1JE, but it would also develop ties with, and seek out resources from., otther
institutions and individuals.

Of particular interest was the suggestion that such a Center could be establisied. im
cooperation with CIJE and the Mande! Institute, at Harvard. So interesting was this possibiliiy
that Seymeur suggested testing out with Israel Seheffler at the end of the weelk,

Project or Center. There was in this eonneetion serme diseussion of whether it mright be
wiser; in our eonversations with Harvard, initially to speak in tetens of a projeet thaic mright
eventually Fse to a Center. This prejeet would in its initial stages foeus on 1) furthering and
studying cur werk with a seleet number of prototype institutions: 2) identifying and edhueating
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While we did not feel that our enterprise could be shaped by pre-existing commitments,
these commitrents need to be honored; and the challenge is to honor them in a way that wall
forward our own agenda, These outstanding commitments include the followimg:

a. 4 seminars in Milwaukee, with the possibility of more intensive work with
"graduates” of the seminar that meet our standards for participation at this next
stage.

b. Agnon??

¢. Possible involvement with Cleveland's Goals Seminar

d. Helping to launch Baltimore's Goals Seminars in the spring (with possilble
additional expectations flowing out of last summer’s promises).

¢. Milwaukee's JCC??

f. Some kind of support to Toren's efforts in Cleveland to develop a goals-agenda
with two congregational programs.

6. Other interesting possibilities.

\!r}-d

a. The Atlanta JCC Camp.
b. The Baltimore congregational program. ’

¢. The new Atlanta Day Schoo] possibility.
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PEKARSKY'S TAKE ON] THE SENSE OF THE GRQUP: BASIC DECISIONS
1. CUE should design and establish a Center for Philosophy of Jewish Education.

a. The Center will conduct and disseminate the results of research pertaining to
the goals agenda. It will cultivate and make available the kinds of expertise that
will be useful to institutions and communities undertaking a goals-agenda. It wilk
educate varled lay and professional constituencies concertiing the importance and
character of a serious goals-agenda. Through such varied activities, it will place
the conversation on goals at the center of efforts to improve Jewish education.

b.CIJE's tole is to strategize, design, enable, and create this Center, which will
eventually exist in a loosely coupled relationship to CIJE.

2. CLJE has promtises to keep =~ particularly to communities that participated in the Goals
Seminar this summer in Jerusalem. These promises muist be kept in ways that will forward our
broader agenda.

a. To keep our promises means to launch and/or to participate in, and/or to
coordinate local seminars in Milwaikee, Cleveland, and Baltimore; to work in
some fashion with Agnon; and to engage in an intensive pracess with institutions
that emerge from local seminars as promising candidates for intensive work:.
Institutions that do so emerge wotld probably qualify as "prototype-institutions."

b. The impact of keeping these promtises, over and beyond our maintaining our
trustworthimess, will include increased awareness among participating institutions
of the importance of serious attention to goals; a measure of change among some
participating institutions; the identification of one or more institutions ready for
serious change-efforts; a lot of serious learning on our own part.

3. Developing capacity is a very high priority and must be at the center of our efforts,

a, Developing capacity has at least 3 dimensions: a curriculum of study for CUE
staff; the identification and cultivation of a cadre of resource-people who will
work with us; learning more about the nature of the enterprise through work with
what we have called prototype institutions.

b. In our first stage, the identification and cultivation of personnel and our own

leaming-cumiculum should have a very high prierity. We should not be quick to
take on maore than one or two prototype institutions at the very beginning.
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iv. Summer Seminar for CIJE staff and for resource persons (July
95}

v. Pair resource-persons with prototype institutions (July, '95)
vi. Winter-seminar with resource-persons (Dec.95)

c.. Learning through prototype institutions
i. Begin with one or more institutions to which we may have
preexisting commitments.
(Januamy-fune, '95)
il. If and only if we have sufficient personnel after meeting
requirements of #1.

identify other institutions. (Summer '95)

iii. Identify institutional representatives who will work with CIJE
(Summer, *95) and hold seminar with them (Fall, '95)

BY THE END OF '95:
1. We will have completed local seminars to which we've committed.

2. We will have established the Center for the Philosophy of Jewish Education -—or a project that
is moving in that direction.

3. We will have identified from 5 to 15 resource-people to work with educating institutions
and/or communities, and we will have participated with them in a process of learning and toolimg

up.

4. We will have planned and engaged in a curriculum of study designed for CIJE staff (and. if
timing is right. for some of the individuals identified as resource-people.

5. We will have identified one ot mere prototype institutions, either through the local semninars or
through other means, and we will have assigned some of our new resource-people to work with
these institutions. We will also have begun to work with the person designated by these
institutions to work with us.
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SMMARY OF CONSULTATION CONCERNING GOALS PROJECT
CAMBRIDGE, MA, FEB. 1995

INTRQDUCTION

I"m not swre whether it's physical anthropologists or
paleonteologists who txy to turn a hodge-podge of bomes that they
come upon imte a dinosaur -- with a few bones left over; but it
occurred to me tomight that this is the way I feel about the
effort o reconstruct our discussions. I return to my notes and
discover a slew of miscellaneous commemtss,, half-comments,
question-marks, and unintelligible scribblimgs; and then I do
what I can to turn them into an something that makes semnss,
probably connecting some elements that may not have beemn
commected during the discussion and omitting any number of items
altogether —— either because I can't figure out how they fit in
or because I simply don't remember them. The extent to which it
ends wp reflecting the discussion's content and structums, I'm
mot sure. Anyway, here goes......I begin with a very brief summary
of my opening comments, and then move on to an account of major
themes and questions that imnformed our discussiom. I apologize
im advance for cmissions and misinterpretaiticrss, but trust that
our discussion will surface them.

ROUND TO DISCUSSION

Pekarsky's imtroductory comments concerning the day"s agenda
tied the agenda tto some of CIJE's projected and annocunced
activities: namely, to work with select institutioms on what we
have been calling a "goals~-agenda™ . We would like to get clearer
concerning the mature of this work, with attention te the rele
that what we have been calling "coaches™ would play in this
process. While we are also imterested in the possibly very
frufitful contribution to this effort that might be made by CIJE's
Monitoring, Evaluatiem, and Feedback Preject, our primary concermn
today focuses on the coaches=-isyir, a8 we work towards am
understanding of the skills, knowled@ge, qualities of mindi, eke.
that we believe they need; clarity cenecerning these mathers will
be imvaluable in recruitment as well as in determining the
content, form, and length of their trainirg. If we can emerge
flrom the day with a better understanding of such matterss, we will
be better positioned to move ahead. It was alseo stregsed in this
imtreduction that the presence of Professors Scheffler and Howard
offered us with an oppertunity revisity, and thereby elarify
and/er revise, varied basie assumptiens that have been at werk in
tthe prejeet -- assumptions whieh may, fer better o¥ weonsso,
profoundly affect the esurse and sueeess 6f the epterpriise.

- Against this backgrewrd, and iR erder that all participamts
Might start the deliberatiehs with eneugh pertinent infFormativn,
Perarsky went on te summarize Seme basie assufptions of the Geals
Prejeet, notably, the four fellswing:



1. Educational goals can play an indispensable role in
guiding our efforts at educatiom. They help us to make
basie decisiens concerning persommell,, traimimgy,
pedageqy,, curriculum, etc.; and they provide us with a
basis for evaluating our efforts and rendering us
accountable for what we do.

2. Jewlsh education typically suffers from a variety of
weaknesses in this domaim: teaching assignments are
often made without goals in mind,, or with goals so
vague that they are compatible with most anythimg;; what
goals there are, are often not understood by or
compelling to key stake holders ({(@Encludii:r,” the
educators); the avowed goals are often not meaningfully
embedded in the life of the schoel, nor is it obvious
te participants how attainment of these goals is
connected to any guiding visien of a meaningful Jewish
existence..

3. Predicated on 1. and 2., CIJE has defined the Goals
Project as an Effort to encourage and support
institutional efforts to become more thoughtful about
their goals and to use them more effectively as a guide
to practice.

4. CIJE has also been interested in goals at the level
of the community (@md has discovered that there is
great interest in this matter on the part of some major
constituencies we deal with).

It was noted that the projected work with select
institutions would represent the third of a three=stage process:
a) the Goals Seminar in Jerusalem last year, designed to educate
lay leaders from a number of communities concerning the
importance of goals and present inadequacies in this area; b))
local seminars with representatives of educating institutions
from these communities,, designed both te enhance their
undersgstanding of these matters and te see whieh if any ef them
might be a suitable candidate for entering inte a partmership
with CIJE around a Goals Agendla; ¢ identification of such
institutions would usher in the 3r stage. Though by the d of
the Goals Seminar in Jerusalem, me:.€ than one institutien
expressed an interest in moving with us immediately te the third,
or partnershiyp, stage, we felt that a slower approach made good
sense for a number of reasoms, one of them being that it weuld
give us more time to build capacity (Wn the sense of beth
knowledge=base and personmnel..

As we have begun te think abeut what werk with inetitutiens
might look like, we have tried te artieulate some guiding
principles that might help te clarify what we're after or how we
might proceed. These have included the followima:



1. The attempt ko c¢clarify goals is eritieally
important. The process of clarifying goals should
engage participants in encountering and wrestling with
Jewish content issues, and it should culminate in goals
that the participants can genuinely and
enthusiastically understand and endorse. It 1is also
crucial that they be led to think carefully about what
is imvolved in embedding these goals meaningfully in
the life of the institutiom.

2. There are multiple routes to the desiderata
identified in a), amd though a coach may walk in with a
variety of possible strategies for engaging the
participants in the effort, which if any would be
useful would depend on a thoughtful assessmemt of local
circumstances. A process of serious self-study
(Wmtrstood in more than one way) would be at the heart
of the enterprise.

3. Rey stake holders - lay, professiomall,, and {where
relevant) rabbinic leadership - must be party to the
effort if it is to be fruitful.

4. The development of our own knowledge base requires
carefully monitoring what we do and what happens.

Pekarsky's comments ended with two concemms: 1) that when
issues of goals come up, there is often a strong tendency in a
diverse group to settle on a quick but very vague statement that
can generate a quick consensus;; 2) that institutional stake
holders are sometimes impatient with what may feel to them like
"@#m academic™ imsistence that they engage in serious study along
the way.

DISCUSSION=PART I

Goals, Aims, ete. An initial response to Bekarsky's
presentation focused on its inmattentioen teo possibly impertant
distinctions between goals (of different kinds), aims, and
visions (fwral and strategic). There was a sense amonyg us that
making these distinetions explieitly esuld prove usefwl == and
the distinction betwesn moral and strategic visiens turhed eut o
play an important role in eur diseussien ((later in the day)
concerning the role of Goale Prejeet eeaches..

Community- and Imstitutienal Visioms. Pekarsky's
imtroductory comments had distinguished between werk with
imstitutions and werk aimed at respending te aR interest
expressed by many peeple in addressing issues relating e
"asmnanity-wisieon!.. This distinetien and the attentien paid te
"oonmunity Vision™ drew a number ef helpful respemsess.

First, altheugh it was rightly stressed that the eonkent of




a community vision and an imstitutional vision might be very
differemt, it was also noted that the two are related in ways
that make it somewhat artificial to say that we will focus on
institutional visions but not on community-visioms:

a. the work of institutions in developing guiding
visions greatly benefits from their being located in
communities that are actively wrestling with issues of
visiom..

b. Educating institutions {({llike the one in Atlamts))
which view themselves as "community institutioms™
necessarily wrestle with what amounts to a "community
vision". Indeed,, their efforts at self-definition help
us to understand what a community-vision might look
like..

¢. Seminars of the kind being offered in Milwaukee
(wthich bring together lay and professional leaders from
significant institutions to think about issues relating
to educational priorities) may actually operate to
encourage movement towards some kind of a larger
community visiom..

Second,, our conversation {({oimed with earlier discussioms)
helped clarify ways of thinking about what a community-vision
might look like. Here are some possible elements:

a. A community=-vision might identify a language,, set of
practices, or commitments which, differently
interpreted, could be shared by different
constituencies in a community. Rosenak's essay
identifies some of the elements that might enter into
this shared universe. In practics, these shared
elements could be identified a)} through a process of
dialogue among the different constituencies and/or b))
by looking at what they are all, albeit in different
ways, already doing.

b. A central plank in a community=visien platform might
well be a proclamation of its commitment Lo encourage
its local educating imstitutions to work towards a
clear and compelling vision of the kinds of Jewish
human beings they hope to cultivate through Jewish
educat jom..

c. A community=-vision focused on Jewish education might -
move in two directioms {(or in a third direction that
gives place to both of them) =

1. Encouraging imstitutiens that fester some
generall, ecumenical conception of a Jewish
human beimg.



2. A pluralistic ideal: encouraging the
development of imstitutioms, each of which is
organized around a different conception of a
meaningful Jewish existence.. Note that taking
such a vision seriously may mean calling into
question the idea that our emphasis should be
on helping imstitutions featuring a great
deal of ideological diversity to find a
shared set of priorities; rather, the
emphasis might turn out to be on finding ways
to steer people who share similar priorities
towards like-minded institutioms. {A parallel
was drawn to certain formulations of the
magnet-school ide=l)) ..

3. Encouraging a pluralistic range in the
spirit of #2, but one thatthat includes
institutions that try to nurture an
ecumenical/general citizen vision {©f the
kind identified in #1}.

Which of these visions a community adopts may carry
significant implications for its decisions and for the efforts it

tries to

The

encourage..

problem of vaqueness. Pekarsky's presentation had

pointed out that the vagueness of the gecals proclaimed by
educating institutions precludes their offering much serious

guidance.

In the discussion it was observed that in another Egense

this vagueness might be fumctiocnal in that it allows very diverse
constituencies "to hang together". This comment elicited a
number of observations concerning the place of vagueness in the

enterprisee::

a) It is often asserted that the effort to get beyond
vagueness through becoming clearer abeout what we're
about would imevitably operate to reduce the populatien
of participating constitueneies. But is there really
strong evidence to suppert thie elaim? Might it in
fact be possible to work towards a substantially mere
substantive consensus concerning what we're after
without pushing aside significant constituencies? Has
this really been tried =--or has the netien that it's
impossible operated to prevent efforts in this
direetion?

b)

It was stressed that community-scheoels thakt are

ecumenical in their orientatiens are not neeessarily
vague or wishy-washy concerning what they ar¥e after and
what the content of education should be. 0n the
contrary, they may be capable of elearly identifvying
bedies of knowledge and skill whieh all graduates
should have, e.g., in Jewish histewry. In resporsw, it
was suggested that sueh elarity might be harder te



achieve in certain delicate areas that concern
normative matters, and that this might be particularly
true of institutions that make non-exclusion a strong
value. But to this it was responded that perhaps it is
okay ffor an educating institution to define itself as
deliberately vague or agnostic with respect to certain
matters (@t least so long as it is non-vague across a
great deal of what it does)..

c) Am additional point related to vagueness, one not
made in our meetimg, might also be worth notimy: while
vagueness of goals does often leave Jewish education
without a clear sense of directiom, we need to be
careful not too encourage so much specificy as to rule
out a measure of creative imnterpretation on the part of
educatars in response to the circumstances they face.

DISCUSSION-PART II

The second part of our discussion focused on issues relating
to the goals agenda in imstitutional settings and questions
relating to the character of what we've been calling "cocachimg™..
Discussion began with Daniel Marom's presentation which did two
major things:

a. it identified five different levels at which issues
telating to educational goals might be discussed
(Eiilosophy: philosophy of educatiom;; theories of
practice; implementatiom; evaluatiom) .

b. it suggested that any of these levels (but
particularly levels 4 and 5) might offer avenues for
engaging participants in institutions around issues of
goalss..

Whatever the starting-poimt, the challenge is te encourage
participants in the imstitutien te think more carefully about
what they are doing, what they are Erying to de, and what they
think they should be doing. The level at which one intervemss,
the parties that one engages, and the guestiens around which one
engages them must be determined on a case=by=-case basis. Wherever
ene starts, one person suggested, the eritieal role of the coach
is te €reate a level of (Stimulatimyg) uncertaimtys,
uncemfortablemness, Or tensien among the representatives of an
institutien == the kind ef uneertainty that might eall foerth
efforts teo inguire thoughtfully abeut what they are or should be
aboutt..

This conversatien sparked some intriguing eenversation
coneerning what is at the heart ef the coach's rele. Up to now
we've often spoken ef the eoach as a kind of resource person
whese kihowledge of strategie eptions and eof varied conceptions of
the aims of Jewish educatien make it pessible for him/her to
offer critieal insights, suggestiomy, and teachimgys, ete. In



today's conversatiom, the suggestion was made that we think ef
the coach as a kind of Socratie gadfly whese primary job is te
raise critical questions concerning what the institution is deing
or is proposing to do ~- questions whiech prevoke intelleectual
tension and serious reflectieom. Indeed, it was suggested,
perhaps we should be looking for coaches who can be trained to
knew noething except how to ask good guestioms..

It was suggested in this vein that we should be developing
for coaches a script of seminal questions that they €an use, when
relevamt, in stimulating reflectiom. Such guestions might inelude
the followimg: a) What are your aims? b) Since these aims may be
variously interpreted, can you clarify which you have in mind? &)
Why are these your aims? d)) What is the relationship between
what you are trying to achieve and other imstitutional aims?

d) How will what you are aiming for enter in a meaningful way
inte the life of the graduate of this institution? e) How are the
aims you are articulating connected to - or disconnected from -
the institution's avowed missien? £} To what extent does what
you do cohere with your avowed aims = or give rise to other
outcomes? etc.

An over-lapping formulation of critical questions focused on
the followimg: a) What are you doing? b) What do yeu think vou're
doing? ¢) What do you think you should be doing?

On this view, the coach does not enter the institution with
"a bag of tricks"™, or strategies, or suggestions for how to
address goals-related issues. On the contrary, just as a good
critic may not be a good novelist, the coach may be adept at
helping an institution think critically abeut it's deing or
proposing to do without being particularly adept at helping it
identify what it might be doing. The coach should be adept at
helping to encourage thought concerning "moral visiom™;; he or she
need not have much te offer in the way of strategic visien
(@lthough it was acknowledged that the decision to take up or not
to take up a given questiom, and how to take it up, Iinvolved
strategic considerations of various kinds.

This view of the coach had much appeal, but it was felt by
some that the coach's role might profitably be construed as a
hybrid that includes but is not limited to the gadfly medel. The
key question on this view is this: what kinds of responses and
suggestions on the part of the coach are meost likely to encourage
thoughtful attention to basie aims and the way they are and
should be reflected in an imstitutien's life? In some cases,,
restricting the coach to the gadfly role may prove too limitimg..

Even if this last view is granted,, the advantage of the
gadfly formulation is that it highlights that the coach's role is
primarily that of a catalyst, and that he/she cannot be viewed as
responsible for more than catalyzing a process for which the
institution must assume major responsibkbilitty. Our efforts must
be primarily focused on encouraging serious reflection concerning
goals; and "our bet™ is that engaging stake heolders in an



educating institution around such matters in a serious way will
call into being processes that will give rise to significant
improvement. It may well be that the institution’'s own persommnel
will prove much more effective than our coaches might be in
developing exciting answers to the challenges that the coaches
pose..

A concern was expressed that the coach might be drawn inte
imstitutional efforts that pull away from the primary focus on
goals. The danger was acknowledged], and the response was
suggested that the coach must think carefully about which issues
he/she ffeels might forward the goals agend®, letting go of those
that seem inappropriate and formulating his/her questions in ways
that cohere with the goals-agemda..

Another concern expressed was that the coach be careful not
to "set too many fires™ in ways that might dissipate the energies
of the participants by discouraging follow-through in any given
area. The "setting-fires"™ imagery also called forth the comment
that the aim should be to nurture a culture in which the setting
of these fires would not depend on the presence of the coach.

It was noted that how our efforts with this project will be
received may depend heavily on finding "the right rhetori<™..
Such rhetoric might include the following elememts: 1) empowering
educators by encouraging them to wrestle with issues concerning
the aims that should animate their institution's efforts; 2)
philosophical reflection concerning basic questions is eminently
practical; it carries significant implications for what we should
be deoing;; and 3) "lest you think we're up in the clouds," we are
aware of and able to draw on practical strategies being used in a
variety of educational reform efforts.

It was suggested that work with institutioms {(on the gadfly
model) might involve creating special seminars/worksheps for
clusters of principals and clusters of lay-leaders, aimed at
helping them move the process along in fruitful ways that
outstrip the role and competence of the coaches..

The day ended with guestioms: a) should we be re-thinking
the kinds of folks that should serve as coaches? b) should we be
working with several institutions or possibly with only one? o)
should we be trying to cultivate a very small cadre of coaches
{or is it "facilitateors'")) with whom we can share our back-stage
uncertaimties, or should we be trying to work with a
significantly larger group? There was disagreement concerning
suceh matters, and we agreed te return te them.



WORKING WITH INSTITUTIONS:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutiocms around a
goals-agandta. Its guiding convictions are:

1. Thoughtfully arrived at goals play a critical role
in the work of an educating institutiom. They help to
focus energy that would otherwise be dissipated im alil-
too-many directions; they provide a basis for makimg
decisions concerning curriculum, persommell, pedEgryy,,
and soclal organizatiom; they offer a basis for
evaluatiom, which is itself essential to progress;; and,
if genuinely believed in, they can be very motivatimg
to those involved.

2. In Jewish educating instituticoms, as in many others,
there is inadequate attention to goals.. All too oftem,
one or more of the following obtaim: goals are absemt
or too vague to offer any guidamece; they are
inadequately represented in practice; they are not
understood or identified with in any strong way by key—
sttake holders; they are not grounded in some conceptiomn
of a meaningful Jewish life which would justify their

importance..

Goals Project work with imstitutioms would focus omn remedying
tthese deficiencies. The following discussion tries to explaim
the presuppositions and the nature of this work.

WORK WITH INSTITUTIONS
ClJE"s work with institutiems arcund a

Goals Aganda is ;nfgrmed by a number of critical assumpitienss,
imcluding the followimg::

a. Key stake holders need to be committed to the effexrt
to work on a goals-agendm..

b. Wrestling with issues of Jewish contemt is am
integral, theugh not the enly, element in the precesss.



@. A coach identified and cultivated by CIJE will work
with the imstitution around the Goals Agendm.. ((The
work of the coach is described more fully below..))

d. The imskitutioen will identify a Lead Team that will
be in charge of its efforts and work with the coach in
designing appropriate strategies. The Lead Team will

have primary responsibility for implementing the plam.

e. The institution's Lead Team will be invited to
participate in seminars, wv.wlkkhgps, and other
activities designed to enhance their effectiwvemess:..
This may well ineclude the development of a partmership
with the Lead Team of one or two other institutioms
engaged in similar efforts at improvemeni..

. There is no one strategy for encouraging fruitful
wrestling with goals-related issues.. Whether to begin
with lay leaders, with paremtss, with the pr