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From: Daniel Pekarsky at 608-233-4844 ש  
Tg : CIJE-Jerusalem at a  0U-S72-2-619951

M3M0 TO: Seymour Fox and Daniel Marom 
FROM: Daniel Pekarsky 
RE: Goals Project activities 
DATE: May 30, 199 5

Attached you will find materials emerging out of recent 
Goals Project activities: a) a general update on the project; 
b) a rough summary of recent meetings held with a number of 
institutions in Milwaukee, some of which may well serve as sites 
for some of our upcoming experimental work? this summary is very 
rough, largely reflecting my need for detail concerning various 
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 am hopeful that we will have
begun conversations aimed at planning our July meetings; 
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 of
desired outcomes and seminar content by middle of next week, so
that the conversation among us concerning the seminar can qet 
launched in a serious way.

I look forward to our being in touch.

~,~i: Car.:ei Fekarsky at© 608-233-4~44 
Tc: ~IJE-Je:U5a:e~ 3! © 0:1-972-Z-61995: 

~to ~8 : ~eymour Fox and Daniel 
FROM : Daniel Pekarsky 
RE : Goals Project activities 
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Attached you will find materials emerging out of recent 
Goals Project activi~ies: a ) a gener al update on the project ; 
b) a n:-ugh summary of recent meetin9s held with a number of 
institutions in Milwaukee, some of which may wel l serve as sites 
for some of our upcomin~ experimental work i this summary is very 
rough, largely reflecting my need f or detail concerning various 
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 am hopeful that we will have 
begun conversations aimed at planning our July meetings ; 
certainly we need to begin with chis right away . If , for any 
reason, we don'-c succeed in speaking over the r.ext day er so , my 
assumption is that I will try to develop a rough firs,:; d~aft of 
desired outcomes and seminar content by middle of next: week, so 
that the conversation among us concerning the seminar car. get 
launched in a serious way . 

I look forward to our being in touch . 
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?;ctn: Daniel Pekarsky at 608-233-4044 ש  
To: CIJE-Jerusalem at a  011-972-2-619951

MEMO TO: Alan Hoffmann 
FROM: Daniel Pekarsky
RE: Goals Project Update 
DATE: May 27, 1995

INTRODUCTION

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

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 on 
the relationship between goals, educational practice, 
and educational outcomes; second, 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 
institutions around a goals-agenda. The requisite 
capacity that needs to be developed is of two kind3:
knowledge-base and personnel.

I will comment about developments 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 session 
wa3 individualized --which is to say that I met with each
institution separately. Each institution was to have met in 
preparation for this meeting, with an eye toward3 identifying 
goals-related issues that it felt a need to address. For a 
detailed discus3ion of these meetings, see the lengthy summary 
that I have prepared. In general, I would describe these 
sessions a3  more successful than I would have anticipated; and I 
believe that there is considerable interest on the part of at 
least three institutions in moving on to Phase II, which involves 
institution-specific projects aimed at becoming more vision- 
driven, goals-sen3itive institutions. Follow-up meetings have 
been planned for the month of June. More on this in the 
building-capacity section below.

Before concluding this section, a number of miscellaneous 
observations:
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Below is a succinct summary o f ma jor developments w~th the 
Goa ls Pr oject in the last month or so. In general, but with one 
qualification, we are on track with the agenda we have set for 
ourselves for the months ahead . As you know, t his agenda has two 
major dimensions : 

a . Goals Seminars (o f the kind held in Jerusalem, 
Milwa ukee, and Atlanta ) , animated by two aims : first, 
encouraging a new kind of discourse a mong l eaders in 
J ewish education - a discourse that f ocuses their 
attention on questions of vision and goals, as well on 
the relationship between goals, educational practice, 
and educational outcomes , second , identifying 
institutions that are ready for intensive work on a 
goal s - agenda with guidance by CIJE . 

b. Building capacity, especially the kind of capacity 
that will be necessary to work with educating 
institutions around a goals- agenda . The requisite 
capacity that needs to be developed is of two kind s: 
knowledge- base and personnel. 

I will comment a bout developments i n both of these areas 
below . 

GOALS SEMINARS 

Milwaukee Goals Seminars . In May, the l ast of 4 scheduled 
seminars was held, Unlike the preceding three, the last session 
was individualized --which is to say that I met with each 
institution separately. Each institut i on was to have met in 
preparation for this meet ing , with an eye towards identi fying 
goals - related issues that it fe lt a need t o address . For a 
detailed discussion of these meetings, see the lengthy summary 
that I have prepared . I n general, I would describe these 
sessions as more successful than I would have a nticipated , and I 
believe that there is considerable interest on the part of at 
least three institutions in moving on to Phase II, which involves 
institution- specific projects aimed at becoming more vision 
d riven, goal s - sensitive institutions . Follow- up meet i ngs have 
been planned for the month of June . More on this in the 
building- capacity section below . 

Before concluding this section, a number of miscellaneou s 
observations: 



1. 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.
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2.1 want to add that two of our 3eminars profited 
immensely from the availability of the Educated Jew 
pieces to our participants. The3e paper3 have a 
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.
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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 
Goals Project involvement in their effort to work with 
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 
on this front, I would feel better if we had a clearer sense of 
"the big picture" for next year, and of the way these individual 
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.

1 . Our impressionistic assessme nt of the Milwaukee 
seminars i s very positive, and we are now in process of 
trying to get some fa.rmal da_t~ from the participants . ~ -Mm 
We'll report on this when the findings are in. 

2.I want to add that two of our seminars profited 
immensely from the availability of the Educated Jew] 
pieces to our participants . These papers have a 
remarkable capacity to provoke serious, high- level -
thinking . 
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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 . As you know, we have been hoping 
to hold local, regional, and/ or national seminars next year, and 
we have made progress on this front . For example, I have been in 
touch with Michael Paley of Wexner concerning our plannec 
involvement is their scheduled December seminar £or. some 400 ~t:;~' 
Wexner qraduates; and I have been in conversation with Atlanta's 
Lead Community Project coordinator, Steve Chervin, concerning -~ 
Goals Project involvement in their effort to work with '--lo C¥;-e,,/J,,J 
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Cleveland's Rob Toren, who would like support from CIJE's Goals 
Projectin his work with two local Day Schools . As I have 
indicated in conversation, while I am pleased with our progress 
on this front, I would feel better if we had a clearer sense of 
"the big picture" for next year , and of the way these individual 
initiatives fit into it. This means 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 Goals- seminar map for nex t year is an 
immediate and important priority . I am hopeful that you , ~, 
Barry, and I can discuss this matter soon. 

ILDING CAPACITY 

As noted above, our "building capac i ty" agenda has two 
dimensions . First, we need to better understand how we can best 
help educating institutions become more goals-sensitive and 
vision- driven ; and second, we need identify, recruit, and bring 
along a cadre of individuals who can serve as coaches to 
institutions interested in pursuing a goals-agenda . 

:~~-
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Developing a knowledge-base. We have recognized that our 
efforts at developing a knowledge-base must have at least three 
different elements:

1. reviewing work in other arenas - e.g., the worlds of 
general education and business - that has been 
concerned with ways of encouraging the participants in 
an institution 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 refining 
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 institutions, aimed at 
testing our preliminary hypotheses and strategies, as 
well as surfacing new and pertinent insights, 
strategies, and issues.

While the first two of these three elements have been at the 
heart of our work, the third has awaited our identification of 
appropriate institutions. Our hope was that two or three such 
institutions would emerge from out of the series of Goals 
Seminars held this spring in Milwaukee. Fortunately, this has 
turned out to be the case. Based on my most recent set of 
meetings in Milwaukee this date, I anticipate work on a goals- 
agenda of varying intensity with approximately 3 institutions C>
next year. ׳ --

----- —  >Thr?^-L
While one of our principal interests i3 in helping the3e 

institutions make progress, we will approach this work in such a /*v 
way as to maximize our own learning concerning the best way to 
facilitate a goals-process on an institutional level. In 
addition to this work in Milwaukee, I expect that we will also 
learn a great deal from Marom's efforts with the Agnon School in
Cleveland and Rob Toren's work with the Schechter School in
Cleveland. Carefully recording and studying our experience in ^
these institutional settings is critical at this juncture. [

Developing institutional coache3. As you will recall, our
original plan had been to identify some JrQ tc! 15 J3033ible coaches .
and to bring them to an intensive summer— seminar, in preparation °

for beginning to assign them to educating institutions in the QvJ
course of next year. A3 of now, we have succeeded in identifying 
and eliciting the interest of over 10 very promising individuals 
who are eager to participate in the proposed seminar. But, as you 
will also recall, we have decided to postpone the proposed 
seminar for the3e individuals.

The reasons for the postponement were in part logistical, 
e.g., the unavailability of certain critical individuals in the

__ .. _..,._ ...... 
Tc: CIJE-Je:i;sa:e!ll 3t IEl 011-S72-2-61SS51 
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Developing a knowledae- base . We have recognized that our 
efforts at developing a knowledge- base must have at least three 
different elements: 

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

2 . high- level semi~ars (of the kind held with 
Professors Scheffler and Howard and with the staff of 
the Mandel Institute in February), aimed at refining 
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 institutions, aimed at 
testing ou= preliminary hypotheses and strategies, as 
well as su=facing new and pertinent insights, 
strategies, and issues. 

While the first two of these three elements have been a~ the 
heart of our work, the third has awaited our ident~fication of 
appropriate ins:itutions. Our hope was that two or three such 
institutions would emerge from out of the series of Goals 
Seminars held this spring in Milwaukee. Fortunately , thi s has 
turned out to be the case . Based on my most recent set of 
meetings in Milwaukee this date, I anticipate work on a goals 
agenda of varying intensity with approximately 3 institutions 
next year . -

While one of our principal interests is in helping these 
institutions ma~e progress, we will approach this work in such a 
way as to maximize our own learning concerning the best way to 
facilitate a goals- process on an institutional level . In 
addition to this work in Milwaukee, I expect that we will also 
learn a great deal from Marom's efforts with the Agnon School in 
Cleveland and Rob Toren's work with the Schechter School in 
ClaY.eJ..and . Carefully recording and studying our experience in 
these institutional settings is critical at this juncture. 

Develoginq institutional coaches. As you will recall , our 
o riginal plan had been to identify some ...Hl-"fo~~osaible coaches 
and to bring them to an intensive summe~eminar, in preparation 
for beginning to assign them to educat i ng institutions in the 
course of next year . As of now, we have succeeded i n identifying 
and eliciting the interest of over 10 very promising individuals 
who are eager to participate in t he proposed seminar. But, as you 
will also recall, we have decided to postpone the proposed 
seminar for these individuals . 

The reasons for the postponement were in part logistical, 
e.g., the unavailability o f certain critical 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 S c E e trier of Harv_3־>־H חזז■iyg»raי t-y  and Amy Gerstein of tlje 
Coalition for Essential Schools. Also participating at thTs 
3eminaF־wtHr~bg־m  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 
work being done with educating institutions in Milwaukee and 
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 
seminar. It will be held in Cambridge and will be developed 
p r nia r ו  v ־i 1־   b y  m y a p l f .  R a r r y  Holtz, and t ־+ ■=̂* י Mandel <*ר
Institute .

As a way of keeping actively engaged those individuals who 
have expressed an interest in_t.he Goals Project-, I -aa-alao . 
pi a nni1n;ĝ 30mewhat--sJaox-t̂ xL-,seminars for later thi3 3ummer. Al ready 
scheduled is a seminar for select lead educators in Cleveland, at 
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 vi3ion 
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.
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sing matters. Because I 
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Community vi3ion. Note that thi 
the issue of Community Vi3ion, which 
burner as we approach other more pres 
believe the community-vision topic to 
challenging, and because there is, as 
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constituencies, I find it problematic 
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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 Scnert.Ler of HarvaJ·d IIoivi:>rs i t y and Amy Gerstein :::>f tt:te 
Coalition for Essential Schools . Also participating at chis 
seminarwill be an additional individual who will serve as _a 
coach clown the road. It is our expectation that Ene- pr-ogress we 
wil~ make at this seminar, coupled with what we learn through the 
work being done with educating institutions in Milwaukee and 
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 
seminar. It will be held in Cambridqe and will be developed 
pri mar.il y by roy 0 ,e ' f, Barry Hollz, andt he s ... ;. .c: cf th"" ,Mandel 
I ns't i tute . 

As a way of keeping actively engaged those individuals who 
have expressed an interest int~ Goals Project, I -aa.-a1.ao_ 
plannirrgsornewhat sh.or-te.J:...seroinars for later this summer. Already 
schedJled is a seminar for select lead educators in Cleveland, at 
the end of July . 

CONCLUSION 

Our developing sense of direction . As noted above, my sense 
is that we are steadily and thought:ully making progress on the 
Goals Project Agenda. It is reasonable to hope and expect that 
through the Goals Seminars , we will help spawn a culture in 
Jewish education that is seriously attentive to issues of vision 
and goals, so that increasingly communal and inst itutiona l 
l eaders 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 ~his year 
will significantly refine the knowledge- base needed not just to 
coach institutions but t o train coaches . To the extent, 
moreover, that our seminar- efforts and coaching- efforts are 
successful and well- publicized, they will he lp to create a 
desirable kind of momentum that will facilitate our future work. 

C-:ommnn ity visjon . Note that this update has not spoken to 
the issue of Community Vision, 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 r.ot ceen able 
to make more head- way on this front . I would therefore like to 
clo se by proposing that we make more room for this dimension of 
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This community-vision agenda would build on the CIJE 
statement concerning community-vision 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 
inter-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 
education; and second, to understand how a community might set 
about working towards such a vision.

At the April meeting of Colman's sub-committee we discussed 
the possibility of a special meeting organized around the theme 1 
of Community Vision, and I continue to believe this a very good I 
idea. Though I think this very premature, I also think it might/ 
be of interest to explore with key stake holders of a single 
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 reasons, Milwaukee, 
Cleveland, or Atlanta seem possibilities here.

Given our finite human and other resources, I recognize that to 
undertake the Community Vision/Goals agenda seriously might mean 
cutting back in certain other areas, and I have no immediate 
suggestions concerning where and how it might be done. But this 
matter might be more reasonably addressed if and when we've 
succeeded in clarifying what a compelling community-vision agenda 
might look like.

our work. 

This community- vision agenda would build on the CIJE 
statement concerning community - vision 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 ColrnqD..'s committee. There are two 
inter-related challenges in this domain: first, to better 
conceptualize what it means to have a communal vision and how 
having one would contribute to communal life and to Jewish 
educationi and second, to understand how a community might set 
about working towards such a vision. 
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At the April meeting of Colman's sub- committee we discussed~ \..>.11'~ 
the possibility of a special meeting organized around the theme · ~~n'l. 
o f Community Vision, and I continue to believe this a very good o~ 
idea. Though I think this very premature, I also think it might (Gt>~ 
be of interest to explore with key stake holders of a single / "' 
community why and how they might be interested in participating ,/Y'oz r 

in an effort to nurture a Community vision within which Jewish 
education could be nested. For different reasons, Milwaukee, 
Cleveland, or Atlanta seem possibilities here. 

Given our finite human and other resources, I recognize that to 
undertake the Community Vision/ Goals agenda seriously might mean 
cutting back in certain other areas, and I have no immediate 
suggestions concerning where and how it might be done. But this 
matter might be more reasonabl y addressed if and when we've 
succeeded in clarifying what a comp@lling community- vision agenda 
might look like. 
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E-MAIL FROM PEKARSKY TO MAROM:

11:30 a.m., Wednesday morning, in my office sounds fine! Though it's 
hard to proceed in a decisive way in advance of our conversation, 

I'm
thinking that it might be of value at our seminar to build some of 
our work out of an examination of one or more cases. If, that is, 

we
had before us a description of a particular educating institution 

( i t
could, of course, be a hypothetical institution but it should be 
true-to-1ife), we might be able to use it as a springboard to a 
number of inquiries: 1) Questions concerning what success would look 
like, 2) questions concerning when, with whom, at what levels, and 
via what strategies to intervene?, 3) questions concerning the 
skills, understandings the coach would need to proceed effectively.

Whether this turns out to be a useful device for a seminar we can 
decide next week, but, in the meantime, would it be possible for 

you
based on your familiarity with, say, Agnon (or any other institution 
you know) to draft a kind of description that might serve as a case. 
An imagined starting-point could be one of the following: 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 

i n
this area - as, in a sense, Agnon did, in the aftermath of the 
Seminar in Jerusalem; or 2) we identify an institution as promising 
and decide to try to catalyze an effort. In any event, the thicker 
the description of the institution, the better.

I am thinking of trying my hand at drafting something similar and I 
may ask Barry or Gail to do the same.

Anyway, I'd be grateful if you'd play around with this. I would, of 
course, welcome your reactions.

Talk to you s o o n .
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since the time Toren has been in Cleveland, he has had opportunities 
to  becom e m ore savvy about a number o f  educational settings, 
including schools; still, I think the idea o f  encouraging Toren to

Hit <CR> for next page, : to  skip to next part...
BM AIL>
[2J [Hbecome more focused on the world o f  informal education is promising 

— rem ember that, after all, he was involved with the Retreat 
Institute for a year.

In any event, having expressed his reservations, Seymour urged us to 
follow our own judgm ent in this matter. He asked about Gerstein, and 
I said w e w ere trying to  get her to  come, and he seemed comfortable 
with this.

Everything considered, though disquieted somewhat by the possibility 
that Seymour's reservations might prove apt, I think we should go 
with Toren. I will speak with him today and see w hether we can w ork 
it out.

since the time Toren has been in Cleveland, he has had opportunities 
to become more savvy about a number of educational settings, 
including schools; still, I think the idea of encouraging Toren to 

Hit <CR> for next page, : to skip to next part .. . 
BMAIL> 
[2J [Hbecome more focused on the world of informal education is promising 

-- remember that, after all, he was involved with the Retreat 
Institute for a year. 

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

Everything considered, though disquieted somewhat by the possibility 
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 work 
it out. 



Date:7-5-95 

Page 001 of 002

To: Seymour Fox 

From: Daniel Pekarsky

ימ ■/נ
s!\ ר

^#77ל . , מ*
*3W rj .

" . }?פר1?נ

To: Seymour Fox 

From: Daniel Pekarsky 

Date:7-5-95 

Page 001 of 002 

,. 



From: Daniel Pekarsky at 608-233-4044 ש  <S> 07-05-95 11:27 p!0
To: Seymour Fox at H) 0119722662837 D  002 of 002

July 5, 1995
Dear Seymour:

I was glad for the opportunity to talk this morning and am 
hopeful that by the end of our discussions next week we will all 
feel on track with this project. The idea of reconsidering the 
direction of the project without preconceptions has great appeal 
to me, and I am looking forward to our discussions. 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.

Incidentally, 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/coaching" agenda -- but that he 
would not participate in our conversations 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 tension I have 
sensed around the development of the Goals Project and am 
concerned that I 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 more 
outspoken concerning some of my own anxieties concerning the pace 
with which we were embarking on the coaching-agenda, I think we 
could have avoided some of our present ills. In any event, to the 
extent that I have been at fault, I am genuinely sorry.

As I am sure you know, it is you who brought me into this 
field, and the opportunity to work in one or another capacity 
with you on matters relating to Jewish education is one of the 
biggest reasons for my wanting to stay involved with it. I am 
hopeful that we'll be able to find a fruitful conceptualization 

{ of the project that will allow this to happen.

I am assuming that I'll get a fax from you on Monday morning 
my time that articulates some of the thoughts you and D. Marom 
have concerning the way we should proceed with the project.
These thoughts, along with my own and those of Alan and the other 
CIJE folks, should provide a good starting-point for our 
conversations in Cambridge. I am also assuming that you will be 
in touch with Scheffler concerning the re־definition of (at least 
the first part of) our meeting with him. Finally, I look forward 
to a good dinner with you and Alan on Sunday evening.

If possible, I would like a chance to speak with you in 
person or over the phone some time next week prior to our 
meetings. Please advise concerning possible times. I look 
forward to seeing you soon.

Danny Pekarsky
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The goals project - a vision o f  its success

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

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

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

2. M aking use o f  resources for ideas o f  Jen’ish education: The challenge o f  arriving at 
clear and compelling ideas for Jewish education is a difficult one. Research in general 
education has shown that in most cases, those who have the responsibility for setting 
priorities for the development o f 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 responsible decisions about whether to more 
significantly emphasize the humanities or the natural sciences in a school curriculum 
without in advance weighing systematically reasoned claims for each.

This state o f 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 been very few 
attempts within the Jewish world over the last four or five decades to suggest new ideas 
for Jewish education. Consequently, in order to be poignant and effective, the 
re/examination o f ideas which the goals project seeks to generate in settings o f 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 important statement 
which is made by the participation o f such leaders in efforts to improve Jewish education, 
the contribution o f 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 
education. As such, they are a critical resource for the goals project.

The goals project will be successful to the degree that it can infuse the educational 
ideas o f these intellectual and spiritual leaders into the re/examination process. In some
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cases, ideas suggested in print over four or five decades ago - for example those o f Hirsch, 
Buber, Rosensweig, and Ahad Ha'am can be made valuable. In others, active participation 
o f 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 o f the Mandel Institute's educated 
Jew project, the very aim o f 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 o f 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 o f  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 
o f educational discourse about content (one breakdown o f these levels which has been 
suggested has been: a) philosophy/Jewish philosophy; b) the educated person/Jew; c) 
"translation" to terms o f theory o f educational practice; d) implementation in terms of 
curriculum, teacher training, delivery o f programs, etc.; e) evaluation).

3. Creating readiness and a capacity for re/examination o f  ideas: The assumption that 
ideas govern education, that they are a "template" o f sorts according to which institutional 
cultures and programs are designed in education, implies that "tinkering" with educational 
ideas can be a sensitive undertaking. It is well known that many institutions o f 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 o f years with the help 
o f consultants with expertise in business and organizational behavior. Neither o f 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 o f its focus. Indeed, 
research has shown that in many cases, those involved in Jewish education prefer to be 
consciously ambiguous in the formulation o f and statement o f 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 o f the 
ideas o f  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 capacity 
for re/examination o f 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 o f justice, that since they are among the few who are devoting 
their energies and talents to Jewish education, they have no time or reason to inquire into 
the ideas o f Jewish education. Paradoxically, it is often places where there is a strong 
sense o f 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 willing
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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 o f an activity which could have deep and often 
unsettling implications for a broad base o f constituents.

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

4. D esigning methods and training personnel for goals project cooperation with those 
involved in Jewish education: The task o f engaging those involved with Jewish
education in re/examination o f educational ideas is both complex and labour intensive. It 
necessitates both an intimate familiarity with alternative ideas of Jewish education at 
various levels of formulation and the skills necessary for effective interaction with a wide 
array o f  constituencies within a Jewish educational institution, system or network around 
sensitive issues o f content.

Though experts in philosophy have been utilized in various professions such as business 
and medicine, no job description similar to the one described here seems to exist in 
education. What does exist and may have much to inform the goals project are attempts 
by various educational experts to implement change by bringing various constituents 
within an educational undertaking to achieve concensus and mobilize their energies around 
particular strategies and goals for change. Here too it seems that issues o f content do not 
seem to be in the center o f attention. Consequently, in order for the goals project to 
succeed, there is a need to develop - through creative deliberation, experimentation, and 
evaluation - new principles and methods and for cooperation with educational 
undertakings around ideas o f education. Then, with the development o f such principles 
and methods, it could then be possible to train a broader staff for the implementation of 
the goals project.

The successful implementation o f the goals project may begin at one o f many entry 
points within a particular educational institution, system or network in relationship one of 
many possible levels o f formulation o f educational ideas (eg. evaluation, teacher-training, 
etc.). From there it could move on in any number o f directions and involve any number of 
constituents. Presumably, there is some relationship between the effectiveness which can 
be achieved through the formulation and implementation o f educational ideas and the
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range o f  concensus and activity which is created around these ideas within a particular 
educational undertaking. The goals project will be successful to the degree that it can 
inspire and provide tools for a significant movment in this direction, one strong enough so 
as to have a momentum and continuation o f its own.

5. Current challenges to the goals project in light o f  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 o f a 
larger plan for utilizing its resources among Jewish intellectual and spiritual leadership or 
for generating readiness and capacity among educational institutions, systems and 
networks in North America. In addition, though past experience has been amassed and 
new experiments are underway, a clear set o f principles and methods for goals project 
cooperation with educational undertakings has yet to be formulated and transformed into a 
training program. A challenge which faces the goals project is how to develop these larger 
plans and capacity for training goals project personnel and, at the same time, not to lose 
the momentum or disappoint the expectations which have already been created.

DM: 9/7/95
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Issues to consider in light o f the suggested document:

1. phone conversation follow up with Danny Pekarsky; CJ\Ll~ ,T~F~

2. enabling Danny Pekarsky to find his own categories fo r content aspects o f the goals
project (i.e.since this document uses the same language which we have used in the past frfn
and yet which has not been effective in getting the message o f content across, how do
we help Danny overcome whatever it is in this presentation which might be sen’ing as 
a block to this message?);

3. meeting time fo r DM-SF on Friday morning to discuss next steps and meetings 
with Scheffler on the opening chapter; I
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4. other
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with SchefJler on the opening chapter; \._'7 
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Educated Jew Publication

1. Aims: This is a critical issue which, among other reasons, has blocked us from arriving 
at a formula for publication. What are the aims of this publication? We have been 
confused between alternative possibilities o f aims for this publication including:

a) creating a new field o f educational inquiry;
b) engaging our internal circle o f lay leaders, educators and scholars in content issues of 
Jewish education and providing them with alternative answers to them;
c) initiating a mode o f operation in Jewish education which moves from philosophy to 
practice;
d) placing issues o f Jewish educational content on the agenda o f a broader Jewish public.
e) transform the concern for Jewish continuity into alternative theories o f education with 
competing translations to practice;
f) extinguish cynicism about Jewish education by exposing exciting models o f 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 o f the practical import o f the educated Jew project, our 
confusion has only grown. We are now pursuing the original aims o f the project (see 
original project description) on many different levels. Furthermore, the very news o f a 
publication has generated responses from a number o f our associates which clearly point 
to serious obstacles before the attainment o f any o f the above goals. At the same time, the 
ongoing work with scholars has only added a rich treasury o f 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 o f 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 o f the content o f Jewish education which make for 
inspiring and compelling reading. The appeal o f these writings should first be to the 
reader's own personal sense o f significance and then to his or her practical relationship to 
education. This publication ought to aim to be a primary text, the reading o f which 
provides an experience which needs no explanation. I f  we achieve this aim, I believe we 
might be able to go on to some o f the others. I f  we do not achieve this aim, however, we 
might not get to them.

Honestly speaking, I cannot say that the experience o f 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 o f audiences. Their richness comes through after close 
study, live dialogue with the authors, and/or reformulation in terms o f educational 
translation. In addition, having discovered this richness from the inside, I feel able to
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provide capsulized descriptions o f each o f the papers which do carry across their 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 o f their original papers. This only accentuates the problem: most readers will not 
patiently seek out this richness through pages and pages o f introduction, footnotes, 
educational translations, demonstrations, etc. We need to bring them to a readiness to 
undertake a close reading before we provide the larger version o f the book. The poetry o f 
the papers has to cast its spell on the readers before they are invited to read the prose.

2. Format: We have long been considering the option o f a full fledged book, complete 
with an opening chapter which introduces the practical importance o f vision for education 
and with each paper accompanied by an introduction, educational translation, 
demonstrations, appendices, etc. Realizing that this would be too dense, uneven in quality 
and problematic in terms o f its statement about representation, we considered putting out 
a series under Professor Scheffler's rubric o f "Working Papers". This suggestion was seen 
as preferable by the scholars, educators, and by most o f our associates (see appended 
documents suggesting and asessing the idea o f an educated Jew series). Furthermore, 
from a practical point o f view, it was taken into account that while the publication o f 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 reasons, 
the series idea has been ruled out, we are left with what I see as the almost self-defeating 
task o f 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 o f each o f the visions, preceeded by a 
short classic statement about the importance o f vision in education and its urgency in 
contemporary Jewish education, filled with powerful quotations, examples, etc. from the 
rich material which has amassed over the years, and followed by a grid which enables 
comparison between the various visions at a glance (what Posen suggested). The 
categories for each o f the executive summaries o f the visions would be the same: eg. 
"definition o f Jewish existence;" "conception o f the teacher"' etc.

In addition, we thought that Nessa's suggestion might be useful: turn the presentation o f 
the visions around on its head: i.e. move from translation to education back to 
philosophical formulation. Nessa argued that we ought to start with a real problem 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? Look at different ideas 
about what a school could be...

Do we honestly believe that this sort of publication would not provide a more 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 o f and through vision.

provide capsulized descriptions of each of the papers which do carry across their 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 introduction, 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. Format: 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 education 
and with each paper accompanied by an introduction, educational translation, 
demonstrations, appendices, etc. Realizing that this would be too dense, uneven in quality 
and problematic in terms of its statement about representation, we considered putting out 
a series under Professor Scheffier's rubric of "Working Papers". This suggestion was seen 
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 reasons, 
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 quotations, examples, etc. from the 
rich material which has amassed over the years, and followed by a grid 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"' etc. 

In addition, we thought that Nessa's suggestion might be useful: turn the presentation of 
the visions around on its head: i.e. move from translation to education back to 
philosophical formulation . Nessa argued that we ought to start with a real problem 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? Look at different ideas 
about what a school could be ... 

Do we honestly believe that this sort of publication would not provide a more 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 through vision. 

2 



3) Status report on each o f  the elements o f  the publication:

a) Opening chapter: The confusion about the aims o f the publication has made this task 
all but impossible. There is a different opening chapter to be written for each o f the 
original aims, and in a different way for each o f our audiences. Piece by piece we have cut 
down the opening chapter, here leaving out the discussion o f how vision driven practice 
can be developed, there leaving out the response to the critique about vision being an 
expression o f nostalgia for ideology. At one point we made an inventory o f arguments for 
vision as a basis for the opening chapter. In my last version, the opening chapter was 
limited to three points: 1) vision is o f great practical importance for education; 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 o f papers and public addresses which 
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 opening chapter. Most 
recently, the continuity paper  was considered as an opening chapter o f sorts for the 
book/series (today it is complete but for footnotes). That paper moves from the problem 
o f continuity to theories o f Jewish education which provide a vision for continuity. 
Alternatively, it was considered as a first "Working Paper" or a second opening chapter.

Appended to this summary are various papers/speeches o f yours and Scheffler's which may 
provide content for the opening chapter, including the continuity paper, my last draft o f 
the opening chapter, an older broader version o f an opening chapter, and the inventory of 
arguments for vision in education including some classic examples like Smith, Cohen, etc. 
(please let me know if you want any o f the articles or sources which I 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 introduction, 
translation to education, and appendix on Jewish vs. general culture. Still, the translation 
piece is missing an expanded discussion on the elements o f parshanut and fully formulated 
footnotes. Our biggest problem here is translating Greenberg into English (let me remind 
you o f our promise to the scholars to publish in both languages, and at the same time, our 
sense that the educational translations may differ for Israel and the diaspora). Greenberg 
wants somebody who is not afraid to be daring for the sake o f flowing English and will 
suggest alternatives to literal translations. A recent suggestion by Rut was Yoni Gordis, 
who was also mentioned by a few others. I await his c.v. and examples o f former 
translations. Also, we have still to put together the bibliography o f Greenberg's 
educational writings. I do not know what to make o f Greenberg's public statement o f our 
juicing his paper for much more than its worth...

Appended are Greenberg's paper in Hebrew, my introduction and translation to education, 
your Mexico translation o f Greenberg, as well as the appendix on Jewish vs. general 
culture.
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c) Twersky: Twersky's paper is advancing in leaps and bounds. The more he has
explicated the basic assumptions and implications o f his paper, the bigger his own 
introduction to and educational translation o f his orginal paper gets. Hence, Twersky's 
formulation gets simpler and more accessible as it grows in scope and volume. 
Furthermore, intensive work with him has generated text anthologies, protocols and 
demonstrations which may significantly help illuminate his vision and make it practically 
implementable. The text anthology which has emerged from his presentations, for 
example, lends itself to teacher training based on his vision. Twersky has definitely moved 
closer to the end than to the beginning o f his work and in my opinion, it is unequalled in its 
quality and capacity to exemplify what it means to have a vision o f education. Also, he is 
currently giving much time over to the summarizing o f his work. It is important to 
consider here that the result o f 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 o f Twersky's reformulated original paper and his new 
introduction, both not final, and summaries o f his presentations which he plans to 
incorporate into his introduction and educational translations, lists o f sources for the text 
anthology, etc.

d) Brinker: Brinker's vision is critical to the whole corpus in that it extends the whole 
discussion o f 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, I would have urged us to include some o f 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 audience. 
Considering Brinker's patience and workstyle, what remains to be done might have to be 
filled in by us in the introduction/translation to education and/or a diaspora secularist 
respondant such as Michael Walzer.

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

e) Rosenak: Rosenak has written two papers - one suggesting common criteria for the 
educated Jew and the other raising the issue o f community wide vision. The first was in 
need o f significant reworking (even retracting) when he wrote the second. Our experience 
has been that the second paper feeds into real concerns among those responsible for 
Jewish education in the community. In a sense, it is both an introduction to the whole 
issue o f vision for Jewish education (since the question o f the community's concern for 
educational content is at the heart o f the argument) and a discussion o f one o f its 
particular aspects (after all, vision at the community level is not the same discussion as 
vision within a denominational institution). The first paper is now a sub chapter within the 
discussion o f community wide goals, providing one possible vision o f community wide 
goals - though, as Mike recongizes, one which is fundamentally derived from a liberal 
orthodox position. They may be considered together, but probably are better apart. 
Appended are both Rosenak papers.
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f )  Scheffler: Scheffler'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 o f the educated Jew, and in a systematic continuation in terms o f its 
implications for the educated Jew. Scheffler has written a second paper on implications 
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 o f our readers, both in the 
diaspora and in Israel, though not with the weight and systematic view which characterize 
the first paper. Also, it leaves out a section in the protocols which addresses the 
implications (or critique, if you will) which the discussion o f the educated Jew have for 
general education (which is critical because, in essence, it provides a rationale for Jewish 
education with reference to general education). In late o f the debate we witnessed 
between Scheffler and the late Coleman at our academic board meeting, 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 o f 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 o f the more fully developed explication o f the visions 
which Scheffler himself has not been privy too. In reconsidering this third paper, we might 
want to think about asking Scheffler to present a reading o f the whole discussion o f 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 full 
volume publication, in any one o f its formats.

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

g) Meyer: Though Meyer's paper has moved forward over the last year, it still needs 
much work. Meyer senses that he has something important to say within the context o f 
Reform and therefore wants to continue the work with Reform educators in the diaspora. 
As such it might serve as a very good basis for a "Working Paper" (indeed exactly what 
Scheffler suggested by that name), but in the context of a whole book on the educated 
Jew, it seems really only to be a response to or an invitation to explore a possible vision in 
between Greenberg and Brinker. Meyer's last request was to give him a full year for 
reformulation o f his paper and discussion o f it by Reform educators as a basis for yet 
another draft.

Appended are Meyer's latest draft and various summaries, responses, etc. in relation to it 
(including my handwritten summary o f the latest meeting with educators in Israel).

11) Other: There is still some work to be done on the bibliography o f works on the 
educated Jew, if that is important for our claim in an opening chapter that there is a 
paucity of development in this area. Also, since we can assume that in North America we 
have and are going to continue to have flaque about not including a woman in our group 
of scholars (despite dealing with issues o f gender in Scheffler, Greenberg, and Twersky), it 
may be important to announce that work has been done on yet another conception with a 
woman scholar. This reflects what one o f the fellows of the SEL called the general
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problem of "sweeping non-representativeness", by which he meant to say that despite its 
resting on justifiable grounds, this is a kind o f non-representativeness which generates a 
less than neutral or even negative attitude on the part o f the reader before s/he even 
approaches the first word on the paper. Finally, the goals project initiatives and the 
attempts to teach the educated Jew at the SEL and Jerusalem Fellows have produced 
many serious illustrations of how all this has become practical. Were only a few examples 
to be written up, they would probably be a very useful addition to our publication, in 
whichever format it would appear.
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many serious illustrations of how all this has become practical. Were only a few examples 
to be written up, they would probably be a very useful addition to our publication, in 

whichever format it would appear. 

Dftf/Jub, 11 1995 

J l 
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DM suggestions for topics o f Harvard goals
consultation:

1. The role o f content in the work o f the goals 
coach.
2. The implications o f the above for the training of  
goals coaches.

Danger: confusion o f the above discussion with the discussion o f  the 
future o f the goals project. Note: In discussion with Alan Hoffman, 
he said that MI pullout o f  the goals project would lead to CIJE
canning o f the project or drastically reducing its scope. At the same  
time, he said that the language o f goals project has infused CIJE 
work and discourse with others and has become associated with the
Educated Jew project. It seems to me that he wants to talk about the
future o f the project more than anything else. Furthermore, 
according to Alan - Barry and Gail are not sta ff fo r the goals
project. Their participation in the consultation is as CIJE staff who 
want to help carve out the goals project as part o f  the total program
o f the CIJE. I f  they are at the table, that means that they will
probably want to pull the discussion to the issue o f the future o f  the 
project. Finally, I  imagine that Danny Pekarsky's attitude will be "I 
am not investing any more in this until it is clear what the division
o f labour and authority for the project will be.

Suggestion: work out future o f  the goals project in a separate 
context, preferably in advance o f  the consultation, but i f  not, 
announce time and place o f that separate forum.

A personal concern: Decisions about future o f  the project will be 
made in my absence, and before I  have worked out a clear picture o f  
my workload next year. Danny

DM sueeestions for tovics of Harvard 2oals 
consultation: 

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

2. The in1plicatio11s of the above for the training of 
goals coaches. 

Danger: confusion of the above discussion with the discussion of the 
future of the goals project. Note: In discussion with Alan Hoffman, 
he said that MI pullout of the go,als project would lead to CIJE 
canning of the project or drastical(l' reducing its scope. At the same 
time, he said that the language of goals project has infused CIJE 
work and discourse with others and has become associated with the 
Educated Jew project. It seems to n1e that he wants to talk about the 
future of the project more than anything else. Furthermore, 
according to Alan - Barry and Gail are not staff for the goals 
project. Their participation in the consultation is as CIJE staff who 
want to help carve out the goals project as part of the total program 
of the CIJE. If they are at the table, that means that they will 
probab(v want to pull the discussion to the issue of the future of the 
project. Finally, I imagine that Danny Pekarsky 's attitude will be "I 
am not investing any more in this until it is clear what the division 
of labour and authority for the project will be. 

Suggestion: work out future of the goals project in a separate 
context, preferably in advance of the consultation, but if not, 
announce time and place of that separate forum. 

A personal concern: Decisions about future of the project will be 
made in my absence, and before I have worked out a clear picture of 
my workload next year. Danny 

. . 



Received: by HUJI VMS via SMTP(128.104.30.18) (HUyMai1-V7b);
Wed, 28 Jun 95 19:41:42 +0200 

Received: from mail.soemadison.wisc.edu by wigate.nic.wisc.edu;
Tue, 27 Jun 95 14:10 CDT 

Message-Id: <2 FF0577A.CF87.014F.000@mai1.soemadison.wisc.edu>
Date: Tue, 27 Jun 1995 14:07:00 600�
From: "Dan Pekarskv" <pekarsky@mai1.soemadison.wisc.edu>
Reply-To: pekarskyftmaiI.soemadison.wisc.edu 
Subject: Re: Goals-update -Reply 
To: MAROM@vms.huji.ac.il
X-Gateway: iGate. (WP Office) vers 4.04b - 1032 
MIME-Version: 1.6
Content-Type: TEXT/PLAIN; Charset=US�ASCII 
Content-Transfer-Encoding: 7BIT

The Tuesday morning time next week sounds best to me — but if need 
be. I could shift things around so as to meet on Wednesday. Anytime 
after 7 am my time is fine with me at my office (1-608-262-1718). If 
there are any issues, concerns, questions, etc. that it would be 
worth my thinking about prior to this conversation - matters that 
either of you might want to raise, it would be helpful to know this 
in advance.

I am leaving town the following Tuesday, and I'm concerned about our 
not leaving ourselves much planning time.

I wi11 try in the next few days to draft some thoughts about how 
some
of your own experiences working with Agnon might become a 
basis for

some of our conversations; perhaps you could give some thought to 
this as well. I will send my thoughts on to you and would welcome 
yours.

All the best.

Received: by HUJIVMS via SMTPf 128.104.30 . 18) (HUyMail-V7b); 
Wed, 28 Jun 95 19:4 :42 +0200 

Received: from maiil.soemadison.wisc.edu by wigate.nic.wisc . edu; 
Tue 27 Jun 95 14:10 CDT 

Message-Id: <2FF0577A.CF87.014F.OOO@mail.soemadison.wisc.edu> 
Date: Tue, 27 Jun 1995 14:07:00 -600 
From: "Dan Pekarsky" <pekarsky@mail.soemadison.wisc.edu> 
Reply-To: pekarsky@mai1.soemaaison.wisc . edu 
Subject: Re: Goals-update - Reply 
To: MAROM@vms.huji.ac.il 
X-Gateway: iGateA (WP Office) vers 4. 04b - 1032 
MIME-Version: I. u 
Content-Type: TEXT/PLAIN; Charset=US-ASCII 
Content-Transfer-Encoding : ?BIT 

The Tuesday morning time next week sounds best to me -- but if need 
be. I coula shift things around so as to meet on Wednesday. Anytime 
af ter 7 am my time is fine with me at my office (l-608-262-1718). If 
there are any issues, concerns questions, etc . that it would be 
worth my thinking about prior to this conversation - matters that 
either of you might want to raise, it would be helpful to know this 
in advance. 

I am leaving town the following Tuesday, and I'm concerned about our 
not leaving ourselves much planni ng time. 

I will try in the next few days to draft some thoughts about how 
some 
of your own experiences working with Agnon might become a 
basis for 

some of our conversations; perhaps you could give some thought to 
this as well . I will send my thoughts on to you and would welcome 
yours. 

All the best. 

DP 



BM AIL> select mail
Current folder is mail, 106 messages selected 
BM AIL> 105
[2J [H105 pekarsky@ m ail.soem adison.wisc.edu => M AROM @ vm s.huji.ac.il; 31/05/95, 
18:46:4
2; * SM TP.M A IL

ASCII (pekarsky@ m ail.soem adison.wisc.edu)
[Im M IM E type: TEX T/PLAIN 

Charset = U S-A SCII

[mReceived: by H U JIV M S via SM TP( 128.104.30.18) (HUyM ail-V7b);
W ed, 31 M ay 95 18:46:42 +0200 

Received: from mail.soemadison.wisc.edu by wigate.nic.wisc.edu;
W ed, 31 M ay 95 10:45 CDT 

M essage-Id: <2FCC8F11.CF87.2037.000@ m ail.soem adison.wise.edu>
Date: W ed, 31 M ay 1995 10:43:00 -600
From: "Dan Pekarsky" <pekarsky@ m ail.soem adison.wisc.edu>
Reply-To: pekarsky@ m ail.soem adison.wisc.edu 
Subject: Re: Goals-update -Reply 
To: M AROM @ vms.huji.ac.il 
CC: ALANHOF@ mail.soemadison.wisc.edu 
[2J [H

Thanks for your quick response. I'll look forward to  discussing 
Goals Project m atters with you in the near future. W hen you speak 
with Seymour, please remind him o f  our plan to speak before next 
W ednesday - which is when I head to  N Y  for tw o days o f  meetings. He 
is welcom e to reach me late at night (up to midnight) or early in the 
morning (after 6:30 a.m.). Thanks.

By the way, I did notice one change I will want to make in the 
letters I'm thinking about sending out to the M ilwaukee institutions.
They don't sufficiently emphasize the need to think thoughtfully, and 
in the context o f  some j5tudy, about the wisdom o f  the goals they have 
adopted; our efforts should in an un-heavy-handed way he steering 
them in this direction.

Talk to  you soon.

D.

EMAIL> select mail 
Current folder is mail, l 06 messages selected 
EMAIL> 105 
[2J [H105 pekarsky@mail.soemadison.wisc.edu => MAROM@vms.huji .ac.il; 31/05/95, 
18:46:4 
2; * SMTP.MAIL 

ASCII (pekarsky@mail. soemadison. wise. edu) 
[lmMIME type: TEXT/PLAIN 

Charset = US-ASCII 

[mReceived: by HUJIVMS via SMTP{l28.104.30.18) (HUyMail-V7b); 
Wed, 31 May 95 18:46:42 +0200 

Received: from mail.soemadison.wisc.edu by wigate.nic.wisc.edu; 
Wed, 31 May 95 10:45 CDT 

Message-Id: <2FCC8FI l.CF87.2037.000@mail.soemadison.wisc.edu> 
Date: Wed, 3 I May l 995 10:43:00 -600 
From: "Dan Pekarsky" <pekarsky@mail.soemadison.wisc.edu> 
Reply-To: pekarsky@mail. soemadison. wise. edu 
Subject: Re: Goals-update -Reply 
To: MAROM@vms.huji .ac.il 
CC: ALANHOF@mail.soemadison.wisc.edu 
[2J [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 late at night (up to midnight) or early in the 
morning (after 6:30 a.m.). Thanks. 

By the way, I 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 S(?m~ s_!_u~y. aoout the wisdom of the goals they h.ave 
adQpted; o ur efforts should in~i:i YR-hea\13/-handed way be steering 
them in this direction. 

Talk to you soon. 

D. 



BMAIL>
[2J [H106 pekarsky@mail.soemadison.wisc.edu => marom@vms.huji.ac.il; 01/06/95, 

00:50:2
1; * SMTP.MAIL 

ASCII (pekarsky@mail.soemadison.wisc.edu)
[ImM IM E type: TEXT/PLAIN 

Charset = US-ASCII

[mReceived: by HUJIVMS via SM TP(128.104.30.18) (HUyMail־V7b);
Thu, 01 Jun 95 00:50:21 +0200 

Received: from mail.soemadison.wisc.edu by wigate.nic.wisc.edu;
Wed, 31 May 95 10:36 CDT 

Message-Id: <2FCC8CF9.CF87.202A.000@mail.soemadison.wisc.edu>
Date: Wed, 31 May 1995 10:35:00 -600
From: "Dan Pekarsky" <pekarsky@mail.soemadison.wisc.edu>
Reply-To: pekarsky@mail.soemadison.wisc.edu 
Subject: An additional coach
To: 73321.1221@compuserve.com, ALANHOF@vms.huji.ac.il 
CC: marom@vms.huji.ac.il 
X-Gateway: iGate, (WP Office) vers 4.04b - 1032 
MIME-Version: 1.0
Content-Type: TEXT/PLAIN; Charset=US-ASCII 
Content-Transfer-Encoding: 7BIT

Hit <CR> for next page, : to skip to next part...
BMAIL>
[2J [HMy conversation with Seymour yesterday was more abbreviated than I 

would have hoped, the reason being that he was running off for a 
teaching engagement; but we did briefly discuss the "additional 
coach" question.

Among ourselves, we had spoken 0f ^ 0re1>i)eing a good candidate, but 
as you will recall, Seymour had expressed some concerns about this.
But since, o f the available candidates, he continues to seem the most 
promising and since - with or without our involvement - he will be 
doing related work in Cleveland next year, I decided - after 
consultation with the two o f you - to discuss this matter with 
Seymour again.

Seymour continues to be somewhat concerned about Toren's aptitude for 
this kind o f work and is especially worried about how well he knows 
schools. He seemed more comfortable with Toren if, in view o f his 
JCC experience, we think o f him as an Informal Education coach and 
tie him to the world o f JCCs and camps. Though my own sense is that

BMAIL> 
[2J [HI 06 pekarsky@mail.soemadison. wise. edu => marom@vms. huj i. ac. ii; 0 I /06/95, 

00:50:2 
l ; * SMTP.MAIL 

ASCII (pekarsky@mail .soemadison. wise. edu) 
[JmMIME type: TEXT/PLAIN 

Charset = US-ASCII 

[mReceived: by HUJIVMS via SMTP(l 28.104.30. l 8) (HUyMail-V7b); 
Thu, OJ Jun 95 00:50:21 +0200 

Received: from mail.soemadison.wisc.edu by wigate.nic.wisc.edu; 
Wed, 31 May 95 10:36 CDT 

Message-Id: <2FCC8CF9. CF87. 202A. OOO@mail.soemadison.wisc.edu> 
Date: Wed, 3 1 May 1995 10:35:00-600 
From: "Dan Pekarsky" <pekarsky@mail.soemadison.wisc.edu> 
Reply-To: pekarsky@mail.soemadison.wisc.edu 
Subject: An additional coach 
To: 7332 l . 1221@compuserve.com, ALANHOF@vms.huji .ac.il 
CC: marom@vms.huji.ac. ii 
X-Gateway: iGate, (WP Office) vers 4.04b - I 032 
MIME-Version: 1.0 
Content-Type: TEXT /PLAIN; Charset=US-ASCII 
Content-Transfer-Encoding: 7BIT 

Hit <CR> for next page, : to skip to next part ... 
BMAIL> 
[2J [HMy conversation with Seymour yesterday was more abbreviated than I 

would have hoped, the reason being that he was running off for a 
teaching engagement; but we did briefly discuss the "additional 
coach" question. 

Among ourselves, we had spoken of{ ore~eing a good candidate, but 
as you will recall, Seymour had expressed some concerns about this. 
But since, of the available candidates, he continues to seem the most 
promising and since - with or without our involvement - he will be 
doing related work in Cleveland next year, I decided - after 
consultation with the two of you - to discuss this matter with 
Seymour again. 

Seymour continues to be somewhat concerned about Toren's aptitude for 
this kind of work and is especially worried about how well he knows 
schools. He seemed more comfortable with Toren if, in view of his 
JCC experience, we think of him as an Informal Education coach and 
tie him to the world of JCCs and camps. Though my own sense is that 



MANDEL INSTITUTE
For me Advanced Study and Development 

of Jewish Education

HARVARD UNIVERSITY
Philosophy of Education Research Cento־

J u n e  6 , 1995  Leadership, Training and Education
A Program of Scholarly Collaboration

Professor Seymour Fox 
Mandel Institute 
P.O. Box 4556 
Jerusalem 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. 
and departing, on. Thursday, July 20. (Confirmation # is 6452.)

She has also reserved a room at The Charles for Danny Marom for 
July 13, 14, and 15, departing on the 16. (Confirmation #־ is 
6454.) .

The rates.are $160.00 a night.

Since you are all arriving on the 13th, I don't know when you • 
want the first session to begin. Please let me know! I assume 
 Thiy one morning session if you want one, and one afternoon־nn,q!q־
session on the 13th, and a morning and afternoon session also on. 
the 14th. .1 count seven people for these two daysב Pekarsky, 
Marom, Dorph, Holtz, Fox, Scheffler, Howard.' I f  you want tapes, 
let .me know right away and I'll get Stefan ־La to join us. (I 
assume Annette is not coming.)

For the 17th, I8th and 19th, I assume just you and I and Vernon 
will meet.

1 think it will he more convenient if, instead of hooking Gutman 
for the 13th and 14th, we meet in my office in Laarsen instead.
We can then go out for lunch or have some sandwiches brought in, 
and we can then end before dinner. Is this satisfactory with 
you? If not, please let me know right away and I will make other 
arrangements.

You can reply by fax, or E-mail to me (Annette has my home S- 
mail address: SCEEFFIS@C HUGSSl.HARVARD.EDu)

Sincerely,

Qa-*
Israel Schefrler 

IS:jas

P.O.E. 4497, Jerusalem 91044 Israel
Tel: 972-2-618417; Fax 972-2-619951

506 Larsen Hall, Appian Way, Cambridge, MA 02138 
Tel: 617-495-9084; Fax: 617-495-0540

HARVARD UNNERSITY 
Philosophy of Education Research Ceo.ter 

MANDEL INSTITUTE 
For the Advanced Smdy and Development 

of Jewish Eduarion 

June 6 , 19 9 5 Leadership, Training and Edncation 
A Program of Scholarly Collaboration 

Professor Seymour Fox 
Mandel Instituce 
P.O . Box 4556 
Je--rusalem 91.044 

Fax No: · 0-ll-972-2 - 662837 

Dear Seymour: 

Th_anks for your fax of June S, 1995 . Jo.A.n!l.e has reserved a room 
for sue and yourself at The Charles from Thursday, July 13, a.m. 
and departing on T".nursday, July 20. (Confirmation # is 6452.) 

She has also reserved a r oom at The Charles for Danny Marom for 
July l3, 14, and 1.5, departing on the 16. (Confirmation#' is 
6454.) 

The rates.are $1.60.00 a night. 

Since you are all arriving on the 1.3t:h, I don 't know whe.!1 you . 
want the first session to begin. Please let me know! I assUllle 
nnssihly one morning session if you want one, and one afte..'r!l.oon 
session on the i 3th, and a mo:rn.i.ng and afternoon session also on.. 
tlle l.4:th. I count seven people for these two days: Pekarsk.f, 
Marom, Do?:3?h, Holtz, Pox, Scheffler, Eoward. If you want tapes, 
let .me know right away and I'll get Stefani.a to join us. (I 
assume Annette is not coming.} 

For the 17th, 18th and 19th, I assume just you and I a.I!.d Vernon 
wi.ll meet.. 

I th.ink it will be more convenient if, instead of booking Gut::mari 
for the 13th and i4th, we meet in my office in Larsen in.stead. 
We can then go out for lunch or have some saxidwiches brought in, 
and we can then end before diruier . Is this satisfactory with 
you? If not, please let me know right away a!ld I will make other 
a...-rrangements. 

You. can renlv by fax, or E-mail to me (Annette h.a.s my home E
illail address~ SCEEPFIS@C HUGSEl . RARVARD.EDU) 

Sincerely, 

4--
Israel Scheffler 

I S: jas 

506 I..arsct! Hall, Appian W~, Cambridge.. MA 02138 
Te!: 6l7-495-9084; fax; 617--495--0540 

P.O.B. 44g?, Jerusalem 91044 Israel 
Tel: m-2--6i84li; Fa;,. 972-2-61.9951 

~uu 



[2J [H3 pekarsky@mail.soemadison.wisc.edu => marom@vms.huii.ac.il 
07/06/95, 01:04:06;

* SMTP.MAIL
ASCII (pekarsky@mai1.soemadison.wisc.edu)

BMAIL-S-MP, This is a multi-part message. Hit <CR> to continue 
[2J [H [ImMIME type: TEXT/PLAIN 

Charset = US-ASCII

MEMO TO: Seymour Fox and Daniel Marom 
FROM: Daniel Pekarsky 
RE: the July Seminar in Cambridge 
DATE: June 5, 1995

As promised, I'm sending along some thoughts that might 
serve as a springboard to conversations over the next several 
weeks concerning the agenda and materials around which to 
organize our July seminar in Cambridge. I have, by the way, not 
yet confirmed Gerstein's attendance; but I did, following my 
conversation with Seymour, invite Rob Toren, and he, after 
conversation with Gurvis, indicated that he would 
enthusiastically attend. In my conversation with him, I floated 
the possibility of his working with a JCC. and he seemed 
amenable. It is worth noting, though, that in his Jewish 
Education Center of Cleveland role he will be working next year 
with the local Schechter School on questions that substantially 
overlap our project.

Following the advice Seymour offered on another occasion, I 
will stay away from actual seminar content on this occasion in 
order to focus on desirable outcomes. For your reference, 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 sense is that some, but certainly not all of tnem, 
continue to be pertinent. The other is a copy of a document 
concerning the nature of coaching entitled ',Working with 
Institutions" which, based in part on our meetings 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 approximation, my 
understanding is that the July seminar is designed a) to deepen 
our understanding of the activities and purposes associated with 
coaching educating institutions in the direction of greater 
vision-drivenness, with an eye towards b) better understanding 
the skills and understandings needed by coaches and c) clarifying 
the critical elements that need to enter into a training-seminar 
for coaches. (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 person who is to serve as a
guide/gadfly to educating institutions).

[2J [H3 pekarsky@mail.soemadison.wisc.edu => 
07/06/95, 01:04:06; 

* SMTP.MAIL 
ASCII (pekarsky@mail.soemadison.wisc.edu) 

BMAIL-S-MP, This is a multi-part message. Hit 
[2J [H [lmMIME type: TEXT/PLAIN 

Charset = US-ASCII 

MEMO TO: Seymour Fox and Daniel Marom 
FROM: Daniel Pekarsky 
RE: the July Seminar in Cambridge 
DATE: June 5, 1995 

marom@vms. huj i. ac. i l ; 

<CR> to continue 

As promised, I 1m sending along some thoughts that might 
serve as a springboard to conversations over the next several 
weeks concerning the agenda and materials around which to 
organize our July seminar in Cambridge. I have, by the way, not 
yet confirmed Gerstein's attendance; but I did, following my 
conversation with Seymour, invite Rob Toren, and he, after 
conversation with Gurvis, indicated that he would 
enthusiastically attend. In my conversation with him, I floated 
the possibility of his working with a JCC and he seemed 
amenable. It is worth noting, though, that in his Jewish 
Education Center of Cleveland role he will be working next year 
with the local Schechter School on questions that substantially 
overlap our project. 

Following the advice Seymour offered on another occasion, I 
will stay away from actual seminar content on this occasion in 
order to focus on desirable outcomes. For your reference, 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 sense is that some, but certainly not all of tnem, 
continue to be pertinent. The other is a co~y of a document 
concerning the nature of coaching entitled 'Working with 
Institutions" which, based in part on our meetings 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 approximation, my 
understanding is that the July seminar is designed a) to deepen 
our understanding of the activities and purposes associated with 
coaching educating institutions in the direction of greater 
vision-drivenness, with an eye towards b) better understanding 
the skills and understandings needed by coaches and c) clarifying 
the critical elements that need to enter into a training-seminar 
for coaches. (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 person who is to serve as a 
guide/gadfly to educating institutions). 



As a first approximation, I want to suggest that these 
general purposes will be best achieved if we accomplish the 
following at the seminar:

1. Revisit and, if necessary, expand on the general 
conception of the coach's mission that we discussed in February. 
As a springboard, see Pekarsky's brief document "Working with 
Institutions..."

2. Clarify the minimal (institutional) conditions under 
which a relationship between CIJE and an educating institution 
around a goals/vision agenda is likely to prove fruitful.

3. With attention to local circumstances that have a bearing 
on appropriateness, articulate and refine the kinds of strategies 
that are likely to raise the level of consciousness and 
discussion concerning goals and to stimulate serious reflection 
and study that is more than values�clarification.

4. A corollary of #3: identify fruitful ways of launching
the relationship between CIJE and an educating institution. What 
should the coach say, offer, stipulate, recommend, ask, do. 
insist on, request, organize, etc. at the outset in order to get 
the process off to a good start? What should the coach avoid
doing? In answering such questions in concrete cases, what
circumstances need to be taken into account?

5. Clarify different degrees of success to be aspired to in
working with an educating institution. What would success in a
full or partial sense look like?

6. Understand other approaches to educational change 
(notably Senge/Fullan and Sizer), with an eye towards grasping 
how our approach differs from tneirs and also what we might learn 
from them that would be helpful to our efforts.

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

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

8. Finally, last but by no means least, clarify the working 
relationship and communication-patterns between CIJE and the 
Mandel Institute on the Goals Project, so that in an ongoing way 
our efforts will be complementary.

Though the foregoing represents my real views at this moment 
in time, I also regard it as no more tnan a conversation-starter 
and welcome your reactions.

As a first approximation, I want to suggest that these 
general purposes will be best achieved if we accomplish the 
following at the seminar: 

1. Revisit and, if necessary, expand on the general 
conception of the coach's mission that we discussed in February. 
As a springboard, see Pekarsky 's brief document "Working with 
Institutions ... " 

2. Clarify the minimal (institutional) conditions under 
which a relationship between CIJE and an educating institution 
around a goals/vision agenda is likely to prove fruitful. 

3. With attention to local circumstances that have a bearing 
on appropriateness, articulate and refine the kinds of strategies 
that are likely to raise the level of consciousness and 
discussion concerning goals and to stimulate serious reflection 
and study that is more than values-clarification. 

4. A corollary of #3: identify fruitful ways of launching 
the relationship between CIJE and an educating institution. What 
should the coach say, offer, stipulate recommend, ask, do 
insist on, request , organize, etc. at the outset 1n order to get 
the process off to a good start? What should the coach avoid 
doing? In answerinq such questions in concrete cases, what 
circumstances need l o be taken into account? 

5. Clarify different degrees of success to be aspired to in 
working with an educating institution. What would success in a 
full or partial sense look like? 

6. Understand other approaches to educational change 
(notab ly Senge/Fullan and Sizer), with an eye towards grasping 
now our approach differs from theirs and also what we might learn 
from them that would be helpful to our efforts. 

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

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

8. Finally , last but by no means least, clarify the working 
relationship ano communication-patterns between CIJE and the 
Mandel Institute on the Goals Project, so that in an ongoing way 
our efforts will be complementary. 

Though the foregoing represents my real views at this moment 
in time, I also regard it as no more tnan a conversation-starter 
and welcome your reactions. 



I want to note that I view #8 as very important and believe 
it should occupy us on the first day of tne seminar - either for 
half the day or the full day. I have alerted both Toren and 
Gerstein to the possibility that there will be a closed meeting 
at some point during our seminar to discuss what I described to 
them as house-keeping" matters.

I look forward to hearing from you. I'll be in New York for 
the CIJE meetings from Wednesday to Friday and will then be in 
Madison pretty much for the rest of the month. All the best.

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

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

2. An awareness of other prominent approaches to institutional 
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 limitations.

3. An ability to use the Project's concepts and principles as 
lenses through which to interpret the state of goals in the life 
of an institution - in ways that suggest critical questions that 
need to be raised.

4. An awareness of the different levels at which one "can cut in" 
to the problem, and of different strategies that can be used (at 
different levels) to stimulate serious reflection concerning 
vision and goals (and their relationship to existing practice and 
outcomes). There need to be opportunities to experiment with 
these strategies in the course of our seminar. Participants also 
need to emerge from the seminar with some sense of the 
appropriate level at which to intervene in any given institution.

5. An awareness of the sources of resistance to a serious 
inquiry into an institution's basic goals and their relationship 
to practice, as well as of the ways to defuse, circumvent, or 
exploit this resistance.

6. Awareness of the kinds of conditions that must obtain in an 
institution if one is to have a fighting chance of making 
progress on a goals-agenda.

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

I want to note that I view #8 as very important and believe 
it should occupy us on the first day of the seminar - either for 
half the day or the full day. I have alerted both Toren and 
Gerstein to the possibility that there will be a closed meeting 
at some goint during our seminar to discuss what I described to 
them as 'house-keeping" matters. 

I look forward to hearing from you. I'll be in New York for 
the CIJE meetings from Wednesday to Friday and will then be in 
Madison pretty much for the rest of the month . All the best . 

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

1. Deep familiarity with basic concepts 1 assumptions and 
materials associated with the Goals ProJect and the Educated Jew 
Project. This familiarity inc ludes an appreciation for the 
power of these concepts, assumptions and materials . 

2. An awareness of other prominent approaches to institutional 
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 limitations. 

3. An ability to use the Project's concepts and principles as 
lenses through which to interpret the state of goals in the life 
of an institution - in ways that suggest critical questions that 
need to be raised. 

4. An awareness of the different levels at which one "can cut in" 
to the problem and of different strategies that can be used (at 
different leveis) to stimulate serious reflection concerning 
vision and goals (and their re l ationship to existing practice and 
outcomes). There need to be opportunities to experiment with 
these strategies in the course of our seminar. Participants also 
need to emerge from the seminar with some sense of the 
appropriate level at which to i ntervene in any given institution. 

5. An awareness of the sources of resistance to a serious 
inquiry into an institution's basic goals and their relationship, 
to practice, as well as of the ways to defuse, circumvent, or 
exploit this resistance. 

6. Awareness of the kinds of conditions that must obtain in an 
institution if one is to have a fighting chance of making 
progress on a goals-agenda. 

7. Excitement about being part of a pioneering venture that is in 
its formative stages and t hat offers participants a chance to 
engage in and to share ''action research". 



APPENDIX 2: PEKARSKY � S "WORKING WITH INSTITUTIONS" DOCUMENT, 
DRAFTED IN LIGHT OF OUR FEBRUARY, 1995 SEMINAR.

WORKING WITH INSTITUTIONS:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutions around 
goals-agenda. Its guiding convictions are:

1. Thoughtfully arrived at goals play a critical role 
in the work of an educating institution. They help to 
focus energy that would otherwise be dissipated in all- 
too-many directions; they provide a basis for making 
decisions concerning curriculum, personnel, pedagogy, 
and social organization; they offer a basis for 
evaluation, which is itself essential to progress: and, 
if genuinely believed in, they can be very motivating 
to those involved.

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

there is inadequate attention to goals. All too often, one or 
more of the following obtain: goals are absent or too vague to 
offer any guidance; they are inadequately represented in 
practice; they are not understood or identified with in any 
strong way by key-stake holders; they are not grounded in some 
conception of a meaningful Jewish life which would justify the 
importance.

Goals Project work with institutions would focus on remedying 
these deficiencies. The following discussion tries to explain 
the presuppositions and the nature of this work.

WORK WITH INSTITUTIONS

Presuppositions. CIJE's work with institutions around a 
Goals Agenda is informed by a number of critical assumptions, 
including the following:

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, tnough not the only, element in the process.

c. A coach identified and cultivated by CIJE will work 
with the institution around the Goals Agenda. (The 
work of the coach is described more fully below.)

d. The institution 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
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have primary responsibility for implementing the plan.

e. The institution's Lead Team will be invited to 
participate in seminars, workshops, 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 institutions 
engaged in similar efforts at improvement.

f. There is no one strategy for encouraging fruitful 
wrestling with goals�related issues. Whether to begin 
with lay leaders, with parents, with the principal 
and/or with teachers; whether to start with mission- 
statement, curriculum, and/or evaluation — such 
matters need to be decided on a case�by�case basis by 
the institution's lead-team in consultation with CIJE.

The heart of the work. The essence of the work that will be 
done with institutions under the auspices of the Goals Project 
has three dimensions:

1. A serious, multi-faceted examination of the way 
goals do and don't fit into the institution's efforts 
at present. This phase of the work is designed to 
identify the institution'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 deliberation. Stake holders engage in 
a thoughtful effort to wrestle with the uncertainties 
and challenges identified through #1. This effort 
includes a serious effort to clarify their fundamental 
educational priorities, through a process that includes 
wrestling with issues of Jewish content. Materials 
emanating from the Mandel Institute's Educated Jew 
Project will be invaluable to this effort. This stage 
will give rise to basic decisions concerning what 
needs to be accomplished.

3. The institution determines what needs to happen and 
be done in order that the basic decisions articulated 
in #2 can be accomplished. Strategies need to be 
developed and then implemented.

4. The effort to implement needs to be carefully 
monitored and the outcomes evaluated. This is 
indispensable if there is to be learning and a chance 
of serious mid-course corrections in aims and/or 
strategi e s .

The work of the coach. The coach is involved in all phases 
of this work. The coach works with key constituencies 
(separately and sometimes together) and wears a number of hats:
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he or she is sometimes a consultant on questions of strategy; 
sometimes a bridge to extra-institutional resources that are 
necessary to the effort: sometimes a thoughtful critic of 
directions for change tnat are proposed. In these and in other 
matters, the coach's primary job is to help the institution get 
clearer about its primary goals and their relationship to 
practi ce.

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

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

2. Are the avowed goals (as articulated or implicit in these 
different ways) clear or are they very vague? Do the 
participants understand what they mean ana entail?

3. Are the various avowed goals mutually consistent?

4. Do the key stake holders - 1ead-educators, parents, 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 will accomplishing them help make 
the life of the student as a Jewish human being more meaningful 
in the short- and/or long-run?

6. Are the goals anchored in an underlying vision of a meaningful 
Jewish existence? Can the stake holders flesh out the vision that 
is implicit in the goals they have identified as important?

7. As a way of better understanding what they are committed to or 
might be committed to in #s 5 and b, have the stake holders 
looked seriously at alternative views?

8. In what ways and to what extent are the avowed goals actually 
reflected in the life of the institution - in its social 
organization, in its pedagogy, in what happens in classrooms, 
etc. ?

9. To what extent are the goals achieved? To what extent are 
actual educational outcomes consistent with the goals?

10. If you were serious about Goal X or Y, what would you need 
to do in order to have a realistic shot at accomplishing it?
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COMMUNITY-VISION AGENDA

INTRODUCTION

CIJE's Goals Project has been heavily focused on ways of 
encouraging educating institutions to clarify compelling goals 
that are anchored in visions of the kind of Jewish human being 
they hope to nurture. As this project has proceeded, it has been 
apparent that there is also substantial interest on the part of 
various lay and professional community leaders in the theme of 
"community-vision". Though the view has been expressed that this 
interest reflects widespread anxiety concerning the possibility 
under present circumstances of a compelling vision that can bind 
together, or unite, into a single whole the various 
constituencies that make up American Judaism, there remains
uncertainty concerning the source of this interest. But more is
unclear than just the source of the interest in this subject: so 
too is the subject itself! That is, it is from clear what people 
are hoping to arrive at when the speak of wanting to come up with 
a community-visi o n : and it is similarly unclear now they think
coming up with such a vision will be beneficial for Jewish
education and for Jewish life, more generally. It is. finally, 
also unclear how to demarcate "the community which the hoped- 
for communitv-visi on will represent, and through what kind of 
process involving what kinds of participants tnis vision will be 
generated.

These uncertainties are noted in order to identify some 
important challenges that the effort to tackle the problem of 
community-visi on will need to encompass. They are assuredly not 
being noted in order to discourage this effort. On the contrary: 
the sense of engagement that has been generated when issues 
relating to community-visi on have surfaced — for example, in 
response to Professor Michael Rosenak's presentation at the 
Jerusalem Goals Seminar in the summer of 1994 - suggests that 
this issue may well be a 1iahtnina-rod for some important 
concerns that need to be addressed bv Jewish educators and 
communal leaders who care about the future of the American Jewish 
communi t y .

Articulating this domain more fully may serve more than one 
useful purpose. First, it may help us better understand the 
nature of the "community�visi o n " challenge. Second, this 
articulation may stimulate questions, qualifications, and other 
ideas that will carry our understanding of this domain further. 
Third, by indicating what will need to be done in order to make 
headway on the community-visi on agenda, this articulation will 
put us in a better position to make wise decisions concerning the 
allocation of our resources. There are at least two 
possibilities: 1) We will decide that the Communitv-Visi on agenda 
is important and will find ways to adjust other CIJE activities 
so as to pursue the Community-visi on agenda; 2) we will decide 
that the Community Vision agenda is important but will determine 
that pursuing it in a meaningful way will be too costly, given
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our scarce resources; 3) we will decide that this agenda is not 
worthy of being pursued for other reasons.

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

CIJE WORK-TO-DATE ON COMMUNAL VISION

In this section, I will summarize what CIJE has done to 
date in this domain; tnis section is intended as a kind of 
inventory of issues, insights, and materials that have thus far 
been generated, as well as pertinent activities and discussions. 
Relevant documents are included in appendices to this paper.

1. Some characterizations of the problem.

I begin by identifying significant social realities that
may lie benind the interest in communal vision; this discussion 
is coupled with an attempt to delineate the challenges posed by 
these social realities. Significant among these social realities 
is the fact that some of the concerns which may have served to
create a sense of sharing in a common life on the part of
significant sub-groups are increasingly less potent. With the 
passage of time, images of the Shtet 1, of the Holocaust, of the 
establishment of the State of Israel, and even of the Six Day War 
have lost some of their power to shape a strong collective 
consciousness among American Jews. In a different vein the 
collective identity of American Jews has been dealt a blow by the 
fact that they are less and less able to view themselves as 
needed to solve the problems, economic and otherwise, of Jews in 
Israel, Russia, and elsewhere. Such circumstances, combined with 
a decline of the kind of anti-Semitism which in its own way 
brought to Jews together, have operated to produce a communal 
crisis of identity among American Jews - or more accurately, to 
lay bear a crisis that nas been in the making for a long time.
Two salient dimensions of this crisis are delineated below.

Y Pluribus Unum? Each of the following poses problems for 
American Jewish life. 1) While the diversity of American Jewish 
life may in some ways be a sign of our vibrancy, significant sub- 
groups that are significantly engaged with Jewish life are often 
overtly and mutually hostile � sometimes to the point of denying 
that tney are members of the same community. 3) There are sub- 
groups on the American-Jewish landscape that take Jewish life 
very seriously but that feel rejected by what is sometimes 
described as the organized Jewish community; in the other 
direction, some sucn groups disavow the moral authority of the 
organized Jewish community.

While, as sociologist Lewis Coser has suggested in his 
writings on the social functions of group conflict, it would be
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naive to expect that in a wel1-functioning community there would 
be no traces of these phenomena, their pervasiveness today is a 
sign of great distress to many students and leaders of American 
Jewish life. At a macro-level they have given rise to fears of 
Balkanization, of a community that self-destructs because of 
attitudes and policies that encourage mistrust and divisiveness 
among what would seem to be its natural constituents.

Questions like the following arise: Is there a vision of 
"who we are" as a community which can be enthusiastically 
embraced by the varied sub-groups engaged in American-Jewish life 
- a vision that unites them even as they go their very different 
ways? Is there a core which we can all embrace and is this core 
sufficient to establish amongst us a sense of membership in a 
single community that feels worthy of our loyalty?

From the standpoint of education, this issue has a twofold 
significance: first, how it is addressed will affect how the 
central communal agency will approach local educating 
institutions. 1) A communal vision may carry educational 
implications for the kinds of sub-groups and institutions that 
should be financially and otherwise supported; 2) a communal 
vision may dictate a set of minimal educational aims that need to 
be embraced by educating institutions that seek communal support. 
Second, a vision of who we are as a community, of what makes us a 
community, may prove invaluable in helping an educating 
institution tnat identifies itself as '1communal", rather than 
parochial (say. a communal Day School or a JCC camp), to 
establish a set of compelling educational goals around which to 
organi ze.

The Wise Child's Siblings. While mutual mistrust among sub- 
groups that are in their own ways deeply committed to Jewish life 
represents one of the problems that calls forth an interest in 
communal vision, there are also others. Prominent among them is 
the fact that there are many contemporary American Jews who do 
not view the Jewish community - or what they take to be "the 
Jewish community" - as a fitting object for their energies, their 
sense of commitment, and their loyalty. The Passover Haggadah's 
"Wise Child" is engaged by Jewish life and traditions. Not so 
with the siblings: angry, indifferent, or so removed for it all 
that they wouldn't even know what questions to ask about Jewish 
life, they are either negatively engaged or in a state of 
disengagement. They look elsewhere to meet their existential, 
social, and other basic needs. According to some recent studies 
and observers, increasing numbers of American Jews fall into this 
category.

If the term "Balkanization" points to the image of a 
community actively tearing itself apart, the phenomenon of 
progressive disengagement from Jewish life being pointed to here 
suggests the image of a community whose light snines ever less 
brightly as its members slow pull away. Viewed from this 
direction, the question of communal vision has a different 
character: what must the Jewish community be like - and equally
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important, be perceived as being like - if it is to call forth 
the idealism, the loyalty, the pride, and the human energies of 
the many American 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 foregoing but which deserves to be highlighted 
concerns a tension amongst the elements that might thought to be 
integral to an adequate communal vision: namely, that it be 
shared by a multitude of varied constituencies; that it elicit 
enthusiastic support; and that it fruitfully inform communal 
deliberations. Can all of these desiderata be honored at once?
Is it possible to find a communal vision that is broad enough to 
enable a very disparate set of constituencies to be comfortable 
with it, while at the same time being clear enough to give 
guidance to policy and compelling enough to elicit enthusiastic 
support. Skeptics might well wonder whether the quest for 
consensus among very different groups will not inevitably give 
rise to a shared vision that is too vague to guide decision- 
making and to parve to invite enthusiastic support?

2. Miscellaneous Insights and Ways of Thinking about Communal 
Vision.

While our work�to�date has served to highlight and help 
interpret some central problems, it has also suggested some ways 
of approaching these problems. I summarize them in no particular 
order.

Significant elements of a shared vision may already exist! 
There is a tendency among some to despair of finding more than 
trivial commonality among the varied constituencies that make up 
the American Jewisn community. Such despair is paralyzing in its 
effects, since it undermines the effort to discover what, amidst 
our diversity, we may share. But, as Professor Michael Rosenak 
recently suggested, it may be that in fact we already share quite 
a bit. In his presentation to the Jerusalem Goals Seminar in the 
summer of 1994, Professor Rosenak suggested that it may be 
possible to discover amidst the diversity of Jewish life five 
elements which a) are readily shared or shareable among American 
Jews; b) have the capacity to establish amongst us a non-trivial 
sense of sharing in the same community; c) can be used to inform 
educational policy deliberations in American Jewish communities. 
The elements identified by Rosenak are the following: [FILL IN]

Taken alone, any one of these elements is perhaps not very 
powerful: but jointly, Rosenak's account suggests, they give rise 
to something that may be quite powerful in its capacity to 
establish a shared framework for Jewish life.

One need not subscribe to Rosenak's list of elements to 
accept the general point that we may already share much more than 
we think, and that, properly built upon, what we already share 
may have some capacity to hold us together as a community. The 
challenge is, through research or dialogue, to discover these
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shared elements that cut across the community's varied 
constituencies and then to use them as guides to educational 
practice. These shared elements may provide a helpful guide to 
central communal agencies in establishing their educational 
priorities and policies, as well as to community-wide educating 
institutions trying to develop a focus for their efforts.

Generality does not entail vagueness. In a vein similar to 
Rosenak's presentation, Professor Israel Scheffler suggested at 
the CIJE staff seminar in February 1994 that amidst all the talk 
of the splintering of the American Jewish community, there is an 
underestimation of what can be meaningfully shared among a broad 
range of constituencies. Speaking about communal Day Schools, 
Scheffler noted that the ideal of a "general Jewish citizen" need 
not suffer from vagueness. It is by no means unthinkable that 
the membership of a communal school could agree on a knowledge 
and skill - and even on certain attitudes - that all students 
would need to acquire. This is, of course, entirely consistent 
with the likelihood that with respect to certain domains the 
institution would remain agnostic (while choosing either to 
exclude them altogether or to "teach about" them in a non- 
committal way.)

The need for an honest, in-depth search for a compelling 
communal self-definition. It is essential that the constituencies 
that make up American Jewish communities finds ways of 
meaningfully reflecting on and dialoguing concerning what they 
do, or might, jointly represent or snare as a community. Efforts 
at self-definition at a communal level establish a context and a 
culture that encourage similar efforts on the part of educating 
i nsti tuti o n s .

Such efforts must wrestle with difficult questions: Who are 
we as a community? What do we represent? What must be like, and 
be perceived as being like, if are to keep the loyalty of our 
varied constituencies and draw back those that are drifting away? 
What human needs must we meet, what activities and opportunities 
for human growth and expression must we feature, what ideals must 
we embody if these constituencies are to find participation in 
this community meaningful?

Beyond the mystique of vagueness and the fear of authentic 
dialogue. Discussion of the kinds of basic questions concerning 
the nature and point of Jewish existence that might eventuate in 
a shared communal vision is often avoided. One of the reasons 
for this avoidance is that, as individuals, many are uncertain 
concerning their own basic beliefs, and sometimes embarrassed to 
share their sense of ignorance or uncertainty with others. In 
addition, there is often a fear that the attempt to discuss such 
matters seriously will surface profound and possibly divisive 
disagreements. The preferred alternative is avoidance that is 
achieved by agreeing to sign on to certain vague platitudes that, 
because they are so vague, are difficult to reject.
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Note, though, that the assumption that it is not possible 
for members of the contemporary Jewish community to think 
thoughtfully and to dialogue honestly and productively concerning 
basic matters of Jewish existence is an untested assumption. 
Certainly, it would be possible to organize a context in which 
such discussion would fruitless and divisive. But it is entirely 
possible to create settings in which varied constituencies within 
the American Jewish community could be brought together to 
discuss such matters in thoughtful ways. Not only might such 
discussions give rise to more agreement than might have been 
thought possible, it is also possible that the participants would

‘‘n meaning, relieved that they are 
bout and speak with one another

find such discussion rich wit 
finally encouraged to think a
concerning humanly important matters.

As an example, when in the context of a Goals Seminar in 
Milwaukee, the representatives of a Communal Day School were 
invited to share with one another their own portraits of what an 
ideal graduate would look like, there was great anxiety among a 
number of participants; for their sense of being very different 
from one another had, up to that moment, given rise to a tabu 
against discussing such matters. The assignment lifted the tabu, 
at least temporarily; and much to their relief and surprise the 
participants discovered that such a discussion could be 
extraordinarily rich and non-divisive, even when their views were 
very different.

Identifying and implementing policies that will encourage a 
rich family of vision-driven educating institutions. An adequate 
community-visi on has as one of its elements a commitment to a 
future in which its constituent institutions are all animated by 
compelling guiding visions of the kind of person they would hope 
to nurture. A communal vision that points to a future in which 
the community is made up of educating institutions, each of which 
is animated By a compelling vision, must also identify the kinds 
of policies tnat are likely to bring about such a future. In 
part, this may mean no more than encouraging the efforts of 
existing institutions to clarify their respective guiding 
visions. Beyond this, however, it may be worth entertaining 
policies which will encourage like-minded individuals to self- 
select into institutions for which they have an ideological 
affinity, as distinct from current policy which supports 
educational institutions that are alike in featuring great 
ideological diversity. A Jewish version of the kinds of choice- 
plans that are being explored in public education may be worth 
entertaining.

The community as a family of communities. In a related 
vein, given the pluralistic character of American Jewish life, an 
adequate communal vision will be one that supports the efforts of 
the varied groups that make up the community to live and educate 
according to their respective visions of the nature of Jewish 
existence. To say that these sub-groups are a family is to 
intimate a number of important things. For example: 1) they 
share a sense of being related; 2) patterns of similarity,
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difference, agreement, and disagreement may be complex and fluid. 
Professor Brinker's article on "the Educated Jew" is a valuable 
resource in understanding this perspective on communal vision. 
(See also Robert Nozick's piece entitled "A Framework for 
Utopi a.)

Note that this vision of a community as a framework that 
supports a variety of sub-communities each committed to its own 
vision of Jewish existence cannot, 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 will 
not be forthcoming.

The place of Jewish tradition in the effort to arrive at a 
communal vision. Pekarsky's presentation to the Colman 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 mean - to be a 
community. Texts and historical materials that present such 
interpretations and examples have much to teach us as we struggle 
to forge shared visions for our respective communities.

Communal vision and broad-based, community-wide educating 
institutions. Institutions like JCC camps and community Day 
Schools are of special interest because their efforts to arrive 
at compelling visions of what they are about are relevant to both 
dimensions of the Goals Project. On the one hand, attention to 
such institutiosns is consistent with the Project s interest in 
encouraging educating institutions to clarify and better embody 
their guiding vision; on the other hand, the effort to help such 
institutions arrive at a shared vision that honors the pluralism 
they embody will forward our understanding of what a community- 
wide vision might look like and of the challenges, issues, 
obstalces and strategies that are worth keeping in mind in the 
effort to encourage such a vision in the community at large.

3. Inventory of activities and conversations undertaken that 
relate to communal vision.

a. A session at the Jerusalem Goals Seminar focused on 
this topic, aimed at a sub-group of individuals who 
self-selected into a discussion of this topic.

b.Also at the Jerusalem Goals Seminar, Mike Rosenak 
delivered his very highly regarded paper on the topic 
of shared elements that establish a universe of 
discourse for American Jews. Rosenak's paper has been 
transcribed but has yet to be edited.

c. Pekarsky made a presentation to a group of Milwaukee 
lay and professional leaders in May of 1994 that spoke 
at length about ways of approaching the problem of 
community-vision.
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d. Without anybody planning for it, the subject of 
communal vision "took over one of meetings of the 
Program and Content Sub-committee. For tnose present, 
it appeared to be a very important matter to address.

e. In the aftermath of the Jerusalem Goals Seminar, a 
year-long Goals Seminar was held in Cleveland for 
senior educators, educational planners, and lay 
leaders. Much of the seminar was organized around the 
effort to articulate a Communal Goal Statement for 
Hebrew that representatives of various denominational 
and other sub-groups would all find acceptable. The 
effort did in fact yield such a statement.

UPCOMING TASKS AND CHALLENGES

The foregoing is prelude to the identification of what we 
need to be doing if we are serious about pursuing the community- 
vision agenda. I suggest the following activities:

1. Encourage the Mandel Institute folks to work with 
Rosenak on editing his presentation, with an eye 
towards using it as a catalyst to discussion of this 
topic with various groups tnat are interested in this 
problem.

2. Ask Walter Ackerman to write up a short piece 
explaining the genesis of, and motivation for, the 
decision to focus on a communal goal in the area of 
Hebrew, as well as an account of what happened. The 
piece should include the following: a) what the process 
looked like; b) what were the critical issues that 
needed to be addressed; c) what difficulties were 
encountered; d) in addition to the formal goals- 
statement, what other outcomes emerged out of this 
process; e) how, in the view of the participants and 
Ackerman's own view, would arriving at a shared goals 
in the area of Hebrew be useful in Cleveland.

3. Building on and developingsome of the insights 
articulated discussed above, Pekarsky should develop a 
broad concept-paper to frame the discussion of 
communi ty-vi si o n .

4. In view of the interest in this subject expressed by 
the Colman sub-committee (including David Sarnat,
Maurice Corson, and David Teutsch), organize a meeting 
of this group (along with, perhaps, additional 
resrouce-people) aimed at further clarifying the 
issues, challenges, and needs in this arena of 
c o m m u m  ty-vi si o n .

5. Develop a bibliography of articles and books, drawn 
from Jewish and general sources, that have a bearing on
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the question of community-wide visions.

6. Work with Nessa R.to conceptualize ways of using the 
issues associated with the Goals Project, in general, 
and those pertaining to Communal Vision, in particular, 
as a tool of community-mobi1ization.

APPENDIX I

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

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

THE ROLE OF COMMUNITY-VISION IN THE EFFORT TO IMPROVE JEWISH
EDUCATION

Many of the groups CIJE works with have expressed a serious 
and enduring interest in the theme of 'community-visi o n ' and its 
relationship to the improvement of Jewish education. CIJE 
believes that this interest is important, and that, nurtured in 
the right wav, it can contribute to the improvement of Jewish 
education. Consistent with other priorities, efforts should be 
made to encourage communities to work towards community-visions 
that support Jewish education. Several dimensions of such an 
effort are listed below.

First, rather than assuming that there is little that does 
or can hold together a diverse Jewish community, an effort should 
be made to identify certain core-elements that may, perhaps 
differently interpreted, cut across the various constituencies 
that make up the community. Such core-elements might, for 
example, include a commitment to serious study, a commitment to 
the State of Israel, and perhaps a commitment to certain kinds of 
practices. The identification of such core-elements could arise 
through a process of research that focuses on what is already 
being done by different constituencies and/or through a process 
that encourages serious dialogue among the many constituencies 
that make up a community. If successfully identified, such core- 
elements might offer meaningful guidance for the community when 
it seeks to develop educating institutions designed to serve the 
totality of the community.

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 jointly represent as a 
community — who are we as a community? what does it mean to be a 
member of this community? why would one want to be a member of 
this community? It should not be assumed in advance that in a 
diverse Jewish community no meaningful and generally shared 
answers to such questions could be arrived at. Such questions
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could fruitfully be explored through study of competing 
perspectives on this problem. A community that engages in such 
efforts at self-definition establishes a culture and context that 
encourages local educating institutions to engage in their own 
efforts to clarify their guiding visions and goals.

Third, a key element in an adequate community vision needs 
to be a commitment to do whatever is necessary to encourage and 
support the efforts of its constituent educating institutions to 
clarify and more effectively realize their own visions of the 
kinds of Jewish human beings that they hope to nurture through 
the process education.

Fourth, communities that imagine a future in which they are 
made up of a family of educating institutions, each one animated 
by a powerful vision of its own and each one attracting 
constituencies that are sympathetic to the vision, must think 
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-VISION
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MEMO TO: Seymour Fox and Daniel Marom
FROM: Daniel Pekarsky 
RE: the July Seminar in Cambridge 
DATE: June 5, 199 5

As promised, I'm sending along some thoughts that might 
serve as a springboard to conversations over the next several 
weeks concerning the agenda and materials around which to 
organize our July seminar in Cambridge. I have, by the way, not 
yet confirmed Gerstein's attendance; but I did, following my 
conversation with Seymour, invite Rob Toren, and he, after 
conversation with Gurvis, indicated that he would
enthusiastically attend. In my conversation with him, I floated 
the possibility of his working with a JCC, and he seemed 
amenable. It is worth noting, though, that in his Jewish 
Education Center of Cleveland role he will be working next year 
with the local Schechter School on questions that substantially 
overlap our project.

Following the advice Seymour offered on another occasion, I 
will stay away from actual seminar content on this occasion in 
order to focu3 on desirable outcomes. For your reference, 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 pertinent. The other is a copy of a document 
concerning the nature of coaching entitled "Working with 
Institutions" which, ba3ed in part on our meetings 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 approximation, my 
understanding is that the July seminar is designed a) to deepen 
our understanding of the activities and purposes associated with 
coaching educating institutions in the direction of greater 
vision-drivenness, with an eye toward3 b) better understanding 
the skills and understandings needed by coaches and c) clarifying
the critical elements that need to enter into a training-3eminar 
for coaches. (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 person who is to serve as a 
guide/gadfly to educating institutions).

As a fir3t approximation, I want to sugge3t that these 
general purposes will be best achieved if we accomplish the 
following at the seminar:

1. Revisit and, if necessary, expand on the general 
conception of the coach's mission that we discus3ed in February. 
A3 a springboard, see Pekarsky'3 brief document "Working with
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Institutions..."

2. Clarify the minimal (institutional) conditions under 
which a relationship between CIJE and an educating institution 
around a goals/vision agenda is likely to prove fruitful.

3. With attention to local circumstances that have a bearing 
on appropriateness, articulate and refine the kinds of strategies 
that are likely to raise the level of consciousness and 
discussion concerning goals and to stimulate serious reflection 
and study that is more than values-clarification.

4. A corollary of #3: identify fruitful ways of launching
the relationship between CIJE and an educating institution. What 
should the coach say, offer, stipulate, recommend, ask, do, 
insist on, request, organize, etc. at the outset in order to get
the process off to a good start? What should the coach avoid
doing? In answering such questions in concrete cases, what
circumstances need to be taken into account?

5. Clarify different degrees of success to be aspired to in
working with an educating institution. What would success in a
full or partial sense look like?

6. Understand other approaches to educational change 
(notably Senge/Fullan and Sizer), with an eye towards gra3ping 
how our approach differs from theirs and also what we might learn 
from them that would be helpful to our efforts.

7. Clarify how experimental fieldwork now under way (through 
via Pekarsky and Marom) can provide in3ight into the aims, 
processes, and challenges of coaching educating institutions.

3. Based on 1 through 7, what are the skills and 
understandings that a coach need3 in order to be an effective
catalyst and facilitator of a vision/goals agenda? And, related
to this, what should a coaches training-seminar focus on?

8. Finally, last but by no means least, clarify the working 
relationship and communication-patterns between CIJE and the 
Mandel Institute on the Goals Project, so that in an ongoing way 
our efforts will be complementary.

Though the foregoing represents my real views at this moment 
in time, I also regard it as no more than a conversation-starter 
and welcome your reactions.

I want to note that I view #8 as very important and believe 
it should occupy us on the first day of the seminar - either for 
half the day or the full day. I have alerted both Toren and 
Gerstein to the possibility that there will be a closed meeting 
at some point during our 3eminar to discu33 what I described to 
them as "hou3e-keeping" matters.
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I look forward to hearing from you. I'll be in New York for 
the CIJE meetings from Wednesday to Friday and will then be in 
Madison pretty much for the rest of the month. All the best.

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

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

2. An awareness of other prominent approaches to institutional 
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 limitations.

3. An ability to use the Project's concepts and principles as 
lenses through which to interpret the state of goals in the life 
of an institution - in ways that suggest critical questions that 
need to be raised.

4. An awareness of the different levels at which one "can cut in" 
to the problem, and of different 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 experiment with 
these strategies in the course of our seminar. Participants also 
need to emerge from the seminar with some sense of the 
appropriate level at which to intervene in any given institution.

5. An awareness 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, circumvent, or 
exploit thi3 resistance.

6. Awareness of the kinds of conditions that must obtain in an 
institution if one is to have a fighting chance of making 
progress on a goals-agenda.

7. Excitement about being part of a pioneering venture that i3 in 
its formative stages and that offer3 participants a chance to 
engage in and to share "action research".
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APPENDIX 2: PEKARSKY'S "WORKING WITH INSTITUTIONS" DOCUMENT, 
DRAFTED IN LIGHT OF OUR FEBRUARY, 199 5 SEMINAR.

WORKING WITH INSTITUTIONS:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutions around a 
goals-agenda. Its guiding convictions are:

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

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

there is inadequate attention to goals. All too often, one or 
more of the following obtain: goals are absent or too vague to 
offer any guidance; they are inadequately represented in 
practice; they are not understood or identified with in any 
strong way by key-stake holders; they are not grounded in some 
conception of a meaningful Jewish life which would justify their 
importance.

Goals Project work with institutions would focus on remedying 
these deficiencies. The following discussion trie3 to explain 
the presuppositions and the nature of thi3 work.

WORK WITH INSTITUTIONS

Presuppositions. CIJE3׳ work with institutions around a 
Goals Agenda is informed by a number of critical assumptions, 
including the following:

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

b. Wre3tling with issues of Jewish content is an 
integral, though not the only, element in the proce3 3.

c. A coach identified and cultivated by CIJE will work
with the institution around the Goals Agenda. (The
work of the coach is described more fully below.)

d. The institution will identify a Lead Team that will 
be in charge of its efforts and work with the coach in
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designing appropriate strategies. The Lead Team will 
have primary responsibility for implementing the plan.

e. The institution's Lead Team will be invited to 
participate in seminars, workshops, 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 institutions 
engaged in 3imilar efforts at improvement.

f. There is no one strategy for encouraging fruitful 
wre3tling with goals-related issues. Whether to begin 
with lay leaders, with parents, with the principal 
and/or with teachers; whether to start with mis3ion- 
statement, curriculum, and/or evaluation -- such 
matters need to be decided on a case-by-case basi3 by 
the institution's lead-team in consultation with CIJE.

The heart of the work. The es3ence of the work that will be 
done with institutions under the au3pices of the Goals Project
has three dimensions;

1. A serious, multi-faceted examination of the way 
goals do and don't fit into the institution's efforts 
at present. This phase of the work is designed to 
identify the institution'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 deliberation. Stake holders engage in 
a thoughtful effort to wrestle with the uncertainties 
and challenges identified through #1. Thi3 effort 
includes a serious effort to clarify their fundamental 
educational priorities, through a process that includes 
wrestling with issues of Jewish content. Materials 
emanating from the Mandel Institute's Educated Jew 
Project will be invaluable to this effort. This stage 
will give rise to basic decisions concerning what 
needs to be accomplished.

3. The institution determines what needs to happen and 
be done in order that the ba3ic decisions articulated 
in #2 can be accomplished. Strategies need to be 
developed and then implemented.

4. The effort to implement needs to be carefully 
monitored and the outcomes evaluated. This is 
indispensable if there is to be learning and a chance 
of serious mid-course corrections in aims and/or 
strategies.
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The work of the coach. The coach is involved in all phases
of this work. The coach works with key constituencies 
(separately and sometimes together) and wears a number of hats: 
he or she is sometimes a consultant on questions of strategy; 
sometimes a bridge to extra-institutional resources that are 
necessary to the effort; sometimes a thoughtful critic of 
directions for change that are proposed. In these and in other 
matters, the coach's primary job is to help the institution get
clearer about its primary goals and their relationship to 
practice.

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

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

2. Are the avowed goals (as articulated or implicit in these 
different ways) clear or are they very vague? Do the 
participants understand what they mean and entail?

3. Are the various avowed goals mutually consistent?

4. Do the key stake holders - lead-educators, parents, 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 will accomplishing them help make 
the life of the student as a Jewish human being more meaningful 
in the short- and/or long-run?

6. Are the goals anchored in an underlying vision of a meaningful 
Jewish existence? Can the stake holders flesh out the vision that 
is implicit in the goals they have identified as important?

7.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 extent are the avowed goals actually 
reflected in the life of the institution - in its social 
organization, in its pedagogy, in what happens in classrooms, 
etc. ?

9. To what extent are the goals achieved? To what extent are 
actual educational outcomes consistent with the goals?

10. If you were serious about Goal X or Y, what would you need
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to do in order to have a realistic shot at accomplishing it?
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Making Time to Make 
Change

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
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the whole school. From the point 
of view of a practicing teacher at I 
10:32 A.M., 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 of all of this - can reach 
levels that would at the outset 
have been unimaginable.

This issue of Changing Minds 
describes the ways that a number

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 curren t 
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 w hen 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 im portant 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
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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 p iggybacking  p ro fessional 
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. W hen they returned to 
their classrooms at 12:40, many 
were reeling emotionally, and 
were, consequently, completely 
unable to study.

Closer exam ination of the 
lunch problem by Principal Min- 
nie W heeler-Thomas indicated

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 
tim e w hen o th er ob ligations 
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- 
opm ent” - of Spartan Village fac- 
ulty members. In order to move 
forward together, the teachers 
decided that they w anted to 
devote some collective time to 
understanding the work that was 
already occurring in their school. 
In ad d itio n , they  w an ted  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-

of schools have met their teachers’ 
need for reallocated time during 
the school day. It describes the 
experiences of the 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, 
d is tr ic t  a d m in is tra to rs ,  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 
enem y of stu d en ts 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?

Som e of th e  s o lu t io n s  
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?

R estructuring 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 of time and 
roles in the restructuring process.

2
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better. And because they liked the 
sandwiches better than the hot 
lunch, they didn’t 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- j 

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.

p resen t 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 
ex tended  lu nch  days, T iezzi 
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

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

While teachers discuss teaching and learning, Kendon students participate in a 
program about garbage and recycling.

g

• 

t 

• 

\V)11le teachers clisrnss 1ead11ng and kanimg, Ke11do11 ~tuclents parw:rpace rn a 
111(lgram about gaibage and recycl111g 

that the students who were creat
ing havoc at lunch were Jlso in 
difficulties elsewhere. As the 
teachers hegan to look Jt these 
children's lives outside school, 
they found themselves asking 
questions to which no one tn the 
school seemed to know answers. 
They decided to focus their fost 
PDS efforts on the problems of 
their "students-at-risk'.' 

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

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

present lunc..h. now onlv -+O 
minutes long, was already a prob
lem. Extending it to 70 minutes 
-;ounded very risky 

ln fact. reports Linda Tiezzi, 
MSC coordinator of che Kendon 
PDS. extended lunches rurned 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 insrructional 
program that followed lunch and 
outside play, children had co 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 hkcd the 
sandwiches better than the hot 
lunch, thev didn't do anr of the 
many unspeakable things children 
have done with insmunonal meals 
since the t1me of Charlemagne 

This year Kendon is planning 
fourteen extended lunches. Like 
the rest of their professional devel
opment activ1ues. these will focus 
on the theme of building a learn
mg community 

Providing for the Children 

Everyone at Spartan Village 
,md Kendl,n was committed co 
providing genuinely educauonJI 
experiences for students dunng 
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 ltttle lead time, and con
tinued weekly for the whole 1989-
90 school year. finding enough 
excellent programs was a maJor 
chal:enge 

Ongmally, pnnc1palJess1e Fry 
had hoped to hire someone to 
plan each week's program, to take 
care of scheduling and clerical 
work, and to put cogether a staff of 
three substitute teachers who 
would come each week to help 
the lunch aides supervise the chil
dren during their lunch ume, 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 co coordi
nate the project. 
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A fter eating their own lunches and  p laying outside, Spartan Village youngsters listen to 
the East Lansing High School M arching Band.

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 w orries about ch ildren’s 
well-being, and resolve the con- 
flict between instructional time 
and professional developm ent 
time. The Steering Committee 
began this fall to meet with mem- 
bers of the superintendent’s 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

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 developm ent 
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 K endon and 
Spartan Village continue to make 
use of extended lunches - Kendon 
has planned fourteen for this year

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 
com m unity and schools, gave 
Veenstra places to start looking for 
program s, 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’s 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 developm ent school 
efforts. Spartan Village teachers 
learned more about pioneering 
work on teaching for understand-
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New Actors on the Scene
den ts to conclude a un it on 
insects. She has asked them to 
“make up an insect” and answer 
some questions about it; she has 
run  into som e problem s 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 it’s 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 th e y  d is c u s s  w h o lis t ic  
approaches to grading, they con- 
sider the difficulties that any 
change in assessment presents for 
com m unication  w ith parents. 
Carol Miller comments, near the 
end  of the  d iscussion , “ 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’s 
classes about the basis for rules in 
hum an societies. In Yerkes’s third 
and fourth grade, Dashner has 
introduced the unit by reading a 
children’s 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

integrated program in science, j 
social studies, and language arts. 
They involved Suzanne W ilson 
(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 T hornburg, 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-

Last year, teachers at Kendon 
School in Lansing had virtually no 
planning time during the school 
day: since the school system pro- 
vided each elem entary 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’s 
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
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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

a somewhat different road to a 
structurally similar arrangement. 
In 1989 the E llio tt teach ers  
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’s 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

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

Pioneer Days
The D iscovery an d  D evelo pm en t o f a
N e w  Teaching Role

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 I 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, I knew that I could 
focus on it exclusively for the whole 
year. I wanted the chance to improve 
my mathematics teaching and try 
new ways for achieving math objec- 
tives. If I had walked into a full-time

sional Development Schools are on 
the westward frontier of educational 
practice. At these schools, teachers 
are forging new definitions of what 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.

I was -  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

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, I 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 I 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-

Continued on page 7.
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the Mach Study Group 
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position because, althotsgh math 
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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
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day .

D evelopm entally  A ppropriate 
Curriculum  Group. Two other 
teachers in th is  g roup  have 
different arrangements.

On the two Tuesday after- 
noons each m onth 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 “co teaching” 
arrangement: each of them now 
shares a classroom with another, 
newly-hired teacher. Hoekwater, 
Lindquist, and Ligett teach in the
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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; I taught m athem atics 
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 I 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.

I 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

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 first job was learning to be a 
teacher. I was 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 I 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. If I 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 I 
had to practice as part of my new

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 of others. 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 I shaped my job should affect 
not only the people I was working
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helpful in dealing w ith another, 
qu ite  d ifferen t, p rob lem . T h is 
year’s third grade class has an 
excep tionally  large n u m b er of 
children in need of special help. 
K in d e rg a r te n  a n d  f irs t-g ra d e  
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 half teaching “Wecology,” the 
science/ecology program  that he 
an d  the  o th e r sp ec ia lis t have 
developed for the school.

Two other school-w ide efforts 
provide reallocated time to Averill 
teachers. The first is teacher edu-
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stressed , 
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w hich  takes  
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class  and  
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tim e, tends to  
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science and m ulticultural studies. 
This provided every teacher in the 
school w ith one half day a week of 
reallocated time.

The presence of two half-tim e 
teachers in the school proved

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

R ochow iak knew  th a t the 
dem ands of a professional devel- 
op m en t schoo l w ould  stre tch  
Averill teachers; he also knew that 
w hen teachers are stressed, sci- 
ence, w hich 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 
vulnerable part of the curriculum ; 
it would also reassure parents and 
teachers, since “no one blinks 
w hen you say a specialist is com- 
ing in.”

The school recruited two half- 
tim e specia lis ts  w ho together 
developed curricula and taught
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be as flexible as 1 had been in the 
initial, experimental year, thus creat- 
ing a precedent for 10 minute 
lunches. But I 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.

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, 
I had to be able to adapt to my new 
surroundings, and expect the unex- 
pected. I had to be always ready for 
change. I had to work especially well 
with the other people in fhy “frontier 
community” because I was a condi- 
tional member of their group and 
they were already established. If any 
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 I had some res- 
ervations. I had enjoyed my job, but 
the school was planning to expand 
the intern program to include 
another project, thus hiring more 
intern teachers. I was concerned that 
these teachers would be expected to

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. I 
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, I 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 wasn’t because 
they thought I was less important
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Resource 
Teachers

Until January of 1990, only 
one team of six teachers at Holmes 
M iddle School in  F lin t 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,

S t u d e n t s  will pT 
b e  g iven  a  role 
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th e  r e s o u r c e  
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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  th is m idd le  schoo l

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

And third, to whom should 
the classroom teacher go if she 
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. ■

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 arrangem ent 
frees teachers from minute-by- 
minute responsibilities to stu- 
d en ts . In a d d itio n , re a d in g  
specialist Peg Shaw and librarian 
Jane Erickson have th is year 
extended the school’s literacy pro- 
gram through new activities basedO O
in the library. This initiative has 
expanded the school’s 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 teacher’s 
classroom to teach a subject 
she usually taught herself, it 
was natural to think of them as 
student teachers. And yet they 
w eren’t s tu d en t teachers. 
What exacdy was their role?

O
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week. In addiuon. teachers and 
:VISL' facultv regularly met after 
school in parmership teams 

So on alternate Thursdavs. 
everyone involved in the Holmes 
PDS - teachers the school's pnn 
cipal and assistant pnnc1pal. and 
people from MSL' and from the 
central adminisrracion of the Flint 
Public S<.hoo:s - got together for a 
presentanon and discussion, and 
for meetings of the groups thmk
mg about pamcular subJecc maccer 
and prarnces Dunng this nme. 
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subsutute teachers covered the 
classes of all teachers on the team. 

At Holmes, as at other profes
sional development schools. the 
costs of chis arrangement out
weighed the benefits. Teachers felt 
chat the presence of subs dis
rupted students' learning - espe
c ia llv in this middle school 



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

not provide enough tim e 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 teacher’s role to 
students and about ways to ensure 
continuity of instruction.

The woman hired in March of

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 
arrangem ents. They began to 
schedule longer meetings after 
school, staying until 5:00 and 
even 6:00. W hen they could, they 
met together during planning per- 
iods. In order for teachers to use 
their planning periods in this way, 
school adm inistrators 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

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

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 becam e increasingly 
obvious. For a staff with family 
obligations, scheduling evening 
and w eekend m eetings posed 
almost insurmountable obstacles. 
Teachers’ coaching obligations 
made it almost impossible to get a 
group of any size together after

since 1982, not until this summer 
did they create a sustained period 
of time in which teachers could

T e a c h e rs  will 
u s e  th re e  of 
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a n d  their 
s c h o o l .

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. It’s 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 
s tu d e n ts  to th in k  an d  p lan  
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

s s
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Classes at Holt High School 
start at 7 ➔5 on most mornings, 
but on October 3 at 7. 40 there are 
no ·ellow school busses pulling 
away from the building, and no 
teenage voices tinging through the 
hallways. It's nor a ·'records day;· or 
a parent conference day, it is sim
ply Wednesday. Today, and every 
Wednesday this year. teachers and 
admm1srrators will amve as usual 
at 7 30, but srudents will nor come 
to school unul 11 :30 Teachers will 
use three of these hours without 
studen ts 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 
srudyrng their school and worlang 
together on school improvement 

since 1982. not unul this summer 
did they create a sustained penod 
ot time in which teachers could 
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work collaboratively wuhout wor
rvmg about respons1bil1t1es to sru
dents snit inside the building. t;p 
until this fall. chey have planned 
most meetings for evenmgs. week
ends. and before and after school. 

The Need for a Change 

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



York, and members of the Restruc- 
curing Committee explained what 
they hoped the Wednesday morn- 
ing professional developm ent 
time would accomplish. W hen 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 C om m ittee of 
teachers sets the schedule for each 
W ednesday, d ec id in g  w h ich  
groups will meet and when. As the 
school year began, there were 14 
groups, and the Steering Commit-

W h e n  th e  
s c h o o l  b o a rd  

m e t  to  
c o n s id e r  th e  !  

p lan , n o t  o n e  r<5- 
p a r e n t  s p o k e  §** 

a g a in s t  it. & ־

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 C om m unity 
Service Task Force adjourns to 
room 309 and the Teacher Educa-

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  re stru c tu rin g  
examined the “Copernican Plan,” 
a proposal for reorganizing high 
schools so that students take - and 
teachers teach - only one or two 
courses at a time1. The Restruc- 
turing Group played with the idea 
of changing the blocks of time in 
the master schedule. However, 
most people agreed that imple- 
m en tin g  such  a p lan  w ould  
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: let’s do it next year; let’s 
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 com m unity. 
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, J.M. (1990). The Copernican 
Plan: Restructuring the American High 
School. Phi Delta K appan . 72. 358-365.

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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s c h e d u le  
co n flic ts ,  it 

w a s  s h o r t  a n d  Sg 
inflexible.

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 G roup 
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
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to be in their classrooms ready to 
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participants, but no one really 
liked chis 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 µrolessiona 1 conversations 
on the teaching of their subject 
matter. to avoid excluding them, 
the group scheduled monthlv din
ner meetings. 

Restrucnuing 

In the winter of 1990. a faculty 
group studying restructuring 
examined the "Copernican Plan:' 
a proposal for reorganizing high 
schools so that snidenrs take - and 
teachers teach - only one or two 
courses at a time' The Restruc
turing Group played with the idea 
of changing the blocks of time m 
the master schedule. However, 
most people agreed that imple
menu ng such a plan would 
require some lead time: the com
mittee returned m the drawing 
boards co look for a wav co provide 
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in the more immediate furure. 
They rerumed with the Wednes
day morning plan As soon as the 
facuttv showed serious interest. 
1he committee asked the Hole 
Education :\ssociatton to join the 
deliberations. A week lacer High 
School teachers responded to a 
written ballot which offered three 
choices· let's do ic next year: lee's 
refine tt for a year: lee's not do tt at 
all. They voted overwhelmingly 
for immediate implementation. 

Impressed by the level of fac
ulty suppon, the superintendent 
advised the teachers to present 
their plan to the community. 
Twenty co 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 ics 
benefit to the srudents. On each 
occasion the aonosphere changed 
dramatically as the principal, Tom 
Davis, assistant principal, Sue 
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York, and members ol the Restruc 
curing Committee explained what 
they hoped the Wednesday morn
ing professional dcvelopmem 
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 amve 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 vear 

Wednesday Mornings 

A Steering Committee of 
teachers sets the schedule for each 
Wednesday. deciding which 
~oups will meet and when. As rhe 
schoo. vear began, there were l-+ 
groups. and che Steenng Comm11-
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tee med to create a schedule that 
would enable each group to meet 
at least once before October 1 so 
that teachers could decide which 
projects chey wanted co 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-



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-
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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 
ex p an d in g  possib ilities: 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 of new 
ideas is finite, the faculty now 
needs to “prioritize and focus.” As 
a caution against overextension,

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 arrangem ents 
affect the teaching and learning of 
American History, convenes in 
Pete Kressler’s classroom to dis- 
cuss the plans they have made to 
interview and study certain stu- 
dents throughout the year.

After listening to each other’s 
worries, all agree to scale down 
plans for collecting data on 24 stu- 
dents and to concentrate instead 
on six students in Kressler’s Fun- 
damental Skills class and six in his 
General American History class, 
since Kressler is considering 
m erging 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 
accom m odates 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 C enter in  Mason, the 
change creates a schedule conflict: 
in order to keep morning and 
afternoon classes synchronized, 
the master schedule now dictates

tion W orkgroup, which brings 
together alt student teachers, their 
faculty m entors (know n 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 myself iso- 
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

mm 
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conversation 
-the 

resolution as 
well as the 

listing of 
problems. 

eral sections of the same class -
and most do - find that the alter 
natmg Wednesdav schedult com
phc.ates da1lv preparations. 

Wednesdav mormngs cannl1t 
stret<.h to accommodate all the 
groups and meenngs that demand 
nme and attention. At the PD<; 
5>ummer Insmute the high school 
faculty felt a jubilant sense of 
expanding possib1ht1es· now 
finally, there will be time for our 
group co get thmgs done. At the 
same time, however, notes Davis. 
everyone expected that Wednes
day mornmg meetings would gen
erate new professional acnvities. 
And indeed they have. Given that 
many people have commmnents 
and interests m several groups. 
almost any schedule creates con
flicts and frustration. "There mav 
be more things going on than we 
can susram:• says Sue York. Tom 
Davis agrees, observmg that, 
because the supplv of nme and 
energy for the development of new 
ideas is fimte, the facultv now 
needs to "prioritize and focus:· As 
a caution against overextension. 
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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

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

After the first W ednesday 
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

he offers the image 01 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 half an 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 ju s t  han g  a ro u n d  afte r 
.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-

Gaining Time Through 
Mainstreaming:
Fairdale High School, Louisville

graders - one third of Fairdale’s 
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, w hich 
means that all students on the

The C h a p te r  I ^  
a n d  s p e c ia l  rg§ 

e d u c a t io n  ^  
t e a c h e r s  h a v e  

c lo s e d  the ir  ?§־ 
pu ll-ou t ^  

p ro g ra m s ;  
in s te a d  th e y  ;$5? 
t e a m  t e a c h  

w ith  th e  o th e r  
four t e a c h e r s ,

p rov id ing  ^  
s p e c ia l  h e lp  ^  

inside  th e  ^  
reg u la r  

c l a s s r o o m .  ££$

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’s plans, 
and on most days they meet again 
after they teach. W ithout reflec- 
tion and collaborative planning, 
the team  could no t possibly 
accomplish what it sets out to do: 
to create success for a population 
of freshmen who have, in the past, 
had a very 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 m ath, science, English, 
health and physical education, 
and provide special education and 
Chapter 1 services for 130 ninth' 
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start with the same letter together.
“Collecting Common terms,” 

Miller writes on the board. She !
and her students construct an r
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’s 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- 
s ta n d  s o m e th in g  th a t  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 of the changes. “I saw our 
algebra book today for the third 
time this year.... O ur teaching 
strategies are completely different 
than when we started. But it’s 
m uch 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 
com pleting assignments. Team

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  p o sitio n  w hen 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

“O ur te a c h in g  
s t r a te g ie s  a r e  

c o m p le te ly  
d ifferen t th a n  

w h e n  w e  ^  
s t a r t e d .  But 

it's m u c h  gg 
e a s ie r  to  ^  

c h a n g e  w h e n  ^  
you  a r e  d o in g  $£? 

it w ith  o th e r  
p e o p le .”

off names, placing most students 
in groups of varying 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

i 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 u n d e rs ta n d  ho w  th is  
arrangem ent came about, one 
must go back to 1986, to the first 
days of Marilyn Hohmann’s 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’s 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. It’s 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 Sizer’s Coalition of Essential 
Schools, en tered  partnersh ips 
with the University of Louisville 
(as an induction site) and with 
Gheens Academy (as a profes- 
sional development school), and 
became one of Jefferson County’s 
“ p a r tic ip a to ry  m a n a g e m e n t” 
schools. The build ing 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 m anagem ent freed the 
school from a good deal of red
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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. If they 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 of these 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 
Hohm ann, some of their col- 
leagues resent their extra planning 
period. Recruitm ent isn’t easy, 
even among those who praise the 
Team’s accomplishments. “Most 
high school teachers,” explains 
Buder, “cannot imagine spending a 
whole day with ninth graders.”

Success is hard to measure. 
However, students from the first 
Bridge Team are now jun io rs 
enrolled in “U.S. is US,” a team- 
taught alternative to A m erican. 
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.

“It’s very draining,” Butler 
acknowledges. “It takes a long 
time to see the benefits. But you do 
see them. And you know you 
aren’t alone.” B

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 them selves, 
change the way teachers teach. 
You need, she insists, to get the 
right teachers together.

Even if they 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

“M ost kids 
w ho are  

failing don’t 
even know  

w hy they are  
failing. They  

can ’t explain it
to you. If they

could, they
wouldn’t be 

failing.”

m em bers keep studen ts after 
school, and continue to push 
them until the required work is 
satisfactorily  com pleted. The 
Bridge Team also handles any dis- 
c ip lin e  p ro b lem s in te rn a lly  
instead of sending students to the 
office or placing them on the High 
School’s “Do not Admit” list.

Buder coteaches one health/ 
physical education class with 
Thornberry. (“More freshmen fail

,Vw'

< £־

'\S :>v׳v_
a t־C:

v

Butler s p e n t  
s e c o n d  a n d  

third p e r io d s  
w ith  s c i e n c e  

c l a s s e s ,  
help ing 

s tu d e n t s  to  fly 
a irp la n e s  th e y  

h a d  b e e n  
d e s ig n in g  a n d  

building o v e r  
th e  p a s t  few

w e e k s .  ^

physical education than any other 
subject,” she explains. “They don’t 
know how to cooperate with other 
kids to have fun. If a 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 we’d 
help him.”

I
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"Most kids who are failing don't 
even kno-... why they are la1hng 
she explains. "They can't explain it 
to you. If they could, they wouldn't 
be failing." 

Now Butler 1s in the regular 
classroom wtth these students, so 
she knows chat they need to learn 
in order to succeed. She sees a big 
difference in her own etfecuve
ness and in the success of these at
nsk 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 pnncipal 
Hohmann. some of their col
leagues resent their exrra planning 
period. Recruitment 1sn t easy, 
even among those who pr.11se the 
Team's accompltshments. ·~tost 
high school teachers,'' explains 
But.ler. "cannot imagine spending a 
whole dav wuh mnth graders" 

Success lS hard to measure. 
However, students from the first 
Bridge Team are now juniors 
enrolled in '-U.S. is us:· a ceam
taughc alternative co 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 . 

"It's very draining;• Butler 
acknowledges. "It takes a long 
time to see the benefits. But you do 
see them. And you know you 
aren't alone." ■ 



The Four-Day School Week:
Deerfield, New Hampshire

fe

On October 19 at 7:30, Peter Sweet 
convenes a small committee of 
teachers, parents and school board 
members to discuss the school’s 
relationship to the community. 
Most teachers are upstairs in the 
library where Kathy Matthews is 
explaining the phases of spelling 
developm ent, illu stra ting  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 I 
spelling. Today’s 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. 
T h is  m o rn in g ’s m e e tin g  is 
designed to support and extend 
work that teachers are now doing 
in their classrooms.

Teachers adjourn to groups, 
taking with them examples of 
children’s 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 girl’s 
description of the strategy she 
used to multiply 8 times 7.

A seco n d  teac h e r passes 
around a photograph of an enor- 
mous sunflower constructed from

make it through four seven-and- 
a-half hour 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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w h e th e r  th e y  §§ 
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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 M assachusetts, 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 for school-wide inservices; 
sometimes they bring in outsiders 
to help them rethink some aspect 
of their practice and sometimes 
they draw on internal resources.

In the spring of 1981, Principal 
Peter Sweet and his faculty at the 
George B. W hite E lem entary  
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.

If Deerfield youngsters went to 
sch o o l on M onday, Tuesday, 
Wednesday, and Thursday from 
8:00 to 3:30, instead of Monday 
through Friday from 8:45 to 2:35, 
they would get just 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. W ith 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

m
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thing on heat1ng otl, however, 
since almost everv Fndav and 
some Saturdays and Sundavs), 
groups of teachers gather in the 
library and in classrooms to work 
on cumculum. and to discuss 
ways to improve their practice. 
Perhaps as a result, visitors tnckle 
in from Massachuseus, New 
Hampshire, and even as far awav 
as Michigan, eager co understand 
the new ways m which Deerfield 
teachers are teaching spelling, 
math, and reading. 

One Friday Morning 

Teachers reserve one Fndav a 
month for school-wide mserv1ces; 
someumes they bring m outsiders 
to help them rethink some aspect 
of their practice and sometimes 
they draw on internal resources. 

On October 19 at 1 30 Peter '>weet 
convenes a small commmee of 
teachers. pa rems and school boa rel 
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At 9 00 the spelling and cur
nculum rneeungs adJourn, and 
the Math Group begins the mser
v1ce they have planned. Last year, 
the teachers invued Rebecca Cor
win of Lesley College co help them 
rethink their math teaching She 
met Wlth the faculty four times. 
This morning's meet1ng 1s 
designed co support and extend 
work that teachers are now doing 
m their classrooms. 

Teachers adjourn to groups, 
taking with them examples of 
children's 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 girl's 
descripaon of the strategy she 
used to multiply 8 umes 7. 
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after 4:00, they can manage to fit 
their w ork in a round  school 
hours. And finding good care one 
day a week is often easier than 
finding it for five early mornings 
and late afternoons.

T he  fo u r-d a y  
w e e k  h a s  ^  
b ro u g h t  a  ^  

d ra m a t ic  d ro p  :fe 
in t e a c h e r  

a b s e n te e i s m .

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 evidence 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’s 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 w eekend 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-

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 
g raders have o rg an ized  th is  
bikathon to raise money for a 
week-long expedition to an envi- 
ro n m en ta l ed u c a tio n  center. 
W hen 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 
don’t need 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

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-dim ensional 
patterns. Because her class is 
already working on some survey 
graphing, she decides to pursue 
suggestions relating to graphs.

A th ird  teacher describes 
some work he is doing with bilat- 
eral patterns, noting that one of his 
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 wasn’t 
just an art activity.”

“C hildren  ^  
c o m e  to  

s c h o o l  o n  
M o n d a y  ^  

m o rn in g s  £§ 
m u c h  m o re  
m o tiv a te d ,  

a n d  th a t  
e n e rg y  a n d  

m o tiva tion  is 
s u s ta in e d  ^  

th ro u g h  
T h u rsd a y  

a f te rn o o n ״״. 

When the rest of the class- 
room teachers have had a chance 
to present a bit of what they have
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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 Pl:- teacher talks for a 
few moment!> about the ways in 
which she thinks she can extend 
111 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 pan 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 tn 
a ·'Math Their Way" workshop 10 
years earlier. She 1s sure she and 
her colleagues would make dis
coveries that would further their 
teaching. ·'And,'' she adds, " it 
woulcll help us clunk about collab
oration and learning." 

What Deerfield's children do 
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As teachers discuss mathe
mattcs, sLxth graders circle the 
outside of the school building on 
bicycles; a group of mothers keeps 
track of their progress. The sixth 
graders have organi:::ed this 
bikachon co raise money for .1 
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ron mental education center. 
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on a aip 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 mps. 
"Before;· explains Principal Peter 
Sweet, "if you wanted co 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 
don't need the busses to cake ocher 
students home from school:' 

According co Sweet, working 
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Celebrating the Four-Day 
Week 

Marv Benton, language arcs 
coordinator. sees evidence that 
Deerfield children benefit both 
from the longer school day and 
from their longer weekend. Even 
the casual visttor 1s srruck bv the 
depth of children's involvement in 
their work; Benton feels chat chis 
comes about partly because the 
school day is less broken up. 
leaving children time co get more 
deeply involved in the things that 
interest chem. But she also sees an 
advantage co 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-



“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 elsew here. 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.” W hen she saw 
Jane Miller’s math class “I felt like 
I’d 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’s 
stories began as letters to children 
intrigues Matthews’ students, and

Sweet had abandoned the text- 
book and involved his students 
with the science in the world 
around them. “I 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 environm ent 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,

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

T he fo u r-d a y  w eek  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 Deerfield’s per pupil 
ex p en d itu re  is, acco rd in g  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 in terns, can visit o ther 
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, 
“They’ve locked the eighth-grade 
social studies teacher in the class- 
room again.” It was, he says, a 
tough school.

As a s ix th -g rad e  sc ience 
teacher in rural Massachusetts,

m 
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of the Deerfield elementary school 
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down co the office to report, 
"They've locked the eighth-grade 
social srudies teacher in the class
room again." It was, he says, a 
tough school. 
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pal in Deerfield. he hoped he 
might be able co create a school 
committed co the philosophy that 
drove his own teaching. He 
wanted co 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 
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chocolate * 
milk from a ~ 

.y;;,box near the ,;:;>-
door, and f~ 
begins to ~-.,~ ~:-~ 

write. ~~: 

which teachers would publicly 
discuss their practice. Good things 
were already happening in some 
classrooms - Jane Milter was 
doing interesting things in math 
and writing - and Mary Benton 
was working with teachers who 
were crying different approaches 
co literacy. 

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

"others sa\\ the benefll "Wr 
began:• Sweet says, ··to develop Jll 

articulable school philosophy" • 
They also began to change the wav 

1 they developed curriculum. mov 
ing from a reliance on experts -
rext 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 cowards collab
oranve work and expenmenta
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 
he\ped to attract teachers who 
shared Sweet's philosophy 

Kathy Matthews was one of 
these Matthews was supervising 
grad·Jate interns for the limvers!lv 
of New Hampshire when she first 
entered the school. The cone of the 
schcol struck her immediately 
"There was a lot of laughter and a 
very positive feel:' When she saw 
Jane :vt.iller's math class ·'[ fel t hke 
['d died and gone to heaven.· She 't 
cold Sweet and Benton that 1f theY 
ever h.ad an opening on the sratf 
she night be interested m apph-
mg. '-<oc long afterwards they gave 
her a call. 

In the Classroom 

In the fall of 1990 Matthews 1s 
teaching, for the first time, a com
bine::! second. third, and fourth 
grade. The only such combmat1on 
in the school, it was conscrucced 
by Sweet because Matthews has 
been eager for some time to take 
on this challenge. The children 
have been snidying the work of 
Beatrix Potter for weeks, delighnng 
in her "fancy words:' noting her 
use of detail (and relating 1t co 
work they are doing in mathemat
ics), and rrying to achieve some of 
the effects she gets with water col
ors. The information that Potter's 
stories began as letters to children e 
intrigues Matthews' srudents, and 



noticed that I would 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 I am just 
discovering teaching. T hat is 
because of the 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 of time 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.

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 ch ild ren  ben t over th e ir

“It is exciting  
to  b e  in m y  

18th y e a r  a n d  
feel th a t  I ^  

a m  ju s t  
d isc o v e r in g  

te a c h in g .”

papers. W hen 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. “It 
made me feel elegant,” murmurs 
one. “W hen I got very involved, I 
felt like I 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 of the younger stu- 
dents decipher their own words 
rather haltingly, their classmates 
listen  w ith  apparen t in terest. 
W hen 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

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’s 
because it comes from the Latin. 
The same with cactus - cacti - and 
hippopotamus”), Matthews sends 
her students off to write. “This is a 
good chance to find a cozy, quiet 
place. And let’s 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’s 
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’t no were he was going 
but I asum it was to the markt.”

The pencil sharpener grinds. 
A litde girl in blue reads over what 
she has written with an expression 
of intense concentration. She then
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1od,1, thty will 11 y their o· vn 
hands at the an lorm. each of 
them will write a letter lO a young 
hild they know. and in it thev will 

tell a -;roq 
After answering some ques-

11ons about the use of "fancy 
words'· and the thesaurus ("the 
plural of thesaurus LS thesaun" 
notes Matthews in passing. "That's 
because it comes from the Latin. 
[he same with cacn1s - cacti - and 
hippopotamus"). Matthews sends 
her students off ro ,vrite. "This is a 
good chance to find a cozy, qmet 
place. And lee's not share them yet. 
Except wnh 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 cable, 
::olLects a carton of Lhocolate milk 
from a box near the door. and 
begins to wnte. Kath\' suggests co 
three little girls who are nestled 
into a corner under the Beatrix 
Potter water colors that they will 
do better work if thev 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 
place near the computer. No one 
seems to notice her absence. A lit
tle boy in a cub scout uniform 
writes, 'To my lavly cosit:' on the 
top line of his yellow paper, 
~plammg to the visitor, "She's 
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: "l shan't no were he was going 
but I asum it was to the markt." 

The pencil sharpener gnnds. 
A little girl in blue reads over what 
she has written with an expression 
of intense concenrration. She then 

ups back in her ch,m, 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 chatr, 
leans forward. and begins to write 
again. 

for the next thirty rm nutes or 
so, the room is swtlingly quiet, 
the child ren bent over their 

"It is exciting 
to be in my 

18th year and 
feel that I 

am just 
d iscovering 

teaching." 

papers. When Matthews finally 
calls them to the comer of the 
room to share what they have 
written. she comments on the 
level of involvement "Did you feel 
like vou were in another time7" 
Many children smile and nod. ·'ft 
made me feel elegant:· murmurs 
one. "When I got very involved. I 
felt like I was sitting at a desk like 
Bearrix Potter sat at," comments 
another. ·'If you wrote something 
that was scary, if felt like chat 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 
fm1shed their stories, and some 
explain what will happen next. 
Although a few of the 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 sons 
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 
Beaaix Potter, a girl sums up what 
seems to be the general feeling: "J 

noticed that I v .. ,mld love LO get let
ters like that." 

Later m the rnornmg, after the 
children havi.: left for the gym, 
Matthews sits down with the visi
tor to talk about her srudents and 
her teaching. It is exciting to be in 
my 18th year and feel that I am just 
discovering teaching. That is 
because of the 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 capttalize on lts Fridays 
because it had the beginnings of a 
shared v1s1on. and because the 
teachers had tasted the excitement 
of collaborative work? ls the frun 
ful use of time an essential precon
dition, or a product, of change? 
Maybe this is yet another example 
of happv c hickens and fertile 
eggs. ■ 

Editor: Hele111 Featherscone 

Changing Minds is published as a 
nonprofit service by the Michi
gan Educational fatension Serv
ice which is funded in pan by a 
grant from the State Board of 
Education. Piease address all in
quiries to: Changing Minds, 500 
Erickson Hall.Michigan State Uni
versity. East Lansing, MI 48824. 
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T his report h igh ligh ts  m ajor findings of CRC resea rch  conducled  during  and י'.י7-1'.)(.)2!1 
the ir im plications for policy s tra teg ies  to achieve the nation 's goals for K• I e d u c a t io n .  
T h e  C en ter 's  re sea rch  program  has b een  a h ighly collaborative en terprise . as  a tte s ted  by 
the  acknow ledgem ents at the  end of th is  report: how ever, the  author* ' conclusions and 
recom m endations do not necessarily  reflect th e  views of all CRC resea rc h e rs  n r of the  
funding agency.

M ajor sec tions of [he report are:

•  C ontex ts  that m atter for teach ing  and learning

•  Professional com m unities as m edia ting  con tex ts  01 teaching

•  S trategic  opportunities for action: m eeting  ihe  nation 's education  goaU

•  In tegrating  educational reform  stra teg ies .

.Appendices provide brief desc rip tions  of th e  C en ter’s re sea rch  s tra teg y  and  its 
field sam ple of h igh  schoo ls (see CRC publication R92-H fo ra  full descrip tion  of the  
c o re  data  base ).

A list of CRC books, articles, and re p o rts  is included at the  end of th is  re|x>rt.

C O N T E X T S  T H A T  M A T T E S  f O K  T E A C H I N G  A N D  ! E A R N I N G4

Thi, n·pon hi!(hli.l(hts major finding~ ol CRC n""4·ard1 ,·ond11\'1t·tl durini: 1!1:<,-1!~1:! anti 
th1·ir implka1ions for poliry ,1ratl'i!i1~ 10 arhil'\'\' tla· nation·, !(11al, l11r I\· I.! 1·,l11ratiun. 
The C1·ntds resear\'h pro~m has bt-t·n a hii:hly nill:oboratiw ,·111t·11iri,:,•, a, a11,.s1t•tl hy 
tht' a1·knowk<l!(C'mrn1, at tht' l'nd ol 1hi, rqx,n: h,,,.·1·,·1·r. 1h1· ;n11hur.-· rundu,iun,; and 
m:ommrnC:lliuns du not nt·n·,>Jrily rdl1·,:1 !ht· \'it·WS u( ;111 nir ,,,,..,arrh .. r, ur u( thl' 

funding a~tnry, 

~lajor ,:,.-ction,; ul 1hr n·port an·: 

• C onrt·xr~ th?.t matkr fur tt'arhini: ,mil l1·arni11i: 

• l'rokssional rnmmunitirs as ml-<liatin.1? rmt11·xt, ul 1t·ad,i11).! 

• S1r.,1rgi, opponuni,ii-s for a\'tion: mt·l•linii ,ht· naliun·, ,·du,·a1i1111 gual, 

• lnt,·1-'Totini;? rtluratiunal rdom1 ,;tratc-gi1·s. 

Ap~odkrs pro":ctl' brit'f drSl:rip1ion, u! thl' C't'ntl·r\ n•,:,.·.,rrh ,rratq.,•y ;ind it, 
fidd ,;amplr ol hi2h ,:,.·hools (,:,.'{' (RC publkation R9:!-6 for a iull cl1--,.,·ripti11n 11( 1la· 
run· data ba,d. 

:\ li~l u( C'IK bouk,. ~nidt-,:, and rt-puns is indudt-d al th,· ,·nd o( 1hi, n·1~1n. 
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C O N T E X T S  TH A T  M A TTER  F O R  T E A C H IN G  A N D  L E A R N I N G

T h e  na tion 's  education  goals em brace  rigo rous. "world c la s s ' s tan d ard s  of p erfo rm ance  
for all s tu d en ts; they  e x p ress  a sy stem ic  approach  to reform  w hich foste rs  c o h eren c e  in 
the d isparate  e le m en ts  of the  education  system . T h e se  am bitious goals for A m erican 
education  m ust be  ach ieved on a c lassroom  by c lassroom  basis. S uccess for all s tu d en ts  
d e p en d s  ultim ately  on  w hat teach e rs  do in the  c lassroom , on te a ch e rs ' ability and 
w illingness to provide th e  k inds of educational env ironm en ts necessary  to m eet the  

coun try 's  educa tion  goals.

The Core of the Problem
T h e  co re  of th e  c h a llen g e  and th e  opportunity  for m eeting  th e  nation 's educa tion  goals 
lie at th e  co re  of th e  education  system : th e  c lassroom  in te rac tions am ong  teach er, 
s tu d en ts , and  c o n te n t, th e  “s tu f f  of teach in g  and learning. T h e  ex ten t to w hich system ic 
reform  su cceed s  in b ring ing  coh eren ce  to the education  system  and fostering  su ccess  
for all s tu d en ts  d e p e n d s  on the  ex ten t to w hich its ideas, s tra teg ies , and perspectives 
becom e part of th is  " s tu f f  of th e  c lassroom  educational environm ent.

Figure I. Tkt Core o f the Education Splcm

Teaiher

Stsdent Coctent

T h e  c h a n g e s  in practice, con ten t, and  pedagogy  assum ed  by th e  national education  
goa ls  a re  e x tre m e ly  com plex and difficult to carry  out. o r even to un d ers tan d . At its core, 
th e  p rob lem  o f  sy s te m ic  reform  fundam entally  is a problem  of te ach ers  learn ing  how  to 
transla te  e n h a n c e d  curricu la  and h ig h e r  s tan d a rd s  into teach ing  and  learn ing  for all of 
th e ir  s tu d en ts .
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CONTEXTS THAT MATIER FOR TEACHING AH D LEARNING 
The na1ion·s l'dura1iun i:oals t-mbrarr rii:uruus. ·v.·orld class· sLandards of perlormanrt' 
for all ~uden1s: 1hry t'Xpn·ss a sysll·mic approorh lu rt•form which foster.; c-oht'rt'nn· in 
1he dispan1r rlt·mt'nts of lhl' t'duration syslt'm. Th~ an:bi1ious guals for Anlt'riran 
t-ducation must bt' arhit•vt'd on a classroom by dassroum basis. Surcess for all studt·n1s 
dt·l)t'nds ultimatrly on what tearht•~ do in tht· das,;,-oom. on 1rarht'r.;· abili1y and 
v.illin1,'11r.\S to µro,i<k lht' kinds uf c-dut·atinMI .-nvirunnll'nls nt'C't·si:ary In mt"t·I 1h1· 
roun1ry·s t-duralion i:oals. 

The Core of the Problem 

l11t· 1-urr u( 1ht· rhalkni:l' and tht· opponunity fur m1'\·tini: th1· nation's t-ducation goals 
Ii,• at till' t'Urt' of the t-duration systt'm: tht' das:;s-0001 intt'rartions among lt-ac-her. 
:-lud,·nts. and (ontt·nt. tht' · ,;tufr ur lt·arhing ani! lt'aminl{. Tot- t'Xtrnt to which srstt'mir 
n:funn surn't"ds in bringing roht'rt·nrt' to lht· t-duntiun ,rstrm and fostrring surcess 
for all stud..-nts dr!)t'nds on tht' t'Xll'nl to whkh ii, iJt·as. ~tratt'lcits. and l)('r.;!)t',:til'l'S 
bwom" pan of this ·sturr of tht- da,~oom t-durational l'nvirunmrnt. 

Fiprr I. n, Corr of thr Ed11ratio~ S_1str111 

The <"hangt"S in prartict', conte-n1, and l)t'(liij(ogy a~~umt'd by the national !'duration 
goals are ex~mt>fy romp!t·x and diffK1Jlt to rarry our. or t'ven lo undt-r.;tand. Al irs rort', 
tht' problt'm of syslt'mic rt'fonn fundamt'ntally is a probk•m uf le.Kher.; learning how to 
lr,nslalt' t'nhanctd rurricu!a and hii:her standards inlo lead1ing illld lt'aming for all of 
lhl'ir siudt'nlS. 
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Students as Context
T e a c h ers  a g re e  that s tu d en ts  are the  con tex t that m a tte rs  m ost to w hat they  d o  in the  
c lassroom , and  that today 's  s tu d en ts  differ in m any w ays from  stu d en ts  of th e  past and 
not-so-distant past. C ontem porary  s tu d en ts  b ring  d ifferent cu ltu res  and lan g u ag es  to 
school, d ifferent a ltitu d es  and support to th e  c la ssro o m  and  learn ing . T hey  th em selv es  

are  requ ired  to navigate  difficult and com peting  p re s su re s  of family, peers, and 
com m unity  at th e  sam e  tim e that they  a re  ex p ec ted  to function as s tu d en ts . T oday 's  
s tu d en ts  a re  h ighly  m obile; for exam ple, m any te a c h e rs  teach  in schools w h ere  the  
tu rn o v er ra le  be tw een  Sep tem ber and Ju n e  is KXrv..

Patterns of Teachers’ Responses
T e a c h e rs ' re sp o n se s  to the  challenges p resen ted  by today 's  s tu d en ts  and. by ex tension , 
to the  na tion 's  educa tion  goals, vary substantia lly  am ong  an d  within schoo ls. A m ong th e  
tea ch e rs  partic ipating  in the CRC’s re sea rch , th re e  b road  p a tte rn s  of adap tation  to 
today 's  s tu d e n ts  a re  evident in teache rs’ c lassroom  p rac tices  and expec ta tions, nam ely:

•  en fo rce  traditional s tandards

•  low er expec ta tions

•  c h an g e  practices.

M any o f th e  tea ch e rs  who con tinue trad itional p rac tices  see  the  behavioral and 
achievem ent p rob lem s in today 's d a ss rix m is  prim arily  as s tu d en ts ' p rob lem s, 
exacerba ted  by inadequate  support o r d iscipline at th e  schoo l o r in the  d istric t. T e a c h ers  
who view co n tem porary  c lassroom s th is  way tend  to fram e the ir re sp o n se s  in te rm s  of 
to u g h e r ru les  and e n fo a em־ ent, and justify  th e ir  p rac tices  in te rm s of traditional subject 
a rea  s tan d a rd s  and  o rthodoxies: '. .. th e  kid h e re  is w here  th e  problem  is today. T h e re  is 
no th ing  wTong w ith th e  curriculum ." T e a c h e rs  adap ting  in th is way to co n tem porary  
stu d en ts  quickly  becom e cynk'al. frustra ted , and  b u rn e d  out. So do th e ir  s tu d en ts , m any 
of w hom  fail to m eet expectations estab lished  for th e  classrix im .

T e a c h ers  w ho low er their e x |x \la t io n s  for tix lay 's  s tu d en ts  often w ater-dow n 
curricu lum . O ften, th is  retreat from traditional s tan d a rd s  and academ ics re p re s e n ts  a 
w ell-m eaning a ttem pt to stru c tu re  a supix irtive  c la ssro o m  environm ent. H ow ever, som e 
te a ch e rs  adop ting  th is  perspective believe that m any of tix lay 's s tu d en ts  "just can 't cut 
it." and th a t " th e re  is just so m uch a te a c h e r  can  do  for th e se  studen ts." R egard less of 
te a ch e rs ’ ra tionale , bo th  te ach ers  and  s tu d en ts  in d a ss r ix m is  of th is  s tripe  find 
th em selv es  bo red  and  d isengaged from teach in g  and learning.
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Students as Context 

Tt·a<·h1-~ a):fl'\' that ,1udrn1, ar1· llll' ron1,·xt 1h.11 mat11·r, mu:-1 tu whal lh,·y c!u in tlw 
da"room, anrl that 1o<lay\ ,1ucl, !ll> c!ifft·r in many way,; frum "1u1l1·nts of 1ht· pa~I and 
not-l-0-<li,lant pa~. Cunt1·mpur.!,_.- >1uc!t·n1, brini: difft·rt·nt rullurr, and languai::1-,; lo 
Khool. diffnl'nt a11i1udt-:- and s.ipport to lht• da,sroom and lt'amin11. TIH'y lht·m,-.·lvrs 
art' rt'Quin-d tu na\·ii:alt· c!iffirult ancl romp•:tini: prt·,,un-:- of family. pt'<·r,. and 
rummunity at lht· ,;.anw tinll' that tht·y art" t'X(X't'tl-d 111 [u11r1iun a, s1udt·n1,. Today·, 
,tudt·nt, an· hii:hly nwbilt•: for rxamp!t·. many h·arh,·r,- lt·arh in ;,:huul, wlu·n· tht· 
1ummw rnft• bt·tw1,·n ~-plt'mht·r anil Junt· is l(X/1".. 

Patterns ofTeachers' Responses 

T1·arht·rs' r1-:-pon,.._-,; 10 tht" rhal11·ni:1-:- pr1·>1·nlt'O by tuda~.-,. studrnt, and. hy t·xtt•n,;iun. 
to tht" nation's t"du<·ation )(oal,. vary ,ub,1an1ially amun11 and within ,-.·hool,. Amon),( iht· 
tt"achr~ participating in tht' CRC', r<-,;t-a!\'h, thn't' broad p;inrms of adaptation to 
today',; ,tudt>nls arot.• r.idrnl in tt.'arht'~· rlas,n><,m prartin-,; aml t'Xpt'<·tatiuns. namdy: 

• rnforrt" traditional ,tanc!ams 

• lmn·r <'X~1atinns 

• rhan1:e pra(tic't-,;. 

~!any of the tearh1·~ who runtinu\' tr~ditiuna! prartin-,; "'"' till' !x·haviural and 
arhit-·,t'mt·nt problem, in toda)'°~ da,,n><>nts primarily as studt·nts' problt"ms. 
tx.art-rbatt"d by inadt"quatt' ,uppon urdi,dplint· at tht• l'C·houl ur in tht' distrirt. Tearh1·rs 
11,ho virw contemporary das,roums this way tt"nd to framt' thl'ir rt"Spon~ in t!'rms of 
tou1:hl·r rult'5 and t·nfon:1:mt"nt. and ju,;iify thl·ir prartin-,; in tmn~ of traditional subj('(·\ 
art"a ,tandards and onhudoxit">: • ... tht' kid ht·rt' is whrre the probll·m b today. There is 
no1hini: v.Toni: v.ith thl' rurrirulum." T,·arht·rs adaptini: in this way lo rontt"mpurary 
studt·nts quickly ~-,:um1• rynkaf. frustr:it1-<l. anc! burn1-d nut. Su do tht·ir studt"nt~. many 
of whom fail to ml',l'l t'xix,·tation, ~tabli,lwd fur thl• da,snM1nt. 

Tt"ach<•r.; who luw1·r thl'ir t'Xlll,1ation, for today's ,tudt·nts uft1·n watl·r-0own 
l1lrriC'IJlum. Oftl'n. this n:tn·at frunt 1raili1ionnl sta11ilards and ar;idt·ntirs r1•prt~nls a 
wrll•mt'aning anrmpt to strul1Urt' a sup1~>rtiw dassnK>m 1·nvironm1·n1. Howt·'•t'r, ~mt' 
tl'achers adopting this pt·rspt,1ivt• bt·li1-vt• th;it 111any of ltKlay's s1ud1·n1s •just ran't rut 
i1; and that "there is ju,t ~ murh a t1·nrht•r ran du for th1'>l' stud1·n1s." Rt'Kardll-,;s o[ 
tral-ht'N° rationalt'. both t1•arh1•r.; and ,1ud1·nts in d;issn><un, uf this ,triix· find 
tht'm>("h·rs bon-d and diS(•ni:ai,:1-cl from tt·arhini? ancl lt-arnin),( . 
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Fifiirr 2. Trackrri Knpuun la Tixiau Slvdcits

P a t t e r n s  o f  T eacher

A d a p t a t i o n  Do ma i n s  o f  A d a p t a t i o n  O u t c o m e s

Jbftarrty Relations Putajofy Cool errt

Enfocci 
tr option 01 
slondords

Teoctaf domtoaltt; 
more rul«; 

rrxx* sanctions

Transmission 
Itochina; more 

worksJttttS 
and tests

Emptas/s on 
trccitioool
f0Ct SM־*־7
curriculum

Burnout;
cynkKm

I0*־ef
expectations

Yorious;
relax
rul«

Yorious
Wde*e<J־<J0־m 
subject rrxitltf

OH^ngoge•
rr*nt

0>ong«
pfoctkes

fcocfw focititotes; 
construct 

yoop norms

Actnr• shxknl 
roJ«; coopefativt 

learning

Employs on 
conceptual 

un<4erslon<f»ng

Effkocy;
frustration

Still o th e r  te a ch e rs  reject the view that locates "the  problem " in th e  s tu d en t and 
have m ade fundam ental adaptations in the ir practices, adap tations consisten t with and 
supportive  o f th e  nation 's educational goals. T each ers  successfu l in engag ing  
con tem porary  s tu d en ts  and fostering th e ir  success with challenging academ ic con ten t 
generally  have m oved from traditional, teacher-controlled pedagogy to w ork 
in teractively w ith stu d en ts , encouraging an active s tuden t role. T heir s tu d en ts  wTestle 
with p rob lem s and  puzzles of subject m atter and achieve d e ep e r unde rs tan d in g s  than  is 
possib le  with traditional m odes of instruction. T hese  teach ers , knowingly o r not. 
em brace  th e  vision o f practice often called ר eaching  for understand ing ." w hich p rom ises  
not only to e n g ag e  nontraditional s tuden ts  but to im prove learn ing  o u tcom es for all 
stu d en ts . In th e ir  c lassroom s, as in th e  nation 's vision of 21st century  schoo ling , equity  
and exce llence  go  hand-in-hand.

H ow ever, som e teachers who attem pted such ch an g e s  in practice, we found, w ere 
unable  to susta in  th em  and becam e frustrated and d iscouraged . T his is b e ca u se  learn ing  
how  to teach  for s tu d en t understand ing  goes against th e  grain  of traditional c lassroom  
practice  and  so  en ta ils  radical change  and risks obstruc tion . T hose  te ach e rs  w ho m ade 
effective adap tations to today's s tuden ts  had one th ing  in com m on: each  b e longed  to an 
active professional com m unity w hich encouraged and  enab led  them  to transfo rm  the ir 
teach ing . c ,
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f"~•rr 2 TrarArn' Nnp,,~sn /,1 Todarr St•dr•ll 

Patterns of 
Adaptation Domains af Adaptation 

£nloru 
hoditioool 
~andouls 

lto<M< dorrinoln; 

"'"" r11ln; 
ff'IOf l ~net.om 

YorioUI; 
rolo1 
ruks 

f.ocf>t, fcxililoln; 
comlruct 

g,oup nouns 

(onltm 

lrofNTWll.io<i [J!l!lh<M011 
ito<l,ino· tnOl'f h ooi tionol, 

....,1.J;.,I\ loo-~l',t<l 
and lt\l\ tvfticvlum 

wo1 .. td-down 
Y01iwl iubjtd ll"G11ff 

/.en, I I tudt,, I Empl,ovi 011 
rOM; coopt1Gli11 cor,copt,,d 

I.at ring • ..i."10Nl'ong 

Teacher 
Outcomes 

!urnoul; 
cynKism 

~og•· 
rnonl 

Hfiuxy. 
fr"'holion 

Still othrr tt'a<:hm, re~l lht' vit'w lhJt lo.:att-,; "tht' problt>m· in tht' studt'nt Jncl 
have made fundamental adaptations in tht'ir pm1i..-~. adaptations ronsistrnl wi1h nncl 
supportive of the nation's eduC'lltional goal:-. Tt•arht'r.; surn~sful in l"nl(a~n,: 
contemporary studt>nts and fostering thrir su,:r~s v.ith challt•ni:in,: aradt"oii,: rnntt·nt 
,:enerally have moved from 1raditional. tt>arhrr<onlrullt'd pt'd;IJ:o,zy lo work 
interactively v.ith students. t'ncour..,:ing an i!l'liVt' studt·nt rolr. Tht•ir studt•nts v.n-,;tlt· 
v.i1h problems and puules of subject maltrr and achit'\'f dt'\·pt•r under..tanrtin~ thJn is 
possible l'ith traditional modes of ins:rut·tion. Th~ lt'acht>rs. knowini:ly or not. 
embrace the vision o( pr.ictire ofien called 1eaching for undrrslandin,:." v.·hich promiSt"S 
not only to engage nontraditional s1udrn1s but to improve lt>aminl( ou1..-omt-,; for all 
students. In their cla.'-SrOOms. as in the nation's vision of2bt t't'nlury srhoolinl(. t'<jUity 
and excellence go hand-in-hand. 

However. some teachers who attempted such changes in practice. we found. wert' 
unable to sustain them and ~amt frustrate<! and discouraged. This is bmuse learning 
how to teach for ~udent undel'Slanding goes against the grain o( traditional cla:-sroom 
practice and so entails radical change and risks obstruction. ThoSt" lt'acher.; who mJde 
effective adaptations to today's students had one thing in common: each bt-lonJ;!t'd lo an 
active professional c-ommunity which encouragt'd and enablt'<l tht>m lo tran:;form lhC'ir 
leachin~. 
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C[Nl!I fO• II S(UCH ON IH[ CONl[ll O f HCON0AIY SCHOOi l!ACHING 7 



P R O f ISSIOMAt C O M M U N I T i E S : i f l » ^ »

PROFESSIONAL COMMUNITIES AS MEDIATING CONTEXTS OF TTACHING

CRC research  found lhai le a th e r s ’ re sp o n se s  t» to d a y 's  s tu d e n ts  and no tions o f Rood 
teaching  practice are heavily m ediated  by the character  o f  the professional com m unities  in 
w hich they work. In o th e r  w ords, te a ch e rs  define s ta n d a rd s  for the ir c lassroom  practice  
th rough  interactions with o th e r  teach e rs  and ad m in is tra to rs ; and the  com m unitie s  of 
practice that evolve in th e  day-to-day w ork of schoo ling  tend  to support one o r  an o th e r  of 
the  alternative adaptations to s tu d en ts  d isp layed  in F ig u re  2. In our w ork we 
encountered  professional com m unities that en fo rced  traditional s tan d a rd s  and so 
fostered burnout or cynicism  am ong te a c h e rs  and failure am ong  today 's  s tu d en ts; 
com m unities that supported  low er s tan d a rd s  for m any  s tu d e n ts  and so e n g en d ered  
d isengagem ent am ong te a ch e rs  and s tu d e n ts  a like: and  professional com m unities  that 
enabled te ach ers  to learn  new p rac tices that e n g ag ed  lix lav 's  s tu d en ts  in learn ing  
consistent with the  nation 's  education  go a ls  of exce llence  for all.

Tile professional com m unities  of seco n d ary  sch o o l te a ch e rs  differ from  one  a n o th e r 

in a num ber of im portant ways:

• boundaries and inclusiveness —  c o m m u n itie s  a re  m ore  and le ss  bounded  by 
the  school, a d epartm en t w ithin th e  schoo l, th e  d istric t, the  sta te , and  by 
associations o r ne tw orks ou ts ide  the  schoo l system :

•  s treng th  — they  are  m ore  o r le ss  active o r  b ased  in susta ined  collegial re la tio n s  
and d iscourse  about in struc tion  v e rsu s  tacit u n d ers tan d in g s  of traditional 
notions of subject m atte r, s tu d en ts , and  pedagogy: and

•  cu ltu res  — they  differ in th e  n a tu re  of sh a re d  educational prio rities, n o rm s  ft,•• 
relations with s tu d en ts  and co lleagues, and  co n cep tio n s  of good teach ing  
practice.

School Contexts
O ur research , like earlie r w ork in th e  effective sch o o ls  trad ition , found that schoo ls 
constitu te  an im portant con tex t for th e  developm ent o f s tro n g  professional com m unities . 
As show n in Figure 3. CRC schoo ls d iffered  s trik ing ly  from  one a n o th e r in ithe  s tre n g th  
of the ir professional com m unities  —  rep o rtin g  c le a r  differences, even w ithin th e  sam e  
districts, in levels of collegiality. faculty innovativeness, and  learn ing  oppo rtun ities  as  
perceived by teachers. F igu re  3 a lso  disp lays th e  s tro n g  association  of th e se  school-level 

com m unity differences with th e  level o f te a c h e rs ' co m m itm en t to th e ir  s tu d en ts, sub ject, 
school, and the profession.

T eachers  in C alifornia 's School 8. for exam ple, fo rm ed  a stro n g  school-w ide 
com m unity devoted to th e  su cc ess  o f all s tu d en ts  in th e  school and to su pporting  one 
ano the rs ' efforts to adapt in struc tion  to m eet s tu d e n ts ' lea rn ing  n eeds . T h ese  te a ch e rs
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PROFESSIONAL COMMUHmES AS MEDIATING COHTIX1S OF TEACHING 
CRC rt"l'ean:h found 1ha1 ll·arht'rs' n•,p,.,n,<t•s In lo<by"s ,1ud1·n1s and nolions of i;:ood 
leaching prarlil·e art• hea,il)' r,1rdiatrd by thr rlturartrr 11/ lht profrssiontJI romm1111illrs in 
which lht'y wurk. In otht'r v.·ords. ll'Jrht:rs d1·fim· st:inclards for 1h .. ir classroom pr:irLirt' 
1hroui;:h interactions v.i1h olht'r t1·arh1•r:; and adminis1r.11ur.;; and 1he cummuni1ir:. or 
prac1ke that evolve in 1he dar-1o-day wurk or :'(·hoolin,I{ ll·nd tu suppon une or anol ~.c-r uf 
lht' aht'mati,·e adaptations 10 ,1ud<:nt~ displar11I in 1-il(\Jrt' :!_ In our work we 
tncounlernl profr:;sional communilit'S 1ha11·nfurn-d 1ra<li1ional slandards and~ 
foslt'red bumuul or rynirbm among lt'achers and failurt' amuni: loday's studrnls; 
communitit'S 1hat ::upponnl lower slandards for many s1u<h-n1s and so t'nJ;:t'nd1·n-d 
disenga1n·mt'nl among le-ache!'; and students alikt-: and prof1·s,ional rommuni1ir.; 1ha1 
t'nablnl tt'arht'r, to lt'am nt'w pm:1irr.; that t'n1:ai:t'<l tod;1y·s studrnts in lt'amini;: 
r11nsiS11·nt v.i1h 1h1· nation's 1-ducation i;:oals of l'xrdll'nl'l· for all. 

TIil· pr11f1-,;si11n:il rommunitil·s of x·,:ondary ,:,:huol h·arhc·rs diffl'r from ont' anolht'r 
in a nu111bi·r nf imponanl ways: 

• h11un1laril-,; and indusiwnt'Ss - rommuniti1.,; 3fl' mor1• and bs boundt'<I b\' 
1lw ,.._·hcM>I. a cl1·par1mt'nl v.ithin tht' ~~:houl. lht' distrkl. th1· stair. and by · 
as,;.,\'ia1iuns or nl·lwurks ou1side lh<' srhool syst1•m; 

• stn·ni,,1h - 1h1·)· an· mnrt' or le-ss a11i,·t' or basro in susiain1-<l roll1•J;!ial rda1ions 
:mcl ili"4·uul',<t· about instrurtion \'ersus t.idt uncl1•rstandini;:s uf traditional 
nolinn:: nf ~uh~,:t ma1t1·r. studl·nts. and pt-d:ii:01-,')': and 

• rnlturc-,. - thl·y diffl·r in tht' naturt' of ,han-d t'd,;ratiunal prioriti1~. norm$ (1, -
rdatiun" with ,1ud1·n1" and rotlc·ai,.'Ur.;. and rom'l'ption, o( i:ood lt'aching 
1>rnr1in·. 

School Contexts 
Our l\"S('arrh. like t'arli1·r work in thl' efft'Ctive ~hoob tradition. found that !'-C:houls 
con~ilutt' an imponant contl'Xt for tht' dt'\·elopment of strong proft'S~ional c-ommunities. 
As "hown in tl,l!Ure 3. (RC "hool, difft'rnl strikini:ly from ont' ano1her in;the stm,i::th 
of lht>ir pro(t'$.~ional l'ommunities - rrponing dear differt'nres. t'vt'n within tht' :;amt' 

district~ in level~ o( collt"giality. farulty innovativen~. and learning opponunities as 
pt>l'l'eived by teat·he~ ~igure 3 also di,plays tht' strong as$0Ciation of thl'S(' ~hoo~l<"·el 
community differrnres v.ith the lt"lt'I oftra<:her..' commitment to tht'ir students. subjro. 
5ehool. and the profe:;sion_ 

Tt'achm in California's 51:hool 8. for example. formt'<I a "1ron11 !',c:hoo~v.ide 
community de\'oted to the success of all student" in the school and lo supponing one 
another.;· effons to adapt in~truction to meet students' learning nt"t'ik The-se leachtrs 
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•V■־ PROFESSIONAL COMMUNITIES

Irli M1|)|mrlc(l by their collc;1^r\!es 10 succeed  in !heir tcach in jj and experienced  
!irolessional grow th in their daily worklives. 111 con lrasl. te a ch e rs  in a n o th e r school in 
die sam e district (School (י) lacked a s trong  school• w ide com m unity. A lthough th e se  
teachers m et essentially the sam e stu d en ts  in te rm s of family conditions, e thn icity , and 
aspirations, many of them  com plained about th e  a ltitudes  and com petence  of s tu d en ts  in 
their c lasses and e ither rigidly m aintained traditional education  s tan d ard s  and  failed 
many s tuden ts  or w atered down the  curriculum  and d isengaged . Such d ifferences  in 
school com m unity obviously m atter enorm ously  for today 's  s tu d en ts ' ex p erie n ce s  of 

school and the ir opportunities to learn.
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Ith ,111~••n,1I hy llll'1r rull,·a~'1a~ 10 ,u,·n,11 in th,·ir 11·J, hin11 and t·~ix·rirnn·d 
pr11h---i1111al 11r111<1h in 1lwir 1lo1ily ,.·urkliws. In runtrJSI. 1,•afh.-~ in anu1h1·r "4·hool in 
1111' ,,nw cli5tri,:t t~·h•••I h) bd,,I a struni: :'<·h•K•~wirl,· n,mmunily. Althoui:h 1h1·::.· 
,,.,l<·l:c·r- nll't ,~::.·nlially tlw ,:,1011· ,auclt-nls in lrrms of family ronrlirions. t'thnirily. and 
~-pir.1tions. many 1111hrm \'11r,1plaint'll about rlw anituclt'$ and rnmpt'lenrt' ol stud1·n1s in 
tlwir dass,.-:- .,nd ,·irh,·r ri1ddly maintainrd tr.1di1i11nal 1-dura1ion ~«amfarr1~ anr1 failt-d 
1mny srud,·nls ur w;ih•n1I d11wn tht' currkulum anr1 di::.·ni:ai:1·d. Surh cJjflt,r1·rKt~ in 
-...·h,.,I \'ummunily 11h,·iuusl)· mat1.-r 1·nunnous1y f11r 1o<lo1y's ;1ud,·n1s· t':cp.-ri1·nn-,< ul 
-...·h,.,I ;11111 rlwir 11(llll1nuni1i,~ 111 h·am. 
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High School Department Contexts
Subject a rea  d epartm en ts  also constitu te  im portan t co n tex ts  fur tii^li school teaching. 
O ur re sea rc h  ind icates that departm en ts  w ithin th e  sam e  hijjh school can differ 
enorm ously  from one an o th e r in the opportun ities  they  provide teachers for colleagial 
support and for im proving the ir practice with today 's  stu d en ts. Also, m athem atics 
departm en ts, for exam ple, can differ substan tia lly  a c ro ss  schools in te rm s of th e  norm s 
and s tan d a rd s  of good :caching  they em brace.

!Tie salience and significance to teachers of de!>artmcm-level com m unities :ire 
illustrated by the  case  of Oak Valley, a large com prehensive high scluxil. A look at 
professional com m unity indicators for the  w hole school p roduces the im pression of a 
strong school-wide com m unity (see sco res for Sehool ID in Figure !1). However, the 

worfclives of teachers within the school belie  th is  portrait. Indeed, as Figure 4 reveals, 
teache rs  in O ak Valley's Knglish departm ent ;uul teach ers  in the social studies departm ent 
experienced radically different "schoo ls ' in the ir day-tiHlay worklives. On an indicator of 
school com m unity used  in a 19M  national survey, th e se  two departm ents fell within the top 
;ind bottom  quartiles of the  distribution of U.S. high schools. Hie national norm s for subject 
areas reported  in Figure •1 indicate that these  dep;u־tm ent differences were not due to cross- 
discipline differences in colleague relationships but to departm ent conditions. T eachers in 
such com prehensive h igh schools, w e found, e xperience  the  upvlose com m unity of the 
subject departm ent as their prim ary workplace. not th e  school as a whole.

T h e  significance of departm en t com m unity  d ifferences for teaching p ractices was 
apparen t in the  way the O ak Valley Knglish and  social s tud ies  teachers  talked about 
the ir s tu d en ts, the ir w ork, and th e ir  caree rs . W hile social s tud ies teachers  com plained 
about th e  low motivation of today 's s tu d en ts  and th e ir  lim ited attention spans (and 
scored  h igh  on a survey m easu re  of "perceived  s tuden t dcc 'ine"). Knglish teach ers  saw 
th e  very  sam e s tu d en ts  a s  b right and e n erg e tic  (and scored  low on the  student-decline 
scale). I jk e w ise . tea ch e rs  in the  Oak Valley Knglish fh 'pn rtm rn l talked about new  
developm ents in w riting instruction , about recen t innovations in the departm en t, about 
sh aring  m ateria ls  with colleagues, and about th e ir  s e n se  of grow th as professionals. In 
con trast, th e  social s tud ies  departm ent was nou n d erin g  in its effort to respond  to new 
state  and d istric t cu rricu lum  guidelines, and  m any 01 th e  teachers we talked with said 
they felt uninsp ired  in th e ir  teach ing  anti stagnan t in th e ir  c a n r r s .  T eachers  in th ese  
two d e p artm e n ts  w ere  no different in pre |)ara tion . screen in g  and experience, and they 
had th e  sam e adm in istra to rs , parent com m unity  and *Indents; the difference w as in 
opportun ities  for learn ing  and support provided by th e ir  de|1art111cnt com m unities.

B ecause  its boundaries  encom pass all e le m e n t ' 01 the  classroom  co re  of teaching
— stu d en ts, con ten t, and te a ch e r — th e  subject de|>artm cnt tor cruss-disciplinary unit if
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High School Oepttrtment Contexts 

'iub~,·t an·a ikp.,nmt'nt,: al,;() rnni'titull' imponant (unt,·>.t, 1i,r hii:h ,.·huul 11·ad1in)!. 
Our r,=;urh indil'atr,: that d,·p.1mm·nt" within till' ,:;iml' hii:h ,.·hoc,I ran diift-r 
1·11um1ou,:ly frum unr anothl'r in thl' opponunitil',: thl·y prn1·itll' r,·arh,·n- fur rull,·ai:i:rl 
,uppon and fur irr.pro1inJ! lht'ir pr:irtkr " ilh today·,: ,:tucl1·nt,:. :\bo. 111ath1•111;11k-,: 
·l1·partnwnt,:. fur rxami;lt>. ran difft'r "11b,ta:11i;1lly :in»•" ,d11M1I, in h'nn,: n( th1· nnnn,: 
and ,:tandanl, of i:uod .l•ad1in)! th,·y 1·111bran•. 

Tlw ,:ali.-nn· and "il!llifi,·;u1n· tu 1,·adu-r,. 11( 1l,·1~U1n11·111 l,"·•·I 1·nm111uni1i1" an· 
,llul'lrdll-O by tht' ,·a!'<' of Oak \'all1·y. o1 lar)!1· l'11111pn·h1·11,i1·1· hi)!h ,,:hml .\ (l.,k ;u 
prur,~,iunill l'ummunity inclk-1111,,: fur tilt' whul,· '(·h,-,1 pn-lu,·1~ 1h1· impn~,iun 11£ a 
,trunl( ,:i·hoo~"idl' rnmmunity (,w ><'un-,. fur ~ -h,-,1 Ill in fo,'Un· :ll. flu,,.·1wr. tlw 
wnr: ''vr.; uf lt'a(ht•n- "ithin lhl· ><'hml hl'li1· this 1••nr.ul. lncl",I. a,: ri).'111\' ~ nw;J,. 
tr:i..' -~ in Oak \'allry',: Enl(li"I: ~:·µan1111·111 ;u11l t1-;11 h1·n- in th,· "":bl sucli,-,. d,µ111111.-nt 
1·xpo-ri1·n1·t-d radically diffm·nt ·,:i·huub,- in tla·ir clay-'.1Hlay .,.,,ridr-·1-;,. On an imli,,-~tor ur 
"·hool c-ommunit)· u~ in a I!!.~ national ,;urwy. th1-:'(' twu 1l11~m1111·nt,: £1·11 within tilt' top 
;lOcl bonom quarul,-,: or 1h1· di,:iribution nr l'.S. hi)!h ,.·huoli-. 1111· n.:iliurul nnnns for ,:ub~,1 
an•as l'l1)0rtt"d in ~i~n- ~ indit.k that tht-x- clqi.U1111t·n1 diITm·ni.,-,. .,.,.n- not ciur to lT!K~ 

di,:i,plint' diffrn'nt't'S in rnllt'~l' "'lation~ips but tu dt-p;lfl11111ll l"nclitioni-. r .. a..-h('r,: in 
,urh rumpn-ht'n:-iw hii?h :~:huol!-. Wt' found. 1·xpt·n.-ll\·1· thr UI><, l1r.'(' l'ummunil)' uf tht• 
,ub~1 dt'P,'\1'1rtlt'nl a.< thfir primary wnri-pl:11·1·. not th1· ,:i·hml :i.< a "hull'. 

Tor ,:i~ if1ranre of drpartr.wnt rom11111ni1r dill1·n·nn-. fur tl·xhinl{ prartin·s "·as 
.,ppart·nt in thl' ""o)· lht' Oak \'~:t')" En)!li,h and ,o:iJI ~1u1li, .... 1 .. .11.·h1·n- talkrd abuu1 
1h1·ir studl•nls. thrir work. and thrir ,·arl'\'~. \\11il1· ,.,dal s1111li,-,. 11·a1:h1·n- rnmplainrcl 
about the low moth·atiun u( today·,- stud1·11ts aml 1hdr limilt-d alh·ntinn sµans (and 
'l'Ufro high 0:1 Z <Ufl'l')' mt·a,un- or ·p,·rr1·iv1,l ,1ml1·111 di'\ 1im•"). En)!li"h lt'arhl·r.- ,:aw 
1111: n-ry AAffit' !'ludt'nt,: a~ brii,:ht aml 1·111·ri,:1·1k l~n<I '(·un,I It,...,. on thl· ,1utl1·nt-<lt'\·linr 
....,·alt'). Ukt'wi~. trarhrn- in lht· (l.1k \';1ll1·y Eni:li,h 1lt-1~1n1111·111 talk11J ahnut m·""· 
dt'vdopml'nls in writini: in::tn:l'liun. about n,·,·nt i111111\'ati11n• in 1h1° d1-p;l/'lrut'nt. about 
,harin~ malrrials -.i1h roll1·~1-s. .1ncl about 1h1·ir "'·11~· of ).'To...,,h as pmf1~sinnal,:. In 
rontrast, 1hr :«ial "Judie-,; d1-par.r.11·n1 was Ounmlt-rinl{ in ii- d[un tu n-,.v<mcl tu m·w 
•talc.- and dis1ric1 runirnlum 111JiJdin.-~ an,I many 1111h1· l1·;'k·h1·~ w1· 1alk11l -.ith ~icl 
th,y (t'h uninspiml in tht'ir trac-hinl{ anrl ,t;~n:1111 i11 th.-ir ran,·~- T1·at·h1·r.1 in lht~• 
two departmrnts wrl'l' no diffrn·nl in pn•11;1r.1tiun. ,,:n,·ninl{ aml 1·11•·ri1·111·1·. anti lht·)· 
l:ad th<' ~mt' adn,ini~lraton-. pan·nt rummunil)' and •1t11lt-111,: tlw tliffl'f1•11n· was in 
upponuni1ies for lramini? and "UIJllt>rl pr11,·i1l1,I hy tlu-ir 1l1·p:1nnlt'nl 1·1111111111niti1-s. 

Bet"ause its bound.uit·s 1·n1·u1111~1ss all ,·li·nn-111, 1111111·, b,snx,m 1·11n· of lt·arhinl{ 
- studc.-nts. ronll'nt. ;ind lt·adwr - lht• sub~,-1 d1·1~1rt1111•111 lur rni--◄li,:i·iplinary unit i( 

10 CONtfllS IM Af M41 11 1 l(JI II 4(MIU(i 4N0 , ... . NING 

1 J 



Figure -I. Withix-Schnol Diffcrrncn ix JkfHiriMrnl Community: A ( ilSf Study

K e y :

...................  Cutpoint o f top quarlile  of ---------------------  D epartm ent a v e rag e s

no tional sam ple  of high schools --------------------  School A verage

— ---------Cutpoint o f bottom  quarlile  o f ------------------------ Subject A verages:
na tiona l sam ple  of high schools N ational Survey

T ta c h e r  H - 1 2 1

Technical Suit: This analysis uses a Collegiality Index combining 5 sun n  items used in the ly&l
11 ten Sehmil & Hryond tHS&H) national survey (\lpka-.H 4). The figure shows: the average score un
the index fur all trackers in one CRC high school tSchool 10). average scores for teachers in seven 
d i f i r n t  subject area departments tvithin the school, and national norms for the respective subject 
arras tbasrd on HS&H data for teachers classified according to their primary subject assignment/.

teach ing  con ten t is so organized in a school) constitu tes  a key s tra teg ic  site for building 
te a c h e r  k am׳ in g  com m unities that prom ote  su c c e ss  w ith today’s s tu d en ts . Likewise, the 
(li'IM rtnx nl com m unity  can effectively sq u e lch  th e  efforts of individual te a ch e rs  and of 
th e  policy system  to im plem ent new  m odes of in struc tion  if it s trongly enforces 
trad itional no rm s of practice. In m ost h ig h  schoo ls, th e  subject departm ent plays a 
critical ru le in m ediating  teachers ' re sp o n se s  to s tu d en ts , th e ir  responsiveness to 
con ten t innovations, and  their capacity to im prove c lassroom  practice.

11c i n i i i  1 e •  ( i s i a i c h  o n h ז  e  c o n i e x i  o »  s e c o n o a s y  s c h o o i  t e a c h i n g

fig,,,, J . lrirki•-Stk,-,/ /!1!frr,.,r1 •• /lrf'arl"'"' (',.,.,,., • .,,-.. -l t ,ur Sr•,J.•· 

Key: 

EHG ss MATH 

Cutpoin1 of lop quor1ile of 
notional sample of high S(hoofs 

Culpoin1 of bonom quartile of 
notional sample of high S(hoofs 

T.achu H •121 

SCI F. LANG ART voe 

Department overages 

School Average 

Subject Average\: 
Hc1ionol St.rvey 

Trrtrrral .\'u/r: Jlis a•af.,1is a.sn a (o/1,rialit:r l•d~ rombi•i•/( S iwrrn ilrr,u •ud r• rll, /~ 
II,;:,, .vt,.J &: &,,,•d IH~HI •alia•al SJtl'T'f1 (~/(>lla•. /l-11. fir, figvrr s!to~-s.· tirr artragr srorr "" 
ti, i•drz fi,, a/1 t,arlrn i• ocr (l?C li,p srilool lS<lool /(}J. arrragr sromfi,r trarirm i• snv• 
difr.m,t 1•b,m arra drpar1111r•t1 rilli• tilt sriool. a•d •atio•al •unrufor tirt m~rlirt nbi,rt 
a= f/',,v.rd u• H~H data far ltl!lrAm c/assifird am,rdiq ta tAtir pn'mary J•hirrt assipmt•rl. 

tt•;ic.·hin~ ntnlt·nt is~ u~izt"d in a school) con:;titutes a key strategic site for building 
h•.1<."ht·r k·arninl( l'ummunitit'$ that promo!e suettSs 11,ith tod'ay·s Sludents. Like-11,ise. the 
d1·1),'lrt11lt ,11 rummunit)· can dJe,:iively squekh the effor1s of individual teacher:: and of 
thl· pulky ~)'l-ll'm lo implcm1:nt new mode-s of instruction i( it stronl(ly rnforces 
tr~ditiunal norms of practiet". ln most high schools. the $ubjt'('1 department play~ a 
niliral mk• in mt-diatinl( leacher;' l"t'5pon~ 10 students. 1heir l"t'5pon$iven~ to 
rnnlt·nt innovations.. and lhrir c.iraoty to improve das~room prartil'~. 
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District Contexts
D islric tlevel professional com m unity m akes an  im portan t and particu la r con tribu tion  In 
tea ch e rs ’ pro fessional lives, one distinct (am i schoo l o r departm ent influences. ITic 
re levance 0( d istric t contcxl for professional com m unity  Ik s־  in llie  overarch ing  se n se  of 
p rofessional identity , inclusion, influence, and  p ride  it fosters.

Figvrr 5 . D iffrrrncn ix P iU ni t C»mtnuHity: l \ r r r  Cahfim fia  />islncts

B

krvoq*
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 t i t  eery best job performance 
11/ its teachers'and '1 am proud to tell others I r o r i  for this district'Average scores on the scale were 
computed far t'AX' teachers in three California districts. The figure shorn where the district averages 
fall on a normalized distribution of scores far the entire sample כ(  CRC teachers.

In C R C s sam ple, teachers ' a ssessm en ts  o f district-level p rofessional com m unity  
ranged  from hostile  and dem oralizing, to s tro n g  and supportive. F u rth er , d esp ite  th e  
significant and  im portan t variation in th e  c h a ra c te r  o f professional cc11״ m unity  w ithin 
and am ong  schoo ls , teachers  teaching in q u ite  different school se ttin g s  e x p re sse d  a  h igh  
level o f a g re em en t abou t the nature of th e ir  district-level professional com m unity .

C O N T E I T S  THAI  MAT TER FOR T E A C H I N G  A N O  L E A R N I N G12

1 3

Dbt.rict Contexl-.. 
lli:<1ri<.1 k'\'\·I pn,f,-,-,;ional ronununit)' 111:,~1·, ;in i1111•111ant aml 1~1ni.-ular r1111tributi1111 lo 
11·;\<·hc~· !'f',f,-,....,junal liv,-s. ut1t• di,tinrt fr11111 , .. duw,I or 1lq1.1r1111,·111 i110u1·nn-,.. llw 
n·kvano· ur cli,-iri<,·1 runlnl (ur pruft',;iun;,I 1·un1111uni1y lit-sin th,· ov1·rat\·hinK S('OSl' of 
·1ru(,-,.,;ion.ll idrnti:r. ind11sion. inflm·nrr. ;,ml 11rid1· it (11,1t·rs. 

fi/.•rr 5. /1,/fr,r■ rr> r• /luinrt ('.,.,,., •• ,r,. Hrrr Cal,fi,n,a /Jutnrts 

B 
• 

• , .... •5 Ct( •~ • lwl 
'-'-
A .... "'I" 

Dhlrkl Averogi!s oa (Offlmunity lrxikolor 

Trrh,ra/ .\'ulr; 11r /liJJnrl c.,.. .... ;17 lodrz asrd i• tiis alllq:sis is a 6-il,.,,. lt'alr IIJpl,,•.82) 
/,ayd 01 '""'Ur> la ur• slat,.,r■t:s en: ·: kr{ 1141 fir distrir1 i~irn lit raJ Mi joh ~rfo,..,,.a•<r 
,,( itJ ,,,.,_,,.·a 1d ·/ •• prud to trU olirn I IC'Ort far 1• is distrirl. "A rm:gurorn "" cir sea Ir .,,,r, 
ro .. p1lri /or C}(t. lrar•m i1 lirrr Ca/i),r,.ia distrirtJ. 7lr fip.rr siairs drrr tit distrir1 •rt'Talt1 
/aU •• o 10,-/i.lrd distrihtia1 a{ lt'orrsfor tir nlll'f SIZM/)lt .:,{Cf?C lratirn. 

In CRC~ :;ampk-, tt",l(hers' as.·t•s..,;nl("!IIS of disirict~ewl professional rommunity 
ranired from hl)!',(jle and dt"moralizinR", 10 sLrong and su~. Furtht"f. <kspitt" Ull' 
~igni&ant and imponant vwtion in Ull" charactt"f of pro(l'SSional ct.,,1munity within 
and among !<hools. l"3Ch= tead:ing in quilt" different ~hool settings r~ a high 
I~ of ~nl about thr naturt' of their di"1rkt-levtl professional i:ommunity. 
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PROFESSIONAL COMMUNITIES

F ig u r e i l lu s t r a t e s  the  dram atic tlifu*rt41n11: <*«־ a>-e-.M11ents 11(district-level 
com m unity  am ong ilu• tlir iv  I 'a lilon iia  d is tr ic K  I 'eacher־• in I >i>1 rit i •\ a ssigned  
extraord inarily  h eg a liv r ratings in 1ln ir d׳ i-irii !’•> professional com m unity: te a c h e r ' in 
D istrict B plac! !1 tlu-ir district ■level com m unity  ai 1 In• average  for m ir sam ple; t«־:u h«־r> 
in D istrict C w ere  nm isiially !xi'iiix■- alxm t p ro le " in n a l com m unity  in th e ir  d istrict.

IIdu■ dues district pnifrssiuxal cummxHity !miller ' 111c m •  (.'aliforoia te ach e rs ' 
a sse ssm e n ts  of their d istrict as  a p rofessional com m unity  indicated critically and 
qualitatively different e x |x riences of th־ e  d istric t as a place to he a teacher, differences 
w hich found the ir way into tin• c lassroom . For one. te a ch e rs ' |x rceptions of the׳ ir 
different d istrict se ttin g s  functioned to dam pen  o r en h an c e  a '!x v ts  of th e  school or 
departm en t cu ltu re . A strong  district-level com m unity , such  as that in D istrict C. served 
to bo lste r te a ch e rs ' professional m otivation in a weak departm en t. A corrosive or weak 
district-level professional com m unity, such  as that in D istrict A  underm ined  th e  positive 
in fluences of a solid, vital school com m unity . Kven a s tro n g  principal and active school 
com m unity  could not entirely  coun term and  th e  negative influences of D istrict A’s 
sou red  and b itte r professional com m unity.

T each ers  in D istrict C spoke of th em selv es  as re spec ted  professionals, under- 
sco ring  the  trust and authority  they  p e a eived in d־ istric t policies and practices; they 
em phasized  th e  p ride  they felt in being  D istrict C teachers. T hey  generally  w ere willing 
to go  th e  ex tra  bit. to expend  the  energy  and  effort necessa ry  10 success for all s tuden ts. 
D istrict A teach ers , conversely , spoke o f b eing  "infantalized" by d istrict actions and 
policies, of be ing  d is tru s ted , of being  " trea ted  like au tom atons not professionals." T hey 
did not recom m end  D istrict A as a place to teach  and m ost would leave if they  could. 
M any of D istrict A’s dem oralized  tea ch e rs  "w orked 10 ru le" and fram ed teach ing  in 
te rm s of a job. ra th e r than  a profession o r  a career.

T lie distric t is m o re  than an em pty, neutra l s tag e  upon w hich practice is enacted 
and  c a ree rs  a re  constructed . T he ex isten ce  of a vital, positive, and affirm ing professional 
com m unity  is not just "nice"; it m akes a critical contribu tion  to te ach ers’ sen se  of 
professional identity , motivation, and w illingness to u n d ertak e  challenges such  as those  
exp ressed  by th e  nation’s  education goals. T h e  re la tionsh ips betw een te a ch e r and 
d istric t that g e n e ra le  powerful influences on tea ch e rs  and teach ing  have little to do with 
governance  s tru c tu re s , and everyth ing  to  do  with th e  norm s, expectations, and values 
that shape  p rofessional com m unity at th e  d istrict level.

M
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Fii:urt· ;, il111,1r;11,.., 1h1° dr:11na1i,· dilh·n·11n·, :n ;i, .... ·.-111,·nl:< 11/ di,1rir1-l,·n·l 
r11n11111ini1y an11111i: 1h,· 1!1n,· t 'alil .. n1ia cli,1ri,·1,. 1'1•.1d11·r, in I li,11i. I -\ a.-i111o,·il 
,·x1r;mnlinarilr m·11;11in· ra1 i1111, h• 1h,·ir cli,1 ri, !', p11.f,·--i11nal ,·111111111111i1y: 1,·:1d11·r, in 
I >i,1ril'1 H µbri .t lht·ir di,1ri,·11.-,·,·l r111111111111i1y al tlw awr:11.:1· fur 1111r ,1111pl1·: 11·;11 h,·r, 
in lli,1ri1·1 l' -.,·n- 111111,nall)· 1u,i1i11· al~1ul pruh·--i1111,1l cu1111111111il)' i111h..ir 1li,1ri,·1. 

lf11u· d11r1, distrirt pn,fr.ui11•ul rri111 H11,•1 l,v m111/rr' 1111·"· t':1lifomia h'ad1t·r.;' 
J:<:«-:-,11wn1, 11f tllt'ir di,1rirt a, a pruh·,,i1111:1I ru1111111111i1y intlil'at"f ,·ritirafly aml 
quali1:,1iv..Jy diH,·r,·nl ,·xp,·ri.-11<"•"' .. 1111,· ,!i,1n\'l "' :i I'(;"·,, lu tw :1 h·a,·lll'r. ciil'ft-r.-nn-,: 
whi<:h fuuncl 1h,·ir ":t)' inlu till' da,,.nH•lll. Fur 11111·. 1,·a<·lwr; 1M·rn·µli11ns 11( th,·ir 
cii((,·n·nl di,1ri,·1 >t'llini,:, h11Kli111111l 111 d;11111J1·1111r ,·nh:mn- :1,1~,·1, 11( lh,· >t'h11ul ur 
dqxin111,·n1 ruhun·. A ,-1r1111J.! 1li,1ri,·1-l,--.·.-I 1"11111111u11i1y. , ud1 a, 1ha1 in llis1rir1 C. :«·r.·1·d 
to bo),.i.-r h·adu·r.;' µruf1'0<,i11n.il 111111iva1iun in a -.,-~k 1(qi;1nnwn1. . .\ l'llrrn,iw or w,·ak 
db1rir1-l,wl µruh'O<,innal n1111111un i1y. :-,ll'h as 1ha1 in l>i,lril'l A uncl1·m1in~I th.- po,ili\'t' 
i110u1·nn-,. of a "''lill. vi1al ::d1uol \'ummunily. Ewn a ,1n111i: i,rinriµal and ar1in· >t'hool 
,·011111111ni1y \'uuld nut 1·n1irdy ,·ounkmiand 1l11· n,·11~1in· inOut·nn-:- 11( lli,1rir1 A's 
~un"{j and b:11t·r prufl-:;.,iunal rommuni1y. 

T1·:id1,·r.- in [li:-ln..'1 C ;pok,... uflht·m:«·ln'O< a~ rl-,;pt,kd µn,ft-s.,iunal,;. undt'r
"''nrini: thl" lru:-1 and au1hnri1y lhl")' µ.-nyi\·1'11 in db1ri.:1 l)oli.-it-:< and pra('lil't"$: lht')' 
l'mpha~iml lht• pridl· 1h1-y frlt in f>t.inK Distrirt ( lra.:ht·r.s. Tht·y i:t·n .... rally wm• -.illing 
In J.!o 1h,· t'Xlra bi1. tu t'Xl)t·nd 1h1· rn,·~- and dfon nl'\'t",,:-.a.t)' tu su,,~~ for all student~. 
lli~rkt A 11-a..-ht·r.-. ninv.-n..-~·. ,pukr uf bt"in).! -infan1ali.zt"d- by district oC'lions am.I 
polkit-:-. of hl·ing di:-1ru,;i~J. of bt"inK -tl'l:'at1'll li~l' au1uma1ons nol prof~~ionals. - Tht'y 
did nul n,·ucnm1·nd lli~ri.., ..\ a,, a pla..'t" lu 11·a,:h and mo,;t wuuld lt"aVt' if they c-ouiJ . 
. \ Jany of lli~lri..'1 A's dt·moralilt"d ll"J<.-h.·r.- -,,.nrkl'II In rul,·- and fram.-d leaching in 
lt·nns 11( a job. ra1h1·r than a profo.--iun ur a ran..-r. 

1111· di>tri..'1 is mon- 1han an rmµ()·. nl"utr.il sl;is,:l" upon whirh practiC't' is rnade<l 
and ran,·r.; art' nm,;tru,it"d. 'TI1t' .-xi,;tt•nw of a \ilal. posi1iw. and affirming professional 
~c>mmunity is nnl ju,;i -n~'\·-: ii mak,.,_ a nili,:al run1ribu1iun lo lt'a..·hers· sen:-e of 
µroft",,sitmal id1·mi1y. 01otr,a1ion. ancl -.il!in1,.'llt-:<s Ill und1·nak1· rhalll·ns:es su<"h as those 
t'xµn-s..;t"d by !ht• nation ·s t"dun.tion .:oak Tot• r\'la1iunships hl·twt'\"n lt'acher a.nd 
di~rict Iha! S:l"nt'ralt' po-.yrfu) in0ut'll4.'r'S on ll·arht·r.. and lt"a.:hing havt" link· 10 do 11,i1h 
s:uwma.nt't' ,;trurlurt-:-. a.nd .-v1"1)1hini,: 111 dn -.i1h thl· num1:;. rxp,.,1a1ions. and value-s 
1ha1 shaµ.- prnfl-,.--iunaJ rummuni1y at lht· di--irkl llwl. 

J ·1 
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Slate Policy as Teaching Context
U xiking insult■ the two very different s ta le s  in o u r sam ple  enab led  u s  111 re fine  o u r 
findinps bast'd  on ocera ll effects of s tro n g  p rofessional com m unity  on te a c h e rs ' a ltitu d es  
and practices. This com parison show ed that strong professional com m unities enable  
teachers to adapt tp today's students i f  they are  em bedded in systemic reform contexts, but 
o therw ise  they  prom ote consensus on traditional s tan d a rd s  for teach ing  p ra c tic es  and 
overall professional com m itm ent.

As stale  con tex ts  o f h igh school teach ing . California and  M ichigan differ 
substantially  in their level of centralization and education  refo rm  efforts, w ith C alifornia 
am ong the  nation 's m ore  active s ta les  in system ic  refo rm . W e consid e red  how  th e se  
d ifferences m ight affect the d iscourse  and no rm s of p rac tice  within pro fessional 
com m unities and explored two ideas:

•  s tale  system ic reform  provides th e  con ten t for d isco u rse  and in s truc tion  lhat 
enab les s trong  professional com m unities 10 learn  new. successfu l leach in g  
s tra teg ies; and

•  stro n g  professional com m unities an• essen tia l condu its  and lea rn ing  co n tex ts  
for s ta le  education fram ew orks, w ithout w hich te a ch e rs  may m ove m ore  
strongly  tow ard enforcing traditional s tan d a rd s  «.1d becom e less. ra th e r  than  
m ore, flexible in adapting instruction  to to d ay 's  s tu d en ts .

U sing a CRC survey m easu re  of instructional adap tation , we exam ined  the  
re la tionship  betw een teachers’ level of adaptation and  th e  s tre n g th  o f th e ir  p ro fessional 
com m unity  in California and M ichigan. W e focused on m athem atics te a ch e rs , s ince  
m athem atics  is the  subject dom ain in w hich system ic  re fo rm  has evolved m ost rapidly 
and com pletely. D uring th e  19JS8-91 period  of o u r field re sea rc h , California m a th em atics  
fram ew orks and standards, aligned with th o se  developed by the  N ational C ouncil for 
T each ers  of M athem atics (NCTM ). * e re  being  p rom oted  aggressively  at th e  s ta le  and 
local levels. T hese  s tandards  call for a radicaj c h an g e  in leach ing  prac tice  from  
know ledge transm ission  to interactive, problem -focused m o d es  of instruc tion .

T h e  data  show n in F igure 6 provide c lear sup p o rt for o u r hu n ch . In C alifornia, 
m athem atics teach e rs  in s tro n g  p rofessional co m m u n itie s  w ere  m uch  m o re  likely to 

feel successfu l in adap ting  practice to s tu d e n ts  th an  w ere  te a ch e rs  u n su p p o rte d  by 
co lleagues (who. indeed , appeared  th e  least adap tive  in th e ir  p rac tice). In c o n tra s t. 
M ichigan te ach e rs  in s tro n g  p rofessional com m unitie s  w e re  som ew hat less , not m ore , 
likely to adapt practice  to s tu d en ts  not do ing  well in th e ir  c lasses, su g g e s tin g  th i t  th e se  
te a ch e rs  w ere collaborating  to m aintain h igh  s tan d a rd s  a s  fram ed by  trad itio n a l n o rm s  
of practice. M ichigan te a ch e rs  lack th e  s tro n g  p u sh  for c h an g ed  c o n ten t and  p ed ag o g y  
g en era ted  by th e  California system ic re fo rm  effort.
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State Policy as Teachin(! Context 

1,,-,kini.: ins,dt· lht' two wry difft'rrnl ,-tatt-,; in our ,;;implt· ,-n~blt-d us tu rdint· o..ir 
findini;:s b;i,..-d un orrra/1 dft·\'IS uf ,trun)( prokssiunal nimmuni1y un 1,·adwr,, a11i1u,I,.-, 
anti pr.1,:1in-,;. This rumpari,on showrd 1hat slrv11g prvfrssio11a/ rv,.1mk11itirs ,xablr 
lrarhtll l11adapl IP r,iday's slkd(11/l if thry arr rmbrddrd i11 f)st,mir rrfimn ro11r,11s. ~ul 
111h,·r,,.·i,-.• 1h.-y pronmtt' ronsc-nsus on 1radi1iunal ,tandams /or lt'ao:hini: pr.Kti,·,-,; and 
111·,·r.ill µruft-s,inn~I rommitmrnl. 

A., ,1a11· ronl,·xls of hi~h :-fhuol tt·a,·hini.:. ("ali/omia and .\lirhi~an diff,·r 
,ub,;ian1ially in th\'ir f\-.,.d uf n·n1rn!iz.a1ion and 1-dll\"a\ion rd11n11 dfort,-. -..iih ( al;fumia 
amuni.: 1h.- nation·, mon- ao.1ivt' :-talt':- in systl'mk n·fom1. ll't· ron,id,·n-d how :ht'"'' 
difft"n·nn-,; mii.:ht alft,i tht" di,,,:uur.-..· and nom1s of pra<:lin· wi1hin pru/,-,;sional 
communiti(-,; md t"Xplnn-d r,.·o idt•a,;: 

• stalt' sysi,·mit: n-form pru1·idt·s tht· ront1·nt for di,,,:uur.-..· and in,trur1iun that 
,-nabl~ Slrvng pn,ft'l'siunal rummunitit-,; to lt·a.rn m·-..·. su,·n-,;sful tra,:hing 
stral~~and 

• :-lrong profr...s.ional communiti,-,; an· 1-,;,-,,•n1ial rundui1s ar,c! k-arnini: rnn1rxt, 
for siatt' t'ducation /r.unework;. "'ithuut-. hi(·h t1·ao.·h1~ rr.ay mo1·t· mort' 
,;trongly tu...-ard t'nfurring tradi1iunal ,-tandml, -id bc·rum,· 1,~s. !'31hi-r 1han 
mun-. nexible in adap!ini: in"trurtion tu toda):, ,-tudt·n1,. 

r ~ng a C~C ~r1·t1· !Tlt'a.-.urt" uf instrurtinnal a<faplation. ,..t' ,·=nint-d tht' 
rt-la1ionship b(-r,.·~n tractit~· k-wl of aclaplatiun and 1h,- stn·ni:,h of th1·ir pro/1-,;,ional 
rommuniry in California and ~lirhigan. \\',- fUCll"-1-d on malhl'tn.1tio."S lt·a..·h,-r.-. :-inN· 
matht'matk-s is th" subie<, domain in whio.·h ,y,-t1•mio.- n·fonn ~, 1'\'1111'1-d mo:-t rapidly 
and completely. During t~ \~91 prriod 11( our lit'ld n""<'an·h. California ma1h,-ma1ir.
frame-works and :-1andards. ali$:nt-d ,,,.;,h lho"'' dt-.·dopt-d b)· !ht" ~atiunal ( uun,·il fur 
Teao.:hrf'So( ~lathemalicl tSffil). 11>l'n· bl'ini: promo11-d ~-.ivdy a1 tht" sialt' an:i 
local k-l'fls. Th~ !'-lancbrds call fr,r a radi,:al rhangl' in lrao.·hing prarl><.Y frum 
kno,,,.·k-dgt' lran~:-.<ion to intt'r,.,ivt'. prublt"m-/o1:11:-t-d modt'l' uf in:<1ru11iun. 

Th.- da1.i. :Jio,,,.1\ in Figun- 6 pru,idt' dt'ar support for our hunrh. In California. 
mathmi.a1b teach~ in ,-trong prof~--ional communiti1-,; w,-n- much mono likt"!y to 
(t'('I ~.Jul in adapting prartic\' lo :-1udt'nt~ than ll>'t'!T teao.:her.; unsuppont'd by 
1'01"'-iiul'll (,.·ho. indttd. appran-d thr lt'a..;t adaptivt' in thrirprac1ice). ln contrast. 
~lichigan teachers in Siron!( proft'5-...ional communities ,,,.·rn- so!Tlt'whal k, not mo/'\'. 
likt!y to adap1 practio.-t' to Sludt'nt, not doing wc-11 in tht":r rt...~ su~e-;iing lh:.t tht'S<' 
tt'ach"rs "'""" rollabon1ing to maintain hii:h ,-tandard~ as frunt'd by traditional nonns 
of prxiirt'. ~1i(hi~ l\'i!Che-rs !a<-k lht :-1ron2 pu~h for rhangt"d content and pc:-dago,o· 
Rt":lrra1('(( b~· tht California ~y:-lemic rtfonn effon. 
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m m t  PROFESSIONAL COMMUNITIES

Figure b. Math Trackers' Adaptations to Tuday’s Students: State Differences in Effects 11/ Teachers 
I'nifcssitinal Community

— —  S i d e  h i g h  o n  s y s t e mi c  r e f o r m  ( ( A )

— —  S l a t e  l o w  o n  s y s t e mi c  r e f o r m  ( M l )

Technical Sole: This figure displays results of regression analyses o f Adaptations o fhractice 
(Alpha72 .״ ) .  o n  Collegiality !Alpha״ .tU) for mathematics teachers in ( AV public schintis. Thr 
Adaptation uf Practice scale is based on t r 0  items: '! fu m e  students in my class are not doing K ■ell. 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. 'T he  graph shorn the regression slop/ f i r  Calif trnia math 
teachers lb•.23; r■. 59) and the slope for Michigan math teachers tb'-.H): r• ■27 IS'SI).

1 T his finding signals the critical ro le  of te ach e r d iscou rse  and learning com m unities
in m anaging sysfem ic reform . T e a c h ers ' capacity  to m eet the  nation 's educational goals 
appears to depend  upon:

•  access to curricula fram ew orks a nd  gu idelines for practice lhal enable su ccess  
with all studen ts, such  a s  provided th ro u g h  s tate  and local system ic reform : and

•  participation in a professional com m unity  that d iscu sses  new leaching  m ateria ls 
and stra teg ies  and that supports  th e  risk-taking and strugg le  entailed in 
transform ing practice.

C E N I S •  F 0 8  8 ( S E * « C H  O n  t ״ f C 0 N I E 1 I OF S I C O N 0 * ! '  S v ' i t O O l  I E a C h i n G  15
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fix•" h .. \/01• Trar•," · AJuptu/111•.t ,,, ·1;,,1,,_,.-s St•J,.~: Stutr /1,tfr,orn,. f.ffrrts 4 r,orlirrs 
/'n,frs.s1111tal r,,,..,,11u11f:r 

Hugh 
CA(H:331 

-C> 
C: 
0 -CL 
0 

""0 
<t 

V V --i~ --:ii~ 

Collegrality 

1,11 (H = 20) 

High 

- Srote high on 1y1lemic reform (CA: 

- $Joie low on s~lemic reform {Ml) 

Trrhrral Solt. Jlis fit-rr displays rrnll:s of rri;rroi11• a•a~Y>/111{.~Jupt<J/1,,u 11/ l'rurtirr 
IAl~o- TZI. •• (ol/,riclir, UlpAo•./1-/1 far .,a,.,.,atirs trar•m r• (Rt· prbllf v•••>U. n,, 
~daptatio• o( l¼rria Jtolr is~•• lro ;,,.,s.: ·11 s,, .. , Shdr•a •• "'.' ,i,w art •vi dui•t nil. I 
/rrl tlat I <Aorld ,.a..,, "'l .appTO<Jrlt lo,., srbjrrl: • ·Hy tryioi a di.J1rrnl lrar• i'I, .. ,1.,>d. I ro• 
sip.i/ita.tlyaffrrt a $Ddt•ts ar•irr,.,,., .• n, t'fJ~ '4un !Ar rrprssi11• sJu~ ft" Calif,,,...,a .. ar• 
trar•m lb•.23:,... 591 a•d IAr S:of>t }or .\J,aiga• .. at• tror•m lb• •. 111; , . • 2i /,\'SIJ. 

This findin)? signals thr rnt;ral roll" ol t1•a..·h1·r di~·ouN· Jnd ll'aminl( nr111muniti1-:; 
in managing sySlffilK' rdomt T1•a..·ht"r.;· l'apafit)· to m,:\'t th1· na1ion·s 1,lurational i.:o;i.l,; 

a~ars lo tkprnd upon: 

• 3CTt"SS lo rumcula framt>wurks and J..'lliddim~ for µrartin· that 1·nabl,· ~u1·1,-;;..'i 
11,ith all :;{1.Jdent:;. !\UCh .is providt'd thn>u.:h ,;tall" and !oral s)·strntk n·!,>m1: and 

• participati<ln in a prol,-s.~iunal rumn1unit)' that di~-u,-..;,,-:; n1·w t,·a..·hinl( m:111·riab 
and stral~ and that :;uppuns th,· risk-takinl( aml slru~lt• t·ntail11I in 
tran,:!onnin;t pra.1i..-,·. 



PROFESSIONAL COMMUNITIES

Figure 7 |M>iis 111:1( iIh-m• two o>1ulili«>11s are ml1׳rde|x׳mlc״l in enabling H׳;xlHrs' 
clUvliw .ul:1|K1t;11i<>11> 1011nlay's studvnts lhn>t1>*h prtmmiinj1111 ׳• nvw ih c h Ic  oltraohinu 
(nr umUr>ia1Klin>:.

Htun■ 7. UiiiJept a ji iin /״   I'turhcn 1'rufissinnjl C״ »tH1u>til1rs unit >to/r Systemic Kchnn in 
Eitjbliitg E/jri tiic AJaptatinn 11׳ T< *Jay's Slndcits
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,·11,, 1iw .1,Lt1~11.11i1111, lu 11~1:i~ ·, ,1u1l,·111> 1hr1111i,:h µr11111111i111: 1h,· n,·" 111,.I,· 11111·.1d1ini: 
f11r 111111, N:111.lini:. 
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f°.J1J M1• ,: (rir, /11 ,· .~J<1{'/aliu• t,, T,.Ja,r's Stwdr•IJ 
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STRATEGIC OPPORTUNITIES

S T R A TEG IC  O P P O R T U N I T I E S  F O R  M E E T I N G  THE 
N A T I O N ' S  E D U C A T I O N A L  G O A L S

I Yofi-ssional com m unities can and do exist al m any s ite s  w ithin tin• educa tion  system .
I K 1 | it<• tin- 1m1chremark<-d-11|x1n eg־> g cra te  c h a ra c te r  o f A ire ric a 's  seco n d ary  schtx)ls. 
te a c h e rs  am i c lasses  ftmction in m ultiple, em bedded  con tex ts, each  of w hich can 
co n stra in  o r  enab le  leaching  for und ers tan d in g  and su ccess  for all s tu d en ts. How ever, 
from  th e  te a c h e rs ’ |x T '|» v tiv e , the  con tex ts  that n u t te r  ttwist a re  not only th o se  defined 
by th e  foniuil !xilicy s\«t11 n; they׳  include o th e r forma! and  inform al organ izations. Kach 
nf thes<• em lx-dd iil 1 nn texK  ul te:1ching re p re sen ts  a strategic site for system ic  reform .

hlC*rc X FmfaJJid ('.*»/* if. ז ״ / Itih'hlHil

Subjxt Matlvi (ullviry G««k onj Honm «l ?IKtKt. I«f0 1m !׳Ktiotntt

fro/nuoo0 / (onltilY Ituxiotkxn, (oeoiwetirn, JUEc*xn, IWNrgdv. Wodm Eixafiort fioyorm

H!9 h«1 UimoHm InlitutMin: SlonJar^s In  JUrahiiM StoAiit i<krtY«m«nt

fount ( 0 mmt1A1ty/S*c>ol Clesi

S<h«J Sri'•■
/ ׳

S< M  Or jcauai>0<1

\

Subj«t
ץ

( ־־
Ctasyoo*: SvbfKf x

ן־

V J
v.

V /

t

IW e ss k m a l com m unities cut tw o ways— they  can both constrain  and facilitate 
policy goa ls  b ecause  they  m ediate policy. T h ese  various con tex ts  offer m ultiple 
o p p o rtu n ities  for te a ch e rs ’ learn ing  and participation: at the  sam e tim e, any one  of them  
can  u n d erm in e  p ro g ress  tow ard th e  nation’s education  goals. Policies d esigned  to 
in te rse c t stra tegically  with one o r m ore  0 ( th e se  professional cun tex ts  for teach e rs , and  
to  support te ach e rs ' learn ing  com m unities, aim  directly  at enabling  th e  values, a ttitudes  
and  know ledge necessary  tu change  in th e  co re  o f c lassroom  practice.

CENTE« fO» «E5EA«CH ON THE CONTEXT Of SECONDARY SCHOOt TEACHING 17
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STRATEGIC OPPORTUNITIES FOR MEETING IHE 
NATION'S EDUCATIONAL GOALS 
l'rof,-:-,ion;1I ,·111111111111i1i,·, ,·an and do ,·xi:-1 a1 111:,ny ,i1,-,; within 1h,· ,1111,·ation ,1 >11·111. 
11..--.pill· 1hr 11111.-h n·111ark11l-u1•m •·~1-rJll· rhar.l\11·r of Aff1•rira·,- ::.,·unc.lary ;..·h,Mrl,;, 
1,·;id1,·r.- ;11111 rb,,..-, f1111.-1i1111 in multiµI,·. ,·111b.-Jc.l,-<l .-c,nt,·xl:-. t"ar:h uf whkh ran 
,·11n,1r.1in or ,·nahl,· t,·;1d1ini: (11r und,·r,tamlini: and :-u,·n-,;,; /ur all ,-tud,·nl:'. ll01q·wr. 
from 1h,· lt·a.·lu·r-' 1•·r,1"'·1in-. 1h,· ,·u11h·1t, 1ha1 nuth'f 111<>:-1 ar,· nUI only 1ho,.... ddinrtl 
by th,· [11m~1I 1••liq ,1,1r·111: 1h,·y i11dud,· nllwr (11nnal and in(11nnal ul")!ani,.ation,. EJ<·~ 
11/ 1h,--.· ,·111ht1lrl11I, untnt- 111 h·:•·hini: n·pn ..... ·nt, a stratri:ir sitr for ,y,.ll'llti.· r,·funn. 

h••t<1m1nl \ubj111 Wo1111 (wll•rn. l4•ctlrt..l ~•k 104 Jlor"'1 ,I'"''"'· 1,/orm IMialrTtf 

rro/"_,.j (onlol\ A11«,otio,,\, (o&ooocllliTt\ ~I\, X.-h, loocJ., (Mclic<, rr"9'Cffll 

Hi1h11 ldlll<ohoc l011ilw1>o,n: S1u dor'1 l11 U""'~ ,_I S,.dul 1'~rt.,mtnl 

,.,.., Co'""'""rty(S.<iOI (11\1 C.!tvu 

S..biffi J.,K/Dt~lat•I 

1 (~----'-~_11_00_■_: _s._!,jt<l_•_S-111_,_._ .. ____ ) 

l'ruf1-:-.,ional n•mmunitx"S cut r,,.·o "'.!)~~- nn ~h ron::lrain and (ac,!iUtf' 
p,~ic:y J.?rials b..nui< th11· m,:diatt" polky. i,-. v,uiou, ront~t~ utft'f 111uhiµk
"IJ!.X>l'lunitir-,. for 1t-31.·J-it-n;' k-aminfl and participation; al tlw ~ tiflk•, any one ol 1hnn 
,..n und,11ninr prus.:n-s.~ to-....rd Iii..- nation·~ t"d1K.Uion J.?oak PolH.-it-s dt-:-i1,'Tlt-d lo 
in1=1 ~r.ilt1,•i.:aJfy v.ith o~ or rnon- of tht-!-c profrs.-.ional tiJ!lt~ls for h·a..-~ and 
In ,;uppon lt·a,:h,-n;" k-arninl( rommunitit~ aim dim.ii)' ~ nublini: lhf' 1-:uut-s. ~ titud,-s 
and kno-..-l,,-d1,'t" nt'\'t"S~- tu dunJ.?t' in tilt- rur't' uf d,1,-. ..,-oom pr.k"li("t". 
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STRATEGIC OPPORTUNITIES

A cen tra l conclusion  0( CRC’s re sea rch  is that te a ch e rs ' g roups, professional 
co m m u n itie s  variously defined, offer th e  m ost effective unit of in tervention  and powerful 
opportun ity  for reform . It is within the  con tex t of a professional com m unity— be  it a 
d ep artm en t, a school, a netw ork, o r a professional organization— that te a c h e rs  can 
c o n sid e r th e  m ean ing  of the  nation’s  education  goa ls  in term s of the ir c lassroom s, the ir 
s tu d en ts, and !heir content area.

S trong professional com m unity provides context for sustained learning and 
developing  th e  profession. Effecting and enabling !he teacher learning requ ired  by 
system ic  reform  cannot be accom plished th rough  traditional staff developm ent m odels — 
episodic, decontextualized  injections of "know ledge" and technique. T h e  path to change  
in th e  c lassroom  co re  lies within and th rough  teach ers ' professional com m unities: 
learn ing  com m unities w hich generate  know ledge, craft new norm s of practice, and 
susta in  partic ipan ts  in their efforts to reflect, exam ine, experim ent, and change.

I

C O N T E X T S  T h a t  m a H * i  f O S  t e a c h i n g  a n o  ! E a r n i n g

A n·nlrJI n,nr lusiun of (!IC, r,·:«·ilrrh i, 1ha1 1,·a,·l11·r., 1,•wup,. pruf,·,,ional 
rummuniti1·:< variously rl1·fin1·d. ull..r 1111· 111n,11·1(1·\'liv1· unit 111 i11t1·r-·1·nti11n and P<•"•·riul 
opponuni1y for r.-funn. II i, "ilhin 1h,· runtnl 111 a prof,·ssiunal rnmmunity-bt· i1 J 

clrpanml'nt. a >'(·lwul. ii 11rtw11rk. ur a prulr,~ional or1:aniw1i11n-1ha1 trarht"r.; ran 
n,n,id.-r 1!w 11wanin}l ol th,· na1i11n ·, 1il11ra1i1111 J.:"al, in ll'nt1, ul 1i1.-ir rla,,ruum,. tlwir 
,1ud,·n1,, and th,·ir rnn11·n1 an·:1. 

Strun}l pruf,~,;ionil rnmmuni1y prul'id,·s .-unh·~I fur ,11,-1:,im·tl 11•,,rnin)! anrl 
d1·1·rlopin),! th,· pml1~:<i11n. Eff1·,:tini: and ,·nahli11),! lill' h·a,·hrr 1,·amin),! rl'quim.f by 
,y,tt'll1ir rd11m1 rannnt bt· arrnr:npli,h,,I 1hn1uJ.:h 1r:11li1i11n.'ll , 1J.ff d,·vrlopnwnt m,irl .. b -
,·pi,odi,·. d,,·11nlntualiz1-d inj,,·t i11ns of "kn11"' 11,!)!1' • and h'\·hniqu,·. Tiw pa1h lo rhan,:,· 
in 1h1· da~,mom rorl' lir.-wi1hin .inrl 1hmu)!h ll'Jt"hl'rs· 11rnfrssinnal rnmmuni11,·,: 
1,·arning r11mmuni1i,-,; v. hirh i:1·m·ra11· knowl,-d,:l'. nah m·w n11rm, 111 prarlin-. and 
,-u,tain p.1ni.-ip.1n1s i1111h,·ir d(un, to r,·1h,:t. l'X:unin,·. 1·xp,·ri111,·n1. ancl .-hanJ.:1'. 
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INTEGRATING EDU C ATIONAt REFORM  STRATEGIES

IN T E G R A T I N G  E D U C A T IO N A L  R E F O R M  STRATEGIES

Rethinking the Policy Frame
Achieving the  nation’s educational goa ls  req u ire s  m ore than in tegra ted  curricu la  

fram ew orks and b e tte r assessm ent. A chieving su ccess  for all s tuden ts  in a rigorous 
curricu lum  0( study dem ands in tegra ted  a tten tion  to teachers and s tuden ts  as  well as 
con ten t and s tan d a rd s— to all c o n t i n e n t s  of th e  classroom  core.

M eeting  the nation 's educational g o a ls  req u ire s  a policy fram e that m oves beyond a 
"project m entality ." and away from a "one  th ing  at a tim e" approach to reform  to 
co n sid e r sim ultaneously  the policy issu e s  cen tra l to all three aspects o f  the classroom  core: 
con ten t, s tu d en ts , and teacher.

Figure 9. Integrating Educational Reform

Improving content
System ic reform  initiatives seek  to  in teg ra te  com ponents of the  education  

system  —  m ost especially curricula, te sts , and  s tandards —  and reflect th e  fundam ental 
need  to s tre n g th e n  the  skills and com petenc ies  that all studen ts need  to e n su re  th e ir  
su ccess  and  that of the  country. System ic reform  efforts recognize that a ll  e lem en ts  of 
th e  instructional system  m ust be s trong , in te rconnected , and rigorous.

F ocus on con ten t and standards, in d ependen t of the  classroom  core, risk s  trea ting  
teach in g  as a b lack  box. Alone, th is s tra teg y  can yield only islands of excellence, not 
system ic reform  o r  success for all. if so m e  tea ch e rs  have insufficient learn ing  
opportun ities  and  som e s tuden ts have inadequate  supports. Ironically, re liance on

Enabling U o c k tr i ' Leaning

!®proving
Context

Sopp-ortfng
Students
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INTEGRATING EDUCATIONAL REFORM STRATEGIES 

Rethinking the Policy Frame 

Arhin·ini: tht" nation's ,~lurational i:c~i's r.-quin-, mor.- than inll'l,!rall~l ,·urrirula 
Cr.im,•11,ork.s and lx·tll'r as,<(•ssna·nl. A,·hi,·\'ini: su1.-rl-,;s fur all stucknts in a riJ.!ur11us 
rurrkulu11111f study dl·man1b intq,'rdh1l ,1lll·ntiun to ll·arht>r.: and ,tudrnts as "l'II as 
rmllrnl and ,1,mdanl:a--111 all rnm1xm,·nt, of 1hr classroom rort.' . 

. \kt'lin): thl· nation's \,!u,·atiunal i:oals r~uir~ a poliry fram~ that mo,·t's bt-ynnd a 
·pro~,:! m,·ntality." and away fr11111 a ·un,· 1hin!: al a timt'· approa,h tu rrfum1 to 
,·on,idrr ,imuhanmusl)' thl' 1x,ky issu,-,; n·ntraf to afl rltrtr asputs o/thr rla.ssTtHlm cc11,: 
ronh·nt. ,turll·nts. and t.-a,·hl·r. 

FiK,trr !I. l•trgrali•t fdwra1;,,.a/ Rr/unrr 

S,pp-ortl■ g 
Sr,&nts 

Improving content 

l111prniag 
Co ■ l ■■ f 

Sr.,trmi, n-fom, initictives ~k to intt"W<lte rompom·nts of !ht" !'ducation 
,;y~em - most ~ly ru~la. t~s. and SUndards - and n-fll'l.1 tht> fundamrnul 
nffil to stn.-ngthen the skills and competencies lh.;t all students nffil to rnsun- tht'ir 
success and that o( the rounny. Systemic rtform efforts =gni.u- that all elrnwnts o( 

the insuuctional system must be strong, interconnected. and ngorou~ 

Focus on content and swidards., indept>ndent of the da.,;sroom curt', risk~ tn•atinJ: 
teaching as a b!Kk box. Alone. lhis stratt'lt)' can yield only islands o( em•llrnl·t", not 
S)~emic reform or su,·= for all. if so~ teachers have insufficient lraming 
opportuni1ie-s and ~me stude111ts have inadt'(luate support:;. Ironically. rtlianct> on 
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INTEGRATING EDUCATIONAL R EFO R M  STRATEGIES

to u g h er s tan d a rd s  ;mil m in r  dem and ing  cuntcnt alum• as 1111׳ prim  iry en g in e  <>l retu rn! 
can work against 1111• natiun's goals, as te a ch e rs  uncerta in  a l» >111 huw in adapt in tuday 's  
s tu d en ts  riguruusly  e n lu riv  trailitiunal -1a1ul.111!>. .11111 lail g re a te r n u m b e rs  ul s tu d en ts , 
n r prnviili׳ w a lrrr il ilnttii i . 'i n n  linn.

Supporting students
S tuden ts re q u ire  si^iiilicaiitly >1r1־n>^l1»־Mi1l ami d ittere ווו >1ח>אןיןו > in m eet 1111• 

iiatiun's educational gnals. A bsent sufficient supports  lur >uul*111־>. even te a c h e rs ' best 
effnrts likely will fall slinrl as c rises  anil cv«-r\1l;1y cuiuliliniis r rm n v r >u11U1־Hs 
figuratively n r literally (m m  1111• c la ssnnun  ;11111 learn ing  opimrtimiiie••.

C om prehensive relnrin  m ust a d d re ss  1111• needs  ul today 's s tu d e n ts  in o rd e r  Inr 
them  In be successfu l. In mnvi• confidently  in  jiriHlucliv!■ lives a> ailulis. I’o lic ics  \ \ Ir.cli 
p ru inule  ihis ob jtv live  must fundam entally re th ink  existing  '11p|»n1' .11111 M -mci■ ' Inr 

s tuden ts  anil would. Inr exam ple:

•  support in tegrated serv ices located at th e  m  Itoul ~111— m edical. snci.d w eltaro. 
educaliunal, anil ailnlt n rc o n u m m il) serv ices brnught lugeth! r .11 the  x lin n l:

•  s tre n g th e n  links betw een s im len ls ' lives and s  liunl lur m i m iilary m lm n| 
s tu d en ts , with s!xvial atletttinii tn pruactive. cultur.ilN sensitive stra teg ie>  1h.it 
p rov ide!w rellts  with concrete  suggestions  lur assisting  their sliideiil;

•  s tre ss  provision of adequate  and  culturally appropria te  counselling  r e s o i m  e s .

•  provide studen t advocates in cu llu ra ll' d iverse. Inn n - s u u m • .  ecun11:11ically 

d is tre ssed  conim unities;

•  e n g ag e  g rassroo ts  agencies in th e  iiltica liuna l e iile rp rise  .1111! lurin new alli.m ces 

for y ou th— recognLze. support. and leg itim i/e  1 In• inipnrtant uppurtiin ities  
ne ighborhood-based  organizations 0111< .י<>ןייו

Enabling teachers’ learning
j C om prehensive system ic reform  m ust em brace  elfivtive np|*>riunities lo r te ach e rs  

10 learn th e  new  strategies, know ledge, and persp iv tives assum ed by new curricu la 
fram ew orks, h ig h er standards, and expanded  expectations fur s tu d en ts’ su cc e ss  and 
conceptual understanding . Strategic opportunities ;in• rtx>ted in the  con tex ts  that stim ulate  
and sustain  teachers ' learning and grow th: professional com m unities. Policies that frank  ־
the  issue of teach e rs’ learning in te rm s of professional cum m unitv would, for exam ple;

•  exploit th e  opportunities rep resen ted  by th e  m ultiple, em bedded  co n te x ts  of 
leach ing , a s  seen from te a ch e rs ’ persp tv tives. and the  m ediating  ro le nf 

a׳.*: c h e rs ' professional com m unities;

C ONT E X T S  THAT M A T T I I  l o i  T E A C H I N G  A N D  I E a x n i n G

2 1

2 0

11111):lh'r ,1;1111!:inl, anti 111111,· ol,·111.1111lin)! ,·,11111·111 ,1111111· a, 1111· pri1111r:: ,·11)!i11t· 111 r.-!11011 
,·a11 ""rk a)!ai11,11h,· n;11i1111·,)!• ·;1I,. ;1, h•;1d11-r, 1111,·,·na111 .,h .. ,11 h11" In a,bpl 11, hHl.1~ ·, 
, 11111,·111, ri)!11r1111,ly 1·11l11r,·,· 1r;,cli1i1111.1I ,1;111,l.11 ,I-.. 11111 I.iii i:r,·.,h·r 1111111'11-r, ul -11111,·111,. 
11r pflol'irll' wa11·r1·tl ,l .. 1111 · ,111111i1111. 

Supportin~ stuctL·nts 

~111ol,•11i,; r.-<111in· ,i)!ni1k;1111ly ,1r,·111,.1h,·111·1I .1111' cli11o·ro-111 ,11p1.,n- 1111111,·1 1h,· 
u:rtion·., ('lhl\.'allun;,t ~uab, .. \h..,.·nl :--uU\1.·\\·nl ,up\,.,1r\i tor --\nd,•111-... ,.,,,n h·:1d11-r ... · h, .. ,:1 

d(un, likdy will fall ,hoor1 a, .-ri«·, ;uul ,·,,·r\llay ,·.,111li1i1111, r,·mm,· -111d,·111, 
1i1,.•11r.11iwly oor li11·rally lr111111hn la,,ro.,111 :ind lt-.1mi11)! 11p1~•m111i1i,·, . 

t'11111pr,·h1·n,(1"1· rdurm 11111,1 ;11hlr,·,, 1!11· nii1I, 111 h•l.1) ·, ,11111,·111, in 11nlo·r lnr 

1h1·111111 h.· ,:11,\'1~~i11I. !1111111w ,·1111licl1·111ly 111 l'n•h1, llw Ii,"".,, ;1cluh, l '11'.i.-i, ·, 11 lt,d1 
µrum111,· 1hi, 11h~,-1in· m11,1 (11111!;1111,•ni;ill) 11·1l1111k ,·~i,1111~ '"11"11' .111,i -..·1v1,,·, lur 
::1ud,·n1:: anti ""ul,I. lur 1·~;1111pl,·: 

• ,11pµor1 i111n:r.1111I -..•f'·in·, l,,.·:11111.,11h,· " h,.,I ,11, ·-nll'1h,·.1I. "" ,.ii .. ,.lt.,n·. 
iiluraliunal. ;11111:111111111r ru1111111111il) """ i,•,., hr1111)!lll h•)!.-1111 r .11 1h,· " h1111I 

• ,1rt"111,.1h,·n linb h.·1v."·11 ,1ml,·111< Ii,.-- .111cl -. hu,,I 11,r -.., .. ,111,11) -.11 .... 1 
,11u!t-n1::. "ilh •l•Y~tl an,·111i1111111 pro,11·1iw. ,·11h11r.1lh -..·11-11111· ,1 r;1h·):w, 1h.11 
prol'idl' 11.m·nl, "ilh ,·11nrrt"I,· ,11)!)!1·,1i1111, lur .1--1,1111)! 1lt,·1r ,1111!,·111. 

• --in-,., pru,i,i11n u( acl111ua1,· :mrl n,hur:,lh .1pprupn.1h·, ,.,111-, llini: 1, ·-..,11r, ,., . 

• provicl1• ,1\Jdt·nl aci,·,,.·ah·, in rnhuralh ,l,1,·r-..·. J,.11 1,·,111111 ,·. ,., .. 11 ... 1111·.,II) 
cli,1n--.,;,.,J r11111mu11i1i1~: 

• .-ni:~t' ~,,rcx,1, ~ ,·n.-i,-,; in th,· ,1h1,·at11111,1l ,·11h'1p11"· .11111l11n1111,·" .dh.111,·1·< 
(or youth-n,·ui:i,izi-. :-uppun. anti lq:i1i111i11· 1'1,· 11111••11.1111 "i>l"n1111i111·, 
m·ii:hhorhoo<l•::~:'<-d uri:ani.z.a1i11n:: n·11M-<'11l. 

Enabling teachers' learnin~ 

1 Compn-hffi~'l' ,·y':'ll'ITIX: rdum1 mu~ t·mbr.11:,· dt"·11w 111~x,n1111i1i.-, tor h'a1:h1·r:: 
10 learn the m:w Slr.11~ knowlt'<li:t>. anrl pt·r,:p,Ytin-,. :i,;,11111o1l by m·"· ,·unirula 
fr.imr,mrli.:-. higher :;undards. and rxp:anck<l n1~s1a1i1111, fur :-iud,·111,· "11r1.·1-,;, anc! 
conC't'p(ual understandini:. Slrall'gk op\)ortuni1i,-,; an· nx•lt1I in 1h1· ,·11n11·x1, th~! ,1i111ulJ11· 
and ~:-lain tt"a<.·her.;" kamin~ and gro .. 1h: pcuf1"<i11nal n111111111ni1i,-,;. 1'11li.-ii-,; 1ha1 fr.mw 
lht> i:-.-:U<' of l<"acht"t'S' kamin~ in 11.'ml" o( pru(,-,;,-iun;J 1"011ummi11· would. for 1·:Qmplt>: 
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• (':tploil tht" opµurtunitk,. rr~nh,I by 1h,· muhipl,·. r111h<,ld,1l ,·om1·~1, o( 

!1·:11.·hin~. a:- :'<'t'n Crum 11.'a..·hr~· p,·r.-1ll,·1i1·,·,. a111I 1h,· 111,·di;Hini: rol,· 11( 

· ··ac.·hc:-~· prufr.c,iunal cummuni1i,-,.-: 

CONUltS HU,f MA11fl JOI f(A(NtNC At-tO l(AINING 

2l 



3.INTEGRATING EDUCATIONAL REFORM  STRATEGIES

• invest in diverse team ing com m unities  fur teach e rs  and ch arg e  th e m  with 
responsib ilities for im plem enting re fo n n  goals and engendering  new 
educational environm ents:

•  support h igher education p rog ram s that define teachers  as  le a rn e rs  |r a th e r  than  
"experts"  and authority figures |.  and provide teac h e rs  the  sk ills and 
perspectives  necessary to m em bersh ip  in a learning com m unity:

•  convene  actors representative of a "vertical slice" th rough  te a c h e rs ' m ultiple 
con tex ts, a forum capable of enlisting  th e  d iverse perspectives, and e n g ag e  th is  
g ro u p  in identifying im plications for such  activities as d issem ination , technical 
a ss is tance , research  and developm ent, evaluation and credentialling:

» a sse ss  the  implications of existing  te a ch e r |*1!k׳k s־  such  as te a ch e r evaluation, 
licensing , and advancem ent for te a c h e rs ’ ro le as k 'a n ie rs  and active m e m b e rs  of 
a professional community. | "N eeds im provem ent." for exam ple, ra n k s  am ong 
th e  w orst "m ark s ' a teacher could get on an evaluation. |

M eeting  th e  nation 's education goals re q u ire s  a refram ing of th e  p o lio deb ־ a te  to 
address sim ultaneously  the  in terdependen t, c o re  needs  of im proved con ten t, studen t 
supports, and  sustained learning o pportun ities  for teachers. This in teg ra ted  reform  
strategy aim s to create  conditions that can  enab le  effective teaching  and learn ing  by 
seeking  policy coherence at the c lassroom  core , in the  everyday in te rac tions o f s tu d en ts  
and te ach e rs  around c o n te n t

In th is  reform  strategy, education policy is fram ed as a social re so u rc e  and catalyst 
to prom ote excellence and equity —  teach ing  for u nderstand ing  and en h an ced  learn ing  
outcom es for alt students. At alt levels o f th e  system , polk'ym akens can  allocate 
resources in w ays that expand teachers', and in tu rn  students', learn ing  opportunities.
T he  u ltim ate test of policy coherence and  expecta tions for all s tu d en ts ' su ccess  takes 
place in th e  c lassroom . However, reform  need  not p roceed on a c lassroom  by classroom  
basis, but th ro u g h  teachers ' professional com m unities  engaged in d iscou rse  about 
productive w ays to m eet the nation's e ducation  goals.

1■
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--------------------
i& 11, • td J\ iiWi J ,jlr{j iM n, Iii J i•ljJ,',ii •Ji• ld It• 

• inw,l in tlil'l'N' 1.-amini: ,·1111111111ni1i,.., fur h';1d11·r, and d1ar11,· 1h .. 111 .... ,1h 
11·,p1111sibili1i1-:< for impl1·nk·n1i1111 n•!un11 i:1.il< a111I ,·11i:1·111l,·rin11 m•w 
1,lu1'ali11nal 1·n,ironm1·n1,: 

• <uppon hii:h1·r c-<lwatiun proi:ram, 1ha1 tll'li1w 1t·a.·lw1" a, 1,·am,·r,- lra!lwr 1h:111 
·,·xxns· Jnd au1huri1y fi1:un-:<I. anil pn"·i,k 11·:i.. lwr< 1h1· ,kills anti 
prr;pt, ·tivi-,; n,'<'t-:<."-JJ')' 10 nwmbt·~hip in J kamin11 rum111uni1r: 

• \'unwn1· 3'1ur.- rrpn-:<1·n1J1iw of a ,·1·ni1·al ,lio.,·· thmui:h l1·a,:h1·r.-· mul1ipl,· 
l'Onh·xls. a forum ,·apablr uf 1·nli,-1in111h1· 1lin•r,:,• pt·r.-p,,·1in·s. and rni:ai:,· 1his 
1,'T11up in idrn1i~·1n.1< implka1iuns fur surh .,,,1i,i1it-:< as rliss,.-minaiion, 11,·hnical 
a,si,1an1'1·. n':'4·a.n·h ;inti d,-.·dupnM·nl, ,-.-;iluatiun anc! rn~l1·n1ial!ini:: 

• J,:-<~s lht· i01plb1ion:1 uf rxi:-tin,111·a.·h1·r polkit-,; ,-11,·h as l1'3l'hrr 1·,·alua1i1111. 
lit·1·nsini:. :uid ad,..nn-n11•n1 fur 11•31·h1·r.." n,1,· a, k·anll'r.- anri 31.1i,·r mr111bi·r.-11r 
J pnif1~sional rommunity. ( ·:,;,-,.ds impnl\·1·mt"nl: for 1·xamplt'. r.1nks Jmoni: 
till' ~11~ ·marks· a lrac:hrr ruu!cl i:1·1 on an 1'\,llua1iun. l 

~t1,·1ing tht' naliun's rdu1,1ion i:oa]s n-quil't":l a l'\'framini: uf tht' l,(llk\' drb.Jtt' lo 
.iddri-,;.~ simuhant'llusly thl" intrrd~ndrnl. COC? nl't"ds uf improl'rd contrnl, ,-tudrnl 
suppoM. and ~Slain~ lraming opportunitit-:- for lt'3l·her.,;. This integralt'<l rt'form 
stralt'!O' aim~ lo matt condioons th.ii ,.n rnabk- dh"lh'l' lt'aching .ind k-am:~i: by 
~king pulit"y l'Ohl'rtllC'!' ai th!' cb..,,room \Vil', in thl' rwryday inltr.iction" of siuJt'nl~ 
and lt',l\"hl'r.- a.round 1-onltnl 

ln this rtform ,-trat~·. t'ducation pulit,· is fram<-d a:< a ::ocial l\'$0un·r and ratJ!ysi 
lo promotl' C'Xl't'lknr, 311d ~uiry- tc-a.·hing for und.-rstanding and rnh.inn-<l 1,·amini: 
outcomr-s for aJI ::ludt'nts. :\1 all k-wls of tht" !')"Slt'ffi. polkymahr.; ran alloc.-•ll' 
m:oum-s in ~-rs that npand lr.ll·hm;: and in tum ::ludl"nts'. lt'arning opponunitir.-. 
Thr ultimate- IC'SI of policy CO~ll("(' .ind rxpr<1a1ions for .ill ::ludt'nts' WC\"t"SS !Jkt"S 
pin in th~ clas..,;room. Ho-.·c-.'t'f', rt'form nm nOI pt"Ol~ on a rl.1!'$!'00m by das.."l'OOm 
basis. but throui:h lt'achrrs" prof""'-<ioll.ll communitit~ l'n,ia,t:t-d in di=u~ about 
produ1"1il'r "•~~ 10 ITlt'l"I 1hr n.11ion's 1-du1.1iun i:rok 
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CRC Research Strategy and Data Bases
T h e  C 'n te r 's  research  program  com bined  two s tra teg ies; the  first is th e  developm ent of 
a co re  data  base m ade up of extensive longitudinal data  for sixteen sites. Its prim ary  data  
b a se  includes;

•  qualitative and quantitative fu׳ |d data  on classroom , departm ent, schoo l, d istric t, 
and state  teaching  contexts developed th rough  interviews, site reco rd s , school 
and c lassroom  observations:

י  survey data for all teache rs  in each  school at th ree  tim e points: Spring l'.Wl, 
l!W , and 19511; and

•  qualitative and quantitative da ta  (or forty-eight students.

CKC's re sea rch  strategy also included special, focused research  pro jects that built 
upon the  co re  data base  or that provided "bridging analysis" with national survey data  

(HS&B and NELS:W ) on secondary  schcxils, teachers, and students. T h e se  focused 
projects included "Students ' IY r* |xv tives on School." "IVofessional D evelopm ent and 
Professional Com m unity," "Subject M atter as C ontext for T eaching  and Learning." T h e  
A cadem ic D epartm ent." "T eacher T r .v e r  Study: T eaching  for U nderstand ing  in 
C ontext," T e a c h e r  Unions as C ontext." and "1’otentials for .Assessing C lassroom  
T each ing  Effects with NELSAH Item s and Sam ples."

F igure 10 show s e lem ents 0( th e  c o re  data b ase  and bridges to th e  national surveys.

2A
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CRC Research Strat~ und Data Bases 

ThC' ( 'mC'r·$ rt"SC'an-h pn,irran1 \'un1binnl ,,...u ;1r.11rgio: lhC' fi~1 i, 1h1· d1..,·rlupm1·nt 111 
a \"Ol"l' du.a b.1,;( madC' up ul rxlrn,i,·1· luni:iludin:il data for ,i.~lrtn ,i1r.<. II~ primary dalJ 
ba~ ioc'.udt>S: 

• ~ualiu1i\',: and qu.ln1i1a1i\'1• fidd da1a on da.,,:room. drpanmt"nl. ~·huol. di,:(,-\,:1. 
illld :-talC' lr.1Chin11 cunlt'XI~ d,-.·rlt1Pt-d 1hruui:h in1rn1r"':'. si1r rword:,:.. -..·h1•• 
illld da.,<room ub,:,-n•a1iu11,: 

• ,-ur,.-y dala lur .!I 11•ad11"!' in ,-;1,;h ....,-h,.,I al 1hn..- 1imr points: ~rin,: l\~~I. 
l!f:Ml. aml l!:f.11: and 

• quali1a1iw ;ind quaniitaliw d;11a lur [11ny~·ii:h1 >1udt'nl>. 

t'kl""~ l't",,t';1.t1;h :>l~lq,•y al"' indu1h-d -..pt'\·i:il. lro.-u,.-d n-:<at\'h p:ujn1; that bud1 
upon tht' 1·urt· dau ba....- ur 1ha1 11rm·id,,I •bfill1,-in,: vwy-.i~ • v.i1h na1ional ;un~· data 
(11~~8 and :--EL'-:11.'IJ on ,.,·undar,· ~·hml,-. trao:hrr--. ;IJ!d ,1u~rn1s. Th~ IUt-usnl 
prujr,.1s induck<l "$1udrn1~· 1'1•f'\p1,·1iw~ un ~·huul: "l'rul,-s.,iunal l>t-.·doplll\'nl and 
Profr-..sional Community: ~bht ~lalh'f a~ (unlrxt fur T ra<:hin11 and u-arnill,I!: 1nt' 
Al:adrmic Ot-parun.-n1: "T,·:i..-~rr Tr, ,,·r ~ud}: T rao:hini: fur l' ndr r..t1nding in 
Contrx1: "Tr.K"~r l'nion,: a, Cunh'xt: and ·ru1t'ntials for :\.,~~ing Cla.,-<roum 
Teao:hing Eff1.•,;t,: ,.;th :--1:~·11.'( hr·a,: and >-a111pl1""-• 

tlglll"l' 10 :<!lo";( rlrmrnh o( ,'w \"u~ dJ1a ba:< and bridi:r-10 thr national ..:ur."t"ys. 

2J 

22 



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

N C E S National 
Longitudinal SurveysCRC Data  Base

KELS: 88

1988, ]990, 

]992 Survey 
Hems & Data:

•Teachers

• Students
•  Subject tests

High School 
& Beyond

]984 ATS 

Teacher Survey 

Items & Data

Key:

fopfesiri nrwy &*ms 

fNTsffy• (fete cofecitea
'Jpg*'■■ &d ־־ ׳

CRC Survey Data
Teacher Surveys

 Whole-school ׳
samples

 Three waves: ] 989 ׳

]990 

1991

CRC FkW  Data
Fall, 1988—Sommer, ]991

•  Teacher interviews

•  Student interviews 
& case studies

•  Administrators
& staff interviews

•  School
• District

•  Class observations

•  Record data

C E N T E «  f O «  • E S E A X C H  O N  THE C O N T E X T  O f  S E C O N O A « r  S C H O O l  T E A C H I N C  23

1 E S T  GGPY AVAILABLE

fl:>rr JO. CRC l>oto &u, o,d Hn~tJ tu Sati11~0/ S•n·,:,, 

CR C Data Base 

CR( Survey Data 
Teacher Surve~ 

• Whole-S(hool 
samples 

"Three waves: 1989 
1990 
1991 

CRC riel<I D-ata 
Fall, 198~Summer, 1991 

• Teochtr interviews 
• Studefll inlervi~ 

& (CM stuoie--; 
• Admin~lrcrton 

& staff intervi~ 
• School 
• D~lrict 

• Ckm observarions 
• Re<0<d dora 

NCES Notional 
Longltudlnol Surveys 

High School 
& Beyond 

1984ATS 
Teacher Survey 
he~ & Data 

Key: 

, ·." ·1 

1-1ELS: 88 

1988, 1990, 
1992 Survey 
Items & Doro: 

• Teocher.s 
• Sludents 
• Subject lests 
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CRC Field Sample: Embedded School, District,
Sector, Metro Area, and State Contexts
W e c o n slru c led  our field sam ple in rep re sen t d iv e r t•  and e m b e d d ed  seco n d ary  s*־lnx!l 
c on tex ts. W e aim ed In establish rich  op |>ortunilics lor analyzing iiilc n k tiv e  effects of 
different k inds and cm11binalinns 01 teach ing  con tex t ennd itinns — includ ing  s ta le  
policies. d istric t conditions, school a lte rna tives and  cho ice. s lm lcn l c h a ra c te ris tic s  — 
and 1111• social construction nf Ie;1cl1ing ;1ml leiirning env iru iim en ls w ithin d iem .

MICHIGAN

B C A B  C D

Fiptrt II. F.mbi (lilcil FirUl SiimpU

CALIFORNIA

D i st r i c t s

( N = 7 )

S chool s

Public
( N = 1 3 )

Private
( N = 3 )

Metropol itan Areas

Ml Public: 3 4 2CA Public: 4 4 3  
CAPrivate: 92

T eacher s

( N = 8 7 7 )
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CRC Field Sample: Emhl•clckcl Sd'10ol, District, 
Sector, Metro Arco, nnd S111tl' Context!-! 

\\'1· n1n~1ru,w.-t uur fi,·hl ~111111!,· 111 n ·pn·..,·111 iliwr-.· am! ,·mh.,!,li,I ,.,·111111:iry ,..-1,,. ,I 
runh'~ts. \\\· ;1i1111·1l In •~tahli,h rirh 11p1••r11111i1i,·, l11r ;maly,ini: 1111,·r.11. tiw df"·ts 11[ 
dirfrn·nt kinds a1U( 1"11111hin;1ti1111 , of 1,·arhi11~ ,·11111,·,t f1111cli1ion, - i11d11clini: s1;1t1· 
poli,·i,-,., <li"trirt ,·11111lifi1111,, ._.-1i,.,I altt'rn:iti, ,., aml d111in·. ,tml,·111 ,·har.k'h•ri~i..~ -
and 1h1° -:odal 1•1111,fn11"ti1,,1 .. r 11•:k·hi111,1 a111I h·:irn i111,11·n1·in,1111u·111~ v. i1hin tlwm. 

Fi;~rt JI f111~11M,,/ fol,/ '-1•1Jlr 

Districts 
(N=7) 

Schools 
Public 
(H=13) 

Private 
(H=3) 

Teachers 
(H=877) 
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Fijrun• 11 depic ts our em bedded sam pling  d esign . w hich iticltidtnl:

•  nearly IXX) teachers

•  lfi h igh schools (12 regu la r public schoo ls . 1 alternative  public s<־Ii«h»I. and  IS 
independent schools)

•  7 d istric ts

» •1 nu'lropolilan areas

י 2  stales

T he  two sam ple slates. M ichigan and  California, rep re sen t substan tia lly  d ifferent 
policy contexts for leaching. C entrally , they  c o n trast on level 0( cen tra lization  and 
involvement in educational reform . M ichigan, like m any s la tes , has m ain ta ined  a 
tradition of local control. California, in con trast, h a s  been  cen tra lizing  bo th  schoo l 
finance and educational standards for m o re  than  a decade . T h is  s la te 's  ag g re ss iv e  efforts 
to reform  educational practice, m ake it a leader in w hat is now called "system ic  reform "
— defining and aligning the goals, con ten t, and o u tco m e  s tan d ard s  for c la ssro o m  
instruction. Also d istinguishing th e  two s ta les  a re  econom ic  conditions and  s tu d en t 
dem ographics. W hile M ichigan is by no m eans a w ealthy  sta te , ils su p p o rt for public 
education  significantly exceeds that of C alifornia and its schoo ls  a re  not c on fron ted  w ith 
the  level of s tre ss  signaled by C alifornia’s  b u rg eo n in g  population of lim ited-English- 
proficiency children.

W ithin each  state, we targeted  two m etropolitan  a re as  that re p re sen t substan tia lly  
different econom ic contexts, relative scarcity  and relative w ealth, in te rm s  o f u rban  
com m unities. W ithin each m etropolitan  a rea  we se lec ted  one  urban public schoo l 
district and one suburban  d istrict a n d /o r  an independen t school. T h is  d esig n  allowed us 
to describe  and understand  a particu la r school and  d is tric t w ithin its b ro a d e r  com m unity  
setting  —  in con trast to a random  sam pling  s tra teg y  w hich strip s th e  schoo l of its  la rg e r 
political and organizational context and  th u s  is an tithetical to the  m ission o f th is  C en ter.

T he em bedded  sam pling s tra tegy  prom pted  u s  to select two o r th re e  sch o o ls  w ithin 
each  urban  d is tr ic t  T h e  schools w ere  selec ted  to re p re se n t "typical" sch o o ls  serv ing  th e  
range o f district s tuden ts  on social and  dem ograph ic  charac te ristics; w e avoided ;h e  
m ost troubled  inner-city schools w hich  have received so  m uch  atten tion  in th e  re sea rc h  
Gterature. T h e  m ultiple school sam ple  w ithin th e se  d is tric ts  enabled  u s  to  u n d e rs tan d  
system  effects as  well as  th e  im plications of d ifferent institutional ro u tin es  and  re sp o n se s  
w ithin the sam e com m unity and organization  c o n te x t In particular, th e  c o n to u rs  and 
nuances of district policy and practice  can  be  d e tec ted  only if one views th is  con tex t 
from the  perspective of m o r•  than  one  school.
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Fi1,."1Jn• 11 1kpil'ls our t'mb,:<lJl'<l sampling 1.ksii:n. "hidt ind111l1~I: 

• m-arly !XO lt'arht"rs 

• lti hillh ~·hools ll~ rr1,."Ular publi,· :'(·h,x,ls. l .alh'maliw puhlir :'(·h1M1I. ;,nd :1 
ind,·pt·nd,·nl :'('hoots) 

• 7 clis1rir1s 

• ~ nll'lru1x1lilJn art·as 
• :.!,;falt;( 

nu• 1wo !'.1mpl1· stJl.-s. Mkhii:an and California. n·µn~·nt sub,1a111ially diffl'rrnl 
pulitJ ront,·xls for lt'a<"hin11. C,·ntrally, they contrast on 1,·vl'! of ,·,·ntr.1li1.1tion ;incl 
invulvt"rtlt'nt in 1-du,·a1i11nal n·form. ~lichi11an. likl' many statl'l', has maintaim-d a 
1radi1ion ol local rontrol. California. in contr.isl. h~s bt't'n ,·1·n1ralizin11 bt11h ~·hool 
finanC't' and e-duc:itionJI standards for mol"!' 1han a cl1,:·ad1·. Titi!i ,t~ll'·~ a.c:;.'n'l'i-ivt' 1-fforts 
lo ll'lurm t"ducational pra<1kl', mah• ii a lt•ad,·r ir. whJt is nuw rall,~1 •,y~1·mk- l"!'form" 
- defining and alii:ninii !ht' i:oal:1. cunrrnl. and outcomt' sland;:1t1I~ (or r!.ssroom 
insminion. Also distinguishinl( tht' two sbtt":( an' ec-onomk rondition~ and studt'nl 
demographn \\'hill' Mkhii:an is by no mt·ans a wt"althy slJtt·. irs wpport for publir 
e-duc-aLlon signific;an:ly l'xm-ds that of California and its ~hoob art' nol ronfro nted "i1h 
the level of stn-ss sii:nale-d by CJlifornia's bur~t'Onini: popula1ion nl limilt'<l-En,:lish
proficiency childll.'n. 

\\~thin ea<"h sUte. we farl(t'lt:d two mt'fropolilan lft'JS tha1 l"!'pl'\"iot'nt s.ub:;tantial!y 
different e-c-onomic ror.lexls. l"!'lativl' ~:an:iry ancl n·la1ivl' w1.•alth. in ll'rm~ of urban 
rommuni1ies. Within each mt"tropolitan an-a wi: ,:t-ft"ctt:d onl' urban publi<' school 
district and onl" suburban <li~ri<1 and/or an indt>pl'ndl'nt school. This d~gn allowed us 
10 dl'SOibe and understand a partirul.ar ~hoof and district 11,ithin its broader rommunity 
se-1ting - in ronlraSI lo a random samplinl( strall'jzy whit·h strips the school of its larger 
polilkal and organizalional ronlexl and lhu~ i~ antitheli<'al 10 thl' mi!>Sion af lhi s Cenler. 

The emoedde<l s.amplinl( stratt>cy promptc-d us 10 select two or 1hrtt schools wilhin 
e-ad1 urban district. The schools wrn ~lected to n.-pm.l'nl "lypi<'al" schools serving the 
range of district students on social and dt'mographk characieristirs; we avoide<l /he 
most lroubled inner<iry schools which h.M.' n.-ceived :;o much anention in 1he researc-h 
lilerature. The multiple school sample 11,i1hin 1hc-se districts enabled us to understand 
system effects as ,.,,-efl as lhe implications of different institutional routinl"'S and m;pon:;es 
within the same rommunity and organization rontexl In partiC1Jl.ar. 1hr ronrours and 
nuaix-es of district policy and practict can be de1ectro only if onl' views this context 
from the l)t'r.-pectiVl" of mor than one school. 
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Cu1t1|>aris011 school* n lati\vly im׳ c u n s lra in n i b)׳ their organizational and  policy 
env ironm ents a n provided by o ׳ u r im le |x m׳ lrn t sch<x>l sam ple: a schoo l d e sig n e d  for 
m iddle-class younKsterx imMiccvssful in traditional hit'll s<h(H>ls (CA), a typical cclk-ge 
preparato ry  sclitxil ,(CA), anil an academ ically  sele ilive , high-|>erfon»ance sch<x>l (CA). 
Suburban sell;■ !s provide additional |x1luts of com parison  of o rganizational and 
com m unity t ׳ u-xts of leaching. H ie two subu rban  sites n p׳ n sen־ t in te res ting  
d ifferences in com m unity con tex ts  (a rapidly-grow ing. u!>pcr m iddle c la ss  CA district 
and a stable m id tlkn ’lass M l com m unity).

T he C en ter 's  te ach er sam ple is th e  population of regu lar full-tinic and part-tim e 
te a c h n  s '*׳ho  taught in the six teen  CRC schoo ls at any tim e during  th e  perkxl from  Fall 
1987 th ro u g h  Spring 15)5)1. D uring the  15XXV91 school year th e re  w ere  877 te a ch e rs  in 
the  com bined school faculties. Ail te a ch e rs  wen* surveyed each  sp rin g  (th ree  tim es), 
and th e  annual responden t sam ples averaged  around  7(X) teachers. T h e  te a ch e r 
interview  sam ple  included all d epartm en t chairs, most academ k te ׳ a ch e rs , and a 
dis tribu ted  sam ple of n onacadem ic 'teachers  in each  CRC school. Key staff m em b ers  and 
adm in istra to rs  in each  school also w en• interview ed.

t

27
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C11111pari'.<l111 <1·!i,.,I, n·latiwly t111l'1111~1rnin1,I b,- thrir uri:aniz.atiun;il and poli,:y 
1·n,irun11w111~ ~n· pr11v\tli,I b)' 1111r ittdrp,·1111,·nt l'('h<M~ s.111111!.·: ~ ,.:htK1I 1l1~ii:n1-<l ror 
middJ1...,·la~, )'lHinl('h'n< 1111•11n,· .. tul in tr:u li1i1111al hi1.:l1 "'-ht•>I, (Ci\l . .1 rypkal rtl!."l(t' 
pr\'p.,ratury ,,.-'nM,I ,!CAI. and an ,M'a1l1·mirally :<1·h1iv1·. hi1:h-p1•rfunnann· ,.._.h,K>I ((A). 
Suburban ),:h ' , pruvi,h· ud1liti11nal !K•lnt~ 11[ romp;,n:«,n ur orl(ani, .. ,1i11nal .ind 
,·urnmuni1,· 1 nl~ or h·al'hin11. 1111' two suhurban ~lrs n·µn-,..·nt inr,·n•,.iini: 
diffm·nn-,; i~ n,1111uu~it)' n~tll'Xl~ (,1 rapi<ll)··11ru,.·ing, YJ~>l'f mid1llr rb,-s C' A distri<.1 
and a stablr 111itldl1·-d~s~ ,\ti t"nmmunityl. 

Thr (1·ntr(s h·arh,·r ~111pl1• is th,· pop11lation of n;..'Ul.u ful~tini,· and parHiITw 
1,·a,;h.-,;. ·..-ho taui:ht in thr six11,·n (RC ~-hools al an)· tin!\' durini: th,· pc:riod from Fall 
l~~; throui:h Sprini: l!~Jl. Duri~;? th~ IIJ<.Xi•lt ,:.:hon! y.-ar 1h.-n- ,.-1·rl' Xii lc:acht"r.i in 
1hr (ombinNl :;chool fon1lti1-:;. All lrarhen; w1T\" :-u~·1-d rac:h ~rin):! (lhrt't' timt"Sl. 
and the annual ll'Spondt'nl ,;ampb aVt'raJ.:t-d around iUI t1·arh1-n.. Thr trach1·r 
intmirw ,;ample includn:I all dt>parlmt>nt rhair.-. mo,.i a,:adrrni<: lt':>l'hc·r.-. and a 
diwibutt'd sample of nonacadrmic•trarh,•r3 in t'ach (R(' ,.._-huol. K.,· slaff rn1·mbrn. and 
administrator; in ea,h ~hool al,;o w1•n· inlt'r.i1-,,·f<l. 
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Teachers’ Professional 
Development: Critical 

Colleagueship and the Role of 
Professional Communities

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. Oublier'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 01 subject matter 
and to diminish the repetitive, mechanical, and routine character of "school

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, I include two lengthy, though telling, excerpts from Cohen’s paper:
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177Teachers' Professional Development

understanding, with little sense of how much remained to be understood, 
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 
understanding and many pedagogical possibilities remained invisible. 
Mathematically, she was on thin ice. Because she did not know it, she skated 
smoothly on with great confidence. (Cohen 1990, 322-23|

As the education community moves with startling speed toward a 
standards-driven approach to curriculum, instruction, and assessment, there 
is good reason to ask whether the nation’s teachers will be proceeding 
on thin ice. The images of teaching and learning contained in standards 
documents (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 teachers. 
What Cohen so aptly highlights is the struggle that veteran teachers face 
in fully grasping the nature of these changes and in reframing the ways 
they work with students.

Cohen’s images of Mrs. 0 raise several questions for those who are 
concerned about teachers’ professional development: 111 what ways might 
professional development contribute to a more reflective stance toward 
instruction? How will teachers be helped to move beyond ‘,relatively su- 
perficial" interpretations of national content standards? From whom might 
Mrs. 0  get critical feedback on her teaching, and how might constructive 
criticism be built into the very fabric of professional development? Are 
there forums within which she might become more comfortable with the 
uncertainty and rough edges inherent in constructivist approaches to 
teaching and learning? What kind of professional development could help 
Mrs. 0  (and thousands of other Mrs. O’s) acquire (or deepen) subject- 
matter knowledge and what Shulman (1987) calls "pedagogical content 
knowledge" to prepare for or to improve standards-based curriculum and 
instruction?

National Content Standards: New Images of Teaching 
and Learning

Taken individually and collectively, the various standards-setting efforts3 
have portrayed a new picture of “what students should know and be able

1Completed or in various stages 01 development are National Standards lor Education in
the Arts (Consortium 01 National Arts Eduta'ion Associations— Dance, Music, Theater, Vi-
sual Arts): National Standards in Civics Education (Center lor Civic Education): National
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Baratta-Lorton's book Math Their Way' thus enabled Mrs. 0 to wholeheart- 
edly embrace teachjng math lor understanding, without considering or re- 
considering her views 01 mathematical knowledge. She was very keen that 
children should understand math, and worked hard at helping them. How- 
ever, she placed nearly the entire weight of this effort on concrete materials 
and activities. The ways that she used these materials— insisting, for in- 
stance, that all the children actually feel them, and perform the same pre- 
scribed physical operations with them—suggested that she endowed the 
materials with enormous, even magical instructional powers. The lack of 
any other ways of making sense of mathematics in her lesson was no over- 
sight. She simply saw no need lor anything else.

In what sense was Mrs. 0 teaching for understanding? The question opens 
up a great puzzle. Her classes excluded traditional conceptions of 
mathematical knowledge, and were organized as though explanation and 
discussion were irrelevant to mathematics. Yet she had changed her math 
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. (Cohen 1990, 318)

And several pages later:

|0ne| reason lor Mrs. 0 ’s smooth lessons2 has to do with her knowledge of 
mathematics. Though she plainly wanted her students to understand this 
subject, her grasp of mathematics restricted her notion of mathematical un- 
derstanding, and 01 what it took to produce it. She did not know mathemat- 
ics deeply <or extensively. She had taken one or two courses in college, and 
reported that she had liked them; but she had not pursued the subject fur- 
ther. Lacking deep knowledge, Mrs. 0 was simply unaware of much 
mathematical content and many ramifications of the material she taught. 
Many paths to understanding were not taken in her lessons ... but she 
seemed entirely unaware of them. Many misunderstandings or inventive ideas 
that her students might have had would have made no sense to Mrs. 0, 
because her grip on mathematics was so modest. In these ways and many 
others, her relatively superficial knowledge of this subject insulated her from 
even a glimpse of many things she might have done to deepen students' 
understanding.

Additionally, however much mathematics she knew, Mrs. 0 knew it as a 
lixed body 01 truths, rather than as a (•articular way of framing and solving 
problems.. ..  Lacking a sense 01 the mipo. ,״iice 01 explanation, justifica- 
tion, and argument in mathematics, she simply slipped over many oppor- 
(unities to elicit them, unaware that they existed.

These limitations on her knowledge meant that Mrs. 0 could teach lor
1
 ̂ 'Math Their Way presents an instructional system for primary grades mathematics that

promotes understanding 01 niathematical patterns through the use of concrete materials.
*Cohen perceives this smoothness as concealing certain instructional tensions.
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multiple-choice, norm-referenced testing; more accountability for 
robust learning experiences and less for test scores;

■ more critical and creative thinking and problem solving for students 
and less emphasis on rote knowledge, drill, and memorization;

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

■ 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 student learning and less orga- 
nization of time around adult or bureaucratic needs; and

■ 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 ol the 
teaching force to carry out such an agenda; greater involvement of 
teachers in designing curriculum and assessments (Lord, et al. 1992).

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. 0.

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

National S tan d ard s fo r Arts Education

The Standards ask that students should know and he able to do the follow- 
ing by the time they have completed secondary school:

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 methods of each arts discipline.

They should be able to communicate proficiently in at least one 
art form, including the ability to deline and solve artistic problems  ̂
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 
combinations 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 
01 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 less than a day, they compiled a list that 
included the following objectives:

■ higher expectations and standards for all students, not just the college- 
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 learn;

■ more heterogeneous grouping of students and less "ability grouping” 
or tracking;

■ more responsiveness to the diverse needs of an increasingly diverse 
student body;

■ more active learning for students and less passivity; more hands-on, 
direct opportunities to “make meaning" with language, science, 
mathematics, writing, the arts, etc.; fewer remote, irrelevant, or 
concocted educational experiences, including textbooks; more pri- 
mary sources, original documents, and “ real-life" contexts;

■ more small group learning lor students and less isolated learning; 
more time spent working together cooperatively, as people do in real 
work and civic situations, and less time spent in competitive learning 
environments;

■ more performance assessment of students and less emphasis on

Standards in Economics Education (National Council lor Economics Education); National 
Standards lor English Education (National Council 01 Teachers 01 English |NCTE|, Interna- 
tional Reading Association, and the Center lor the Study 01 Reading); National Standards for 
Foreign Languages Education (American Council 01 Teachers 01 Foreign Languages (ACTFL) 
and associations for teachers of French, German, Spanish, and Portuguese); National Standards 
in Geography Education (National Council lor Geographic Education); National Standards in 
History Education (National Center lor History in the Schools); Curriculum and Evaluation 
Standards for School Mathematics, Professional Standards lor Teaching Mathematics, and 
Assessment Standards lor Mathematics (National Council of Teachers 01 Mathematics [NCTM]); 
National Standards for Physical Education (National Association of Sport and Physical Ed- 
^cation INASPE)); National Science Education Standards (National Research Council |NRC|); 
and Curriculum Standards for the Social Studies (National Council for the Social Studies 
|NCSS |).
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d. describe and analyze alternatives 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 cohesion, within 
and across groups.
(National Council for the Social Studies Task Forc e 1993,3f>, dralt (!noted 
with permission)

Curriculum and instruction that embraces standards such as these will 
confront teachers with the need for a much more comprehensive knowl- 
edge base (at each grade level), new models of pedagogical reasoning 
(Shulman 1987, 14), new instructional strategies, and restructured profes- 
sional relationships among teachers and between teachers and students 
(Lord 1992, 5). The challenge for each of the Mrs. 0 ’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 build 
these new relationships. Teachers’ work, as presently organized (Elmore 
1990; Fullan 1991; 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 poli- 
cymakers to restate them as straightforward matters of implementation 
or systemic alignment. In their landmark study in 1975, Berman and 
McLaughlin left 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 Elmore and McLaughlin’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 standards- 
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 rooted in 
what Little calls the "dominant paradigm" (1989) or the “training paradigm”
(1993) has little chance of achieving the broader transformations in teach- 
ing that are implied (or, in some cases, prescribed) in these evolving
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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- 
tional Arts Education Associations 1994, 18-19)

NCTM C urriculum  and Evaluation S tan d ard s fo r School M athem atics

Curriculum Standards for Grades K through 4:

Standard 2: Mathematics as Communication
In grades K through 4, the study of mathematics should include numer- 

ous opportunities for communication so that students can:
■ 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:
■ describe, model, draw, and classify shapes;
■ investigate and predict the results of combining, subdividing, and 

changing shapes;
■ develop spatial sense;
■ relate geometric ideas to number and measurement ideas;
■ recognize and appreciate geometry in their world.

(National Council 01 Teachers of Mathematics 1989, 48)

C urriculum  S tan d ard s for the Social Studies

Theme: Culture Level: Middle Grades

Standard: Social 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. show how information and experiences 1r ׳y be interpreted by people 

from diverse cultural perspectives and liaines ol reference;
/ c. describe how the elements of a culture, such as traditions, beliefs, 

and values, behavior patterns, and artifacts relate to an integrated 
whole;
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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 knowl- 
edge becomes relevant are difficult to anticipate, but if teachers lack cru- 
cial knowledge (as did Mrs. 0 ) they are likely to miss opportunities to 
advance student learning. This is precisely why teaching demands profes- 
sionals whose knowledge of subject matter, instruction, and student learning 
is both broad and deep. It is also why the kind of professional develop- 
ment available to teachers needs to move beyond the dominant modes 
described by Little (1989, 1993). To become more proficient at "teaching 
for 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 teach- 
ing and about their colleagues’ teaching. They need to recognize that these 
questions and how they and their colleagues go about raising them, ad- 
dressing them, and on occasion even answering them constitute the ma- 
jor focus of professional development.

Teachers’ 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 
grist for professional development experiences. Even teachers like Mrs.
0, whose limited knowledge of subject-matter precludes raising certain 
kinds of questions, are prepared to inquire about their teaching:

How shall I teach this middle grades unit on gasses and airs when I have 
had little training in science? Will the hands-on experiments I have planned 
help clarify or confuse matters? Where do I turn to get guidance on the 
curriculum? The district no longer has a science supervisor, and the only 
certified science teacher in the school is committed to paper-and-pencil 
approaches and a textbook published in 1964.

Should I have introduced this concept on geometric shape before these stu- 
dents had an opportunity to explore other ideas about measurement? The 
kids' questions seemed to take us there and they seemed genuinely excited 
about the material. But do they really have the skills to develop these ideas? 
How does this affect lesson plans for tomorrow or the rest 01 the week? I 
took the chance, took the detour, but now we’re a bit behind. I really don't 
want to leave them hanging on some of these ideas; I need to cover so much 
material before the achievement tests.
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standards documents. The principal features of this paradigm, as Little 
(1989) describes them, are

1. 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. 0 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
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it places that training in a wider context ol teachers’ questions and 
strategies. And it stands in opposition to piecemeal approaches that look 
to staff development as discrete opportunities for skills transmission anti 
acquisition.

This kind ol collegiality cannot be fostered in environments of profes- 
sional isolation. Teachers need to hear other points of view, need to air 
their own ideas among colleagues whom they trust and respect. Yet the 
willingness of teachers to serve as commentators and critics of their own 
or other teachers' practices is dependent, in part, on perceived rec- 
iprocity— on the likelihood that other members ol a department, a faculty, 
or the prolession more generally, will participate fully. If this reciprocity 
is in doubt or if the professional community is too small or insular or 
inexperienced to meet legitimate expectations lor new knowledge and 
productive insights, then teachers may well choose the privacy and se- 
curity of their 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 critical 
understanding, then teachers will guard their best knowledge and disguise 
their real doubts about teaching. In other words, there must be a rea- 
sonable expectation that a professional community has access to the right 
kind of resources, that participants share relevant interests and experi- 
ence, and that collaboration will be real before individual teachers will 
begin exposing their practice to critical review.

I will return to the concepts of critical colleagueship and professional 
communities in the subsequent discussion. But first, what are the realities 
for teachers' professional development today? Do they provide a basis for 
engaging teachers, especially teachers like Mrs. 0, in the kind 01 learning 
and professional growth that sit comfortably alongside national content 
standards?

Current Configurations of Professional Development

What are the principal configurations of professional development that 
are available to teachers through their schools, districts, professional as- 
sociations, and other public and private agencies? What kinds of activities 
or programs are most common? What are the principal costs of these 
programs? What are teachers’ views about participating? While, on the 
whole, there are very few studies that address these questions in a sys- 
tematic way, three have provided a preliminary account. Moore and Hyde 
(1981)—Making Sense of Staff Development: An Analysis of Staff Develop- 
ment Programs and Their Costs in Three Urban School Districts, Little et
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Some of the kids in my tenth-grade class are reading fiction by Dickens and 
Austen and even Calvino; others have trouble with short passages in the 
anthology that the department authorized. How do I structure classroom 
discussions and small group interactions that account for these differences 
but avoid the kind of tracking that shunts some kids into a dead-end cur- 
riculum? I think some of the kids are embarrassed about their reading levels 
and I don't think I’ve done a very good job at helping them share their ideas 
with me or their classmates. I need to do better; I just need some time to 
think it through, a chance to talk to some other teachers who have more 
experience than I have, but I have so many papers to grade and I just lost 
my classroom aide.

The principal just distributed copies 01 the new . ..  Standards; he says we’re 
going to “implement” them over the next three years. I've been leaching 24 
years and I have real questions whether these inquiry-based learning and 
problem-solving approaches are going to work. I’m skeptical that it’s going 
to make much difference for the kids in my classroom, and I'm not ready 

1 to throw my work and experience out the window. Where am I going to get 
the time to 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 
[of] years ago didn't last six months. I want to see how this is going to work 
before I jump on board.

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

Key features q f professional development, in the light of national con- 
tent standards, are to support teachers in their efforts to bring to the 
surface these questions and concerns, to help teachers expose their 
classroom practices to other teachers and educators, and to enable teach- 
ers to learn from constructive criticism. This is what I term "critical col1-/־•־ 
leagueship." It holds an important place in many other professions and 
arts (e.g., medicine, scientific research, visual and performing arts) but 
runs counter to the “norms of privacy" (Little and McLaughlin 1991) that 
are pervasive in the teaching community. The point is to ask increasingly 
more powerful and revealing questions about the practice of teaching, 
especially about those facets of teaching that are influenced by the con- 
structivist approaches so richly described in standards documents an5 
the research literature. This kind of professional development provides 
support for greater reflectiveness and sustained learning. It invites teach- 
ers to think more deeply and experiment more thoroughly with what,־for 
many, are altogether novel wavs of teaching. Through exchanges tiut 
support the description and redescription of teaching practices, it sub- 
stitutes a more complex phenomenology of teaching for commonplace 

7nstrumentalist accounts. While recognizing the value of technical training,
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inquiry that requires thoughtful critique of one’s own work and that 
of others.

6. The principal cost of teachers’ professional development is the sal- 
aries of staff development providers and participants.5 There is com- 
paratively little 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.

7. Few teachers are satisfied with the nature or extent of district-spon- 
sored staff development efforts, and only a small number participate 
in more intensive or sustained professional development programs;

8. Teachers are seldom expected to 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 teach- 
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.

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

B eneath the Surface o f C urrent Practice

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

r'Moore and Hyde (1!)8I) and Lillie ( I 989) include the present value of leathers' future 
salary increases as a major cost of staff development. Miller. Lord, and Dorney (1994) do 
not. Even without the addition of future salary increases, however, provider and participant 
salary costs are the highest costs for district-sponsored stall development. This is not sur- 
prising, given the labor-intensive character of professional development work.

Teachers ' Prufessio11ul De11clopmen1 1~7 

inquiry that requires thoughtful critique of 011e's own work and that 
o( others. 

6. The principal cost of teachers' professional development is tile sal
aries of staff development providers and participants.!; There is com
paratively little money devoted to collegial activities su~h 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 (unded 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. 

7. Few teachers are satisfied with the nature or extent of district-spon
sored staU development efforts. and only a small number participate 
in more intensive or sustained professional development programs; 

8. Teachers are seldom expected to assume additional responsibilities 
as a consequence of their professional devclopmtnl. 111 other words, 
schools and districts seldom capitalize on their investme11t in teach
ers' learning. With the exception of small t11t111hers of "mentor teach
ers" or "career teachers," few teachers assume new roles vis-a-vis 
their colleagues or new instructional assignments that would take 
advantage of ac uired knowledge or skills. The expectation is that 
stu ents will reap the return on investment, although there is sel
dom any sustained evaluation or review of pro~rams to determine 
whether students benefit. 

9. Staff development often serves c1s a political foolhall. Ce11lral ofticc 
staff and school administrators use staff development as a public 
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 or effective schools practices) is a re frain that provides polit
ical cover. 

Beneath the Surface of Current Practice 

The image o( teachers' professional development that emerges f ro111 these 
studies stands in stark contrast to the images and expectations of tearh-

!,Moore and I lye.Jc ( l!tHI) and Little ( I ~8!1) im:luc.Je the present value 111 k.:Jl'hcrs' future 
salary increases as a major cost of staff development. Miller. Lord . and Durney ( 1994) c.Jo 
not. Even without the addition of future salary increases. however, provider and participant 
salary costs are the highest c:osts lor district-sponsored stall development. This is not sur
prising, given the labor-intensive character of professional development work. 



Brian Lord186

al. (1987)—Staff Development in California, and Miller, Lord, and Dorney
(1994)—Staff Development: A Study of Costs and Configurations in Four 
School Districts provide some detail on the state of staff development 
programs, activities, responsibilities, and spending in the K through 12 
system. Other studies focusing on the broader context of teaching and its 
implications for professional development have been conducted by 
McLaughlin, Talbert, and their colleagues at the Teacher Context Center 
at Stanford University (McLaughlin 1993; Talbert and McLaughlin in press). 
While the literature is replete with reports on specific staff development 
programs and projects, research on broader reform initiatives of which 
professional 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 possibil- 
ities for change among the nation’s corps of veteran teachers, the fact 
that the larger picture of teachers' professional development has been so 
little studied is both surprising and worrisome.

The research findings from the three major studies cited above help 
frame a common picture. The major features are:

1. Teachers rely on district-sponsored staff development programs and 
activities for the larger part of their professional development;

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

3. District staff often serve as staff development providers or 
coordinators, although, as most districts experience budget cut- 
backs, these positions are being eliminated or consolidated with other 
projects or positions that have responsibilities other than staff de- 
velopment.'

4. Central office staff continue to rely on one-shot activities that em- 
phasize technical skills development and have limited follow-up, and 
often turn to large-group sessions in order to "reach" more teach- 
ers.

5. Few staff development activities provide teachers with opportunities 
for extended cooperative work, for experimentation, risk-taking, or

,In a lew districts, central olfice stall have begun to serve less as providers or regulators 
ol stall development and more as co-collaborators or supporters 01 school- or teacher-de- 
signed activities. The transition Irom regulatory role to technical assistance role is an enor- 
mous challenge lor district bureaucracies; an atmosphere ol residual distrust often allects 
these relationships.
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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 bureau- 
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-effectiveness of their programs. Of course, little 
is known about the success of these programs in enriching teachers’ un- 
derstanding or deepening their knowledge, nor is much effort made to 
design links among different activities that might expand the overall power 
of a learning experience. In contrast, it is difficult to achieve high levels 
of accountability with what Little H993) calls the ‘‘messier’’ types of 
 -professional development. It presents a challenge, for example, to deter־
mine how many teachers participate (or how often they participate) in 
staff development activities such as collegial study groups or teacher col- 
laboratives or to identify what it is that these teachers actually do when 
they work together.

Often not far beneath the surface of district-sponsored staff develop- 
ment programs is a very admirable impulse to provide equal opportunity 
or equal access to professional development experiences for all teachers 
in a district. Where resources are extremely limited, fair-minded 
administrators organize programs to ensure broad and equitable access 
under conditions of scarcity. The upshot of this approach is that many, 
most, or even all teachers receive the same treatment despite significant 
differences in what, where, whom, and how they teach. Instead of programs 
that emphasize opportunities to experiment, raise hard questions, or ex- 
plore in depth, staff development is reduced to discrete experiences that 
do little more than introduce a topic or technique. Like some early reform 
efforts that centered on equal educational opportunity, this impulse toward 
equity in staff development concentrates too little on the quality, rele- 
vance, and appropriateness of the opportunities themselves.

Alongside these issues of equity and managerial and fiscal account- 
ability for staff development stands the district’s political accountability 
for education change and responsiveness. Demands for reform cover a 
wide spectrum of education philosophies and political constituencies, e.g., 
demands for multiculturalism, demands for basic education, demands for 
constructivist teaching and leaining, demands for integrated curricula, and 
demands for integration of educational and social services. These de- 
mands require district response and, in politically charged times, one of
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ing that are implicit in national content and teaching standards. It is fair 
to ask why professional development has taken this shape; the answers 
may provide some direction (or what we might do differently, or, at the 
very least, for thinking more clearly about staff development practices.

First, staff development traditionally has been valued for its instru- 
mental significance. 111 this view, teachers’ sole responsibility is the ed- 
ucation of students and, consequently, any activities that do not contrib- 
ute directly to student achievement or welfare are not part of the teacher’s 
job. Teachers are the instruments through which knowledge is transmit- 
ted to 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 perhaps 
especially, among teachers. They often voice a reluctance to leave the 
classroom or desert their students in order to pursue their own profes- 
sional development. Many will argue that they have too little time with 
students as it is without these additional absences. Another consequence 
pf instrumentalist reasoning is that absences for professional develop- 
ment purposes can be justified only insofar as the staff development ex- 
perience provides direct (and preferably measurable) benefits to students,
e.g., new approaches to using materials or technology or new techniques 
for working with students in cooperative groups. In short, while many 
teachers often express a desire for professional development that is in- 
tellectually challenging, others prefer programs with immediate payoff, 
something that will improve opportunities for their students and thus serve 
as a warrant for time away from the classroom.

.Scrnnrl the dominant enistemolouv governing staff development work 
continues to be reductionistic and positivistic. It is assumed that knowl- 
edge about curriculum, instruction, and assessment can be broken down 
into discrete elements (neatly packaged in one-shot workshops), noncon- 
troversial (free of conflict, criticism, or real debate), context-independent, 
and empirically verifiable or replicable. Knowledge that fits this descrip- 
tion can be transmitted by telling and is not subject to continual revision 
and renewal. Pervasive in district staff development programs is the view 
that “one size fits all." and that change in practice follows directly on 
change in knowledge Teaehers’ questions, doubts, skepticism, and un- ^  
certainty are seldom addressed in staff development workshops or in-ser- 
vice activities; instead, technical knowledge is offered as a practical so- 
lution to the question of what teachers need to know. It is not surprising 

,that this epistemology reinforces and even foster' uiti-intellectualism in 
the teaching community. Knowledge is constructed and imported from 
qfutside the community of practicing teachers, and little credence is givqn 
to perceptions, experiences, and ideas that have their origins inside the
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the effectiveness of new ways of teaching. It leads to highly differentiated 
implementation, a “melange of traditional and novel approaches” (Cohen 
1990, 312), as teachers try to patch together a coherent instructional 
program out of disparate policies and other external influences. Teachers’ 
efforts to adapt new ideas to current practices and to develop connec- 
tions between disjointed staff development experiences become invisible. 
Contradiction 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 hv 
helping them construct meaning through problem solving and inquiry. Staff 
development in the transmission model provides little opportunity for 
teachers to enlarge their subject-matter knowledge or experiment with 
altogether new instructional strategies. Teachers are denied the oppor- 
tunities 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 dismal state of most district-sponsored staff development, the con- 
ceptual impoverishment of many activities and programs, and the internal 
contradictions that decrease the effectiveness of staff development ex- 
periences while increasing professional isolation and frustration suggest 
that we approach teachers' professional development from a different angle. 
We know little about Mrs. O’s staff development experiences. Cohen ob- 
serves that neither 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 support she 
received. But it is important to consider what might help her, and others 
like her, to gain a better grasp of subject matter and become more 
comfortable with new approaches to teaching and learning. What are some 
of the crucial factors that might improve Mrs. O’s prospects for substan- 
tive change? In the remainder of this section, 1 consider two interrelated 
approaches that might prove fruitful for invigorating teachers’ profes- 
sional development. The first of these i  ̂critical colleagueship] the second 

[ resource-rich professional communities) My remarks on each of these topics 
are preliminary and speculative. There is not a large base of empirical 
evidence to support a call for professional development that reflects the 
particular virtues, capacities, or professional relationships that I describe
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the 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 to complex issues surrounding education change and improve- 
ment.

C ontradictions in C urrent 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 
substantial change, and staff development that emphasizes such results 
contributes to the perception, if not the reality, of a "deskilled” occupa- 
tion (Apple 1988). Teachers are left hungry for more substantial profes- 
sional development experiences and for more control over what counts 
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 compound 
problems and leave both participants and providers frustrated by the lack 
of progress. Teachers’ initial impulse is to insist that the new information, 
skills, and techniques acquired result in demonstrable outcomes and ob- 
servable classroom utility. This promise of immediate utility serves as a 
magnet for attracting teachers into staff development programs and as a 
means for overcoming teachers' a priori objections to leaving the classroom 
for purposes of continued learning. Districtwide efforts to supply this kind 
of narrow, instrumental staff development seldom meet the needs of more 
than a few teachers, however, and leave a legacy of unmet needs and 
professional frustration.
Contradiction 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 change. The intensity or intensiveness of such ex- 
periences is so weak that they fail to have a deep or lasting effect on any 
teacher despite having reached every teacher. Although teachers sit together 
during large-group sessions, they seldom engage in protracted dialogue 
and learn little about one another's work. This artificial collegiality drives 
teachers to seek other avenues of professional interaction or to seek other 
rewards in teaching.
Contradiction 3. The goal of providing skills training for individual practi- 
tioners (with limited follow-up or feedback) leads to isolated efforts at 
implementation of innovations or to pro forma compliance with curricular 
arid instructional policies. It limits critical review of teachers’ efforts to 
change their practices and denies the profession a cumulative record 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 generativity— "Knowing how to go on” (Witt- 
genstein 1958)— 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. 0  make the transition from traditional models 
of currlajlum and instruction to the constructivist, inquiry-based 
approaches favored in the national content standards. In fact, they are 
virtues 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, back- 
ground, preparation, or appropriate opportunities for developing o r  p x .- 

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 learn- 

I 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-day practice that [is] present in 
medicine and law but absent in education. (Robert Levin in Goodlad, Soder, 
and Sirotkin 1990, 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 ot ,)־׳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 o( profes- 
sional development itself, we may be able to lay the ground for further 
research and development.

Critical C olleaguesliip

In the past decade much has been written about the virtues and challenges 
of collegiality and collaboration in helping teachers improve their practice. 
(See, for example, Fullan 1991; Lieberman, Saxl, and Miles 19813; Little 
1990a, 1990b; Little and McLaughlin 1991; Lord 1992; McLaughlin and Yee 
1988.) While the positive influences of greater collegiality are not automatic 
(Little and McLaughlin 1991), there is a substantial body of research pointing 
to 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 pro- 
vide, at best, a limited foundation for standards-based teaching. For a 
broader transformation, collegiality will need to support a critical stance•— 
toward teaching. This means more than simply sharing ideas or sup- 
porting one’s colleagues in the change process. It means confronting 
traditional 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 following:

(JT) Creating 4nd sustaining productive disequilibrium through self-re- 
flection, collegial dialogue, and on-going critique.

(^Embracing fundamental intellectual virtues. Among these are openness 
to new ideas, willingness to reject weak practices or flimsy reason- 
ing when faced with countervailing evidence and sound arguments, 
accepting responsibility for acquiring and using relevant information 
in the construction of technical arguments, willingness to seek out 
the best ideas or the best knowledge from within the subject-matter 
communities, greater reliance on organized and deliberate inves- 
ligations rather than learning by accident, and assuming collective 
responsibility for creating a professional record of teachers’ re- 
search and experimentation.

(3 ) Increasing the capacity for empathetic understanding (placing one- 
self in a colleague’s shoes). That is, understanding a colleague’s 
dilemma in the terms in which he or she understands it.

4. Developing and honing the skills and attributes associated with ne- 
I gotiation, improved communication, and the resolution of compet- 

ing interests.
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to content standards or frameworks. Mrs. 0  may feel strongly that her 
approach to teaching mathematics contributes to greater understanding 
than another teacher's inquiry-based approach, and these differences could 
precipitate lively argument and disagreement about how to proceed. But 
bringing this disagreement to the surface and openly challenging the cul- 
ture of noninterference (Pellegrin 1976) that has become so deeply en- 
trenched 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 
inquiries as they actively seek resolution of their differences.

Reframing and redescribing the everyday activities of teaching in ways 
that promote new insight 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 
the day or about introducing a new trick of the trade, but rather about 
seeing or “ reading" teaching in novel ways, in ways that provide produc- 
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 "knowledge-in- 
action” (Schon 1983) or “personal knowledge” (Polanyi 1958), an implicit 
understanding of actions, decisions, and classroom discourse that may 
prove difficult to characterize, describe, or analyze. One of the defining 
objectives 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 learning to question current 
concepts about subject matter and other elements of instruction and stu- 
dent learning. By holding up to examination taken-for-granted assump- 
tions and everyday concepts and beliefs, teachers are able to build a more 
coherent conceptual foundation to support practice. This is especially im- 
portant in the case 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 
take as fundamental and that serve as a point of departure for construc- 
tivist teaching and learning. In order to integrate these concepts into a 
meaningful and consistent picture of highly accomplished teaching (Nar 
tional Board for Professional Teaching Standards 1993), teachers must first 
question the concepts (assumptions, images, pictures) that currently drive 
their practice. The futility of trying to lay a complex, constructivist epis- 
temology on top of more behaviorist, competency-based approaches to
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ing to the most reliable routines. This was clearly Mrs. 0 ’s response to 
some of the subtleties of the California Mathematics Framework.

These shortcomings in teacher preparation and development are 
compounded by the random or accidental character of teachers' efforts 
to acquire new knowledge and skills. Veteran teachers often hear about 
new ideas, methods, and strategies from the colleague next door, from a 
grade-level leader or department chair, 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 research.

Whereas traditional models of staff development are predicated on 
sameness and the functionalist purposes of training, critical colleagueship 
depends on difference and conflict as driving forces. This is whati<! mpant 
by ‘‘productive disequilibrium." Instead of reiving on routine dissemina- 
tion of information and techniques to inspire new practices, critical col- 
leagueship turns to increased reflection, informed debate, honest dis- 
agreement, and constructive conflict as tools of change. The kinds of 
changes that the education community is asking Mrs. 0  to make have not 
been well charted. There is ample room for challenging, rethinking, or 
even rejecting some dimensions of this new approach. Despite its privi- 
leged position in recent cognitive theory and its favorable treatment in 
standards documents, constructivism, for all practical purposes, remains 
a collection of unrealized images and “promissory notes” (Wolf 1994). 
Teachers will need to evaluate and translate the central concepts of con- 
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-examination 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 cri- 
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- 
ficiently rich case studies. Standards-based instruction requires that teachers 
abandon some of the comfort of routine and look beyond the initial attempts 
to implement a policy or program. For example, Mrs. 0 needs to ask bet- 
ter questions about her use of manipulatives with students; she needs to 
work with colleagues to help her formulate these questions and the search 
for answers; and she needs to seek out informed critique of these and 
otjier elements of her practice. This invites conflict, discomfort, and 
dissonance, but these are the prices for a more than superficial response

194 Briw1 lord 

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

These shortcomings in teacher preparation and development are 
compounded by the random or accidental character of teachers' efforts 
to acquire new knowledge and skills. Veteran teachers often hear about 
new ideas, methods, and strategies from the colleague next door, from a 
grade-level leader or department chair, 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 research. 

Whereas traditional models of staff development are predicated on 
sameness and the functionalist purposes of training, critical colleagueship 
depends on difference and conflict as driving forces. This is what j5 raeMl 
by "productive disequilibrium." Instead ol relvinrz on routine dissemina
tion of information and techniques to inspire new practices. critical col
leagueship turns to increased reflection. informed debate, honest dis
a reement, and constructive conflict ools of ch The kinds of 
changes that t e education community is asking Mrs. 0 to make have not 
been well charted. There is ample room for challenging, rethinking, or 
even rejecting some dimensions of this new approach. Despite its privi
leged position in recent cognitive theory and its favorable treatment in 
standards documents, constructivism, for all practical purposes, remains 
a collection of unrealized images and "promissory notes" (Wolf 1994). 
Teachers will need to evaluate and translate the central concepts of con
structivism into tc111gible and coherent classroom practice. In part, this 
means that Mrs. 0 must develop those dispositions or habits of mind that 
provoke self-examination 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 cri
tique of her own teaching and engaging in critical review of the teaching 
of others, whether that of her colleagues or that represented through suf
ficiently rich case studies. Stanc.Jar<ls-based instruction requires that teachers 
abandon some of the comfort of routine and look beyond the initial attempts 
to implement a policy or program. For example, Mrs. 0 needs to ask bet
ter questions about her use of manipulatives with students; she needs to 
work with colleagues lo help her formulate these questions and the search 
for a11swers; and she needs to seek out informed critique of these and 
ott1er elements of her practice. This invites conmct, discomfort, and 
dissonance, but these are the prices for a more than superficial response 



197Teachers' Professional Development

pose in these local settings are well framed, tor example, whether they 
take account of national content standards or whether they build on sim- 

 -liar questions being asked by teachers in the next school or the next dis •־
trict. Second, do local forms of colleagueship, inspired by national con- 
tent standards and/or state curriculum frameworks, create a set of programs 
or activities that, taken together, make sense for the district, its schools 
and students? In short, how can local efforts to develop critical colleague- 
ship avoid parochialism and ensure some coherence in the professional 
development program?

These questions become particularly acute in the face of efforts by 
many districts to decentralize and restructure roles and responsibilities 
for all facets of school policy, including professional development. The 
focus of these efforts has been largely on helping schools and school sys- 
tems function more effectively in the face of overwhelming change 
(Schlechty 1990); it has dealt less with how teachers within these schools 
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; for critical colleagueship to flourish in 
schools, the conditions of teachers’ work will need to change dramati- 
cally, and this means reinventing the organization of school itself. It is to 
say, however, that turning too much attention inward, drawing only or 
largely on the intellectual and material resources within the school, is 
:!nngerously limiting. While improving school culture or school climate 
can improve educational opportunities for our K through 12 students, it ! 
may still leave unaddressed the question of how teachers will come by , 
the knowledge that they need in order to transform teaching in and across * 
the subject areas.

One of the criticisms frequently leveled at the national content standards 
movement is that it tears the curriculum standards discussion out of the 
hands of local practitioners and turns it over to a community of policy- 
makers, legislators, and curriculum professionals. In the place of standards- 
driven reform, some critics urge personalization and responvveness to 
students in educational 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 classroom or within the four 
walls of the school. Lord et al.’s (1992) argument that small groups of 
teachers in isolation and with only their independent experiences of cur- 
riculum and instruction to guide them can, individually or collectively, 
create a restructured education environment in which students will have' 
access to a comprehensive, balanced, and challenging curriculum seems 
fundamentally flawed. The point of the movement toward the professi- 
onalization of teaching and toward the wider influence of national content
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teaching has been pointed out in recent research (Cohen 1990; Cohen and 
Spillane 1992; Darjing-Hammond 1993). The aim of professional develop- 
ment must be to expose assumptions about teaching (some of which are 
archaic and even damaging to students) and to produce what I have called 
productive disequilibrium in traditional concepts and daily routines. This 
approach is not, as any administrator or policymaker would acknowledge, 
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; Barnett and Sather 1992); action research 
(Watt 1993); journal writing and analysis (Duckworth 1987); multimedia 
reconstruction of classroom experiences (Ball, Lampert, and Rosenberg 
1993); story construction that relates teachers’ struggles, not merely 

, teachers’ successes (Driscoll, Miller, and Dorney 1992); teacher leader- 
ship programs (Driscoll and Miller 1993); 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 national content standards. This is clearly a different picture of profes- 
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 pro- 
vides a set of opportunities for strengthening the profession.

Expanding a R esource-R ich P rofessional Com m unity

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 their 
teaching. Predicated on openness and trust, these communities require 
face-to-face communication and frequent opportunities to strengthen 
professional relationships. The questions that teachers raise in these local 
communities are first and foremost, questions that emerge from their 
classrooms or in local context. This connection to the classroom is one 
of the factors contributing to greater authenticity of professional develop- 
ment. But there are very real problems with this strongly localistic cast 
to collegial work. First, it is fair to ask whether the questions that teachers ן
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libraries, museums, theaters, businesses and industries, and civic 
agencies.

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

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

6. A greater commitment to "lateral accountability” (Wolf 1994) within 
the teaching profession, i.e., the critical review of teachers’ practices 
by other teachers.

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

Not all resource-rich professional communities have the same features: 
teacher networks may emphasize teacher ownership of professional de- 
velopment activities; partnerships with industry may emphasize access to 
professionals in fields other than education; subject-matter associations 
may emphasize a perspective that is national in scope and help to build 
cross-district professional relationships. All, however, set the stage for 
critical colleagueship and serve as a safeguard against parochialism in 
teachers’ 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 about the role of subject-matter 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 
invisibility of the major associations in the professional development arena. 
For example, Little maintains:

The place 01 teachers' professional associations remains nearly invisible in 
the mainstream professional development literature. We know little about 
the role played by the largest and most prominent subject matter associ- 
ations (NCTE, NCTM, NSTA, and others) in the professional lives of teachers 
or in shaping teachers’ disposition toward particular reforms. Although it is 
clear that the subject associations are exerting an increasingly powerful in- 
fluence in the articulation of subject curriculum and assessment standards, 
we have virtually no record of the specific nature or extent of discussion 
and debate over subject matter reform. (1993, 135) '

While Little is correct that the research literature provides few clues on 
the role of subject-matter associations in teachers’ professional develop- 
ment, there is, nonetheless, ample evidence of their involvement, if not 
of their overall impact in this arena.
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may emphasize a perspective that is national in scope and help to build 
cross-district professional relationships. All, however, set the stage for 
critical colleagueship and serve as a safeguard against parochialism in 
teachers' 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 about the role of subject-matter associations in fostering programs 
or activities that lead to more profound engagement among colleagues 
and deeper knowledge or the field. Indeed, some have commented on the 
invisibility of the major associations in the professional development arena. 
for example, Little maintains: 

The place of teachers' professional associations remains nearly invisible in 
the mainstream professional development literature. We know little about 
the role played by the largest and most prominent subject matter associ
ations (NCTE, NCTM, NSTA, and others) in the professional lives of teachers 
or in shaping teachers' disposition toward particular relorms. Although it is 
clear that the subject associations are exerting an increasingly powerful in
fluence in the articulation of subject curriculum and assessment standards, 
we have virtually no record of the specific nature or extent of discussion 
and debate over subject matter reform. ( 1993, 135) 

While Little is correct that the research literature provides few clues on 
the role of subject-matter associations in teachers' professional develop
ment, there is, nonetheless, ample evidence of their involvement, if not 
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 McLaughlin 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 alx>ut 
subject matter and instruction;

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

■ establishing or expanding electronic networks that support "struc- 
tured conversations" among teachers throughout the nation;

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

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

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

Collaboratives, teacher networks, 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 the most part, these groups have operated at the margins of local 
school district life (Lord 19‘J2) and with weak or peripheral connections 
to the mainstream staff-developinent initiatives offered by central office 
staff. This isn't surprising, since part of the attraction of collaboratives 
and teacher networks is their independence from large, impersonal bu- 
reaucracies and their critical stance toward current classroom practices. 
It does present a problem, however, for efforts to embed teachers’ profes- 
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 intellectually vigorous, self-renewing, and more rewarding for partic- 
ipants than the 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 content standards require of most teachers a "revolution” in th îr 
teaching. The changes they are being asked to make go to the heart of 
professional practice— to closely held views about what counts as knowl- 
edge, to the organization of instruction, and to working relationships with 
colleagues. This kind of transformation comes from the inside; it will do 
little good to “ train” teachers or “ tell" 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:

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

■ 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;

■ 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

■ 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:

■ technical assistapce teams and monetary subsidies to support local
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development that upholds this revolution will stay close to teachers’ 
questions 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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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. I will disaggregate the term and treat its dual meanings sep- 
arately. Torres described professionalism as follows:

At base, professionalism involves the transference ol policymaking authority 
from the state to an occupation.. .. Self-regulation is considered necessary 
in professions because the special expertise and training that professionals 
possess makes others unable to rnaluate performance or determine the best
policies for such occupations---Because of the relative autonomy that
professions have, they have been said to hold monopolies over certain ser-
vices___A professed commitment to service to clients and to a code of
ethics are personal assurances that professional powers will not be misused, 
while state boards of practice, comprised of colleagues, serve as formal po- ( 
licing and sanctioning bodies. (1988 382, emphasis added)

Torres identified the key concepts basic to any discussion of profes- 
sionalism: policymaking, self-regulation, specialized training, evaluation, 
policy setting, autonomy, monopoly, commitment to service, a code of 
ethics, and collegial policing and sanctioning. This section examines how
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Dear Danny:

The following are some o f 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 to serve as a basis for deliberation on the reconceptualization o f  the goals 
project.

Since you have already been successful in bringing institutions and communities to the 
point o f  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 
institutions and communities gets underway?:

1. Engagement with and study o f  philosophical ideas about Judaism and J&vish
existence: These are the conceptual underpinnings of Jewish education in that they
provide conceptions o f  the very basis o f  Jewish existence: "What is a Jew?" Since we are 
working with groups with varying Jewish identities, these ideas will range from traditional 
philosophies expressed in classical and medieval writings (eg. Maimonides, Maharal, etc.) 
all the way to current ideas expressed by modern Jewish philosophers (eg.Hirsch, 
Soloveitchick, Rosensweig, Ahad Ha'am, Baeck, Heschel, Kaplan, etc.);

2. Engagement with and study o f  ideas within the philosophy o f  Jewish education as 
they relate to the practice o f  Jewish education: These ideas express substantial 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 o f  thinkers mentioned above and by 
others, more recently by scholars o f  the educated Jew project. On 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 Maimonides school), Jack 
Cohen (eg. his work at the Reconstructionist school), etc..

3. Consideration o f  educational goals: The aim here is for goals o f  educational 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 educational goals and larger 
aims in Jewish education may transpire through a) an analysis of the educational ideas 
implied by educational practice (eg. goals statements, curriculum, teaching practice, etc.); 
b) an attempt to creatively consider which goals might lead to the attainment o f  levels one 
and two; or c) any number of other methods.

4. Devise and pursuit o f  a strategy fo r  setting vision-drivenness in motion in actual 
settings o f  Jewish education: There is a broad range o f  possibilities here. In some 
settings, it may be advisable to begin by focusing on one program in one area of Jewish
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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 o f  education (eg. the study o f  
Buber's view o f  the educated person/Jew). If implemented successfully, these initiatives 
could branch into expanded efforts in other areas (eg. teacher training, curriculum, 
evaluation, 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 o f  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 efforts to undertake 
goals development: Since the goals project assumes that educational vision is an
expression o f  a larger view of Jewish life shared by groups within and across Jewish 
communities, there may be much to be gained by bringing local, national and international 
players in Jewish education to interact with each other around goals project initiatives. 
For example, a local denominational school in search o f  new educational ideas in order to 
set its own goals may find intellectual and spiritual leaders from its own denominational 
offices to be an appropriate resource. In turn, these intellectual and spiritual leaders from 
within a denomination may find it useful to formulate their educational ideas with 
reference to alternative conceptions o f  the educated Jew as presented by the scholars of 
the educated Jew project. This in turn may affect educational thinking across the 
denomination.

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 I 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 morning and land in Boston 
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,

Daniel Marom

... .., 
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TO: Participants in the July Cambridge Seminar
FROM: Daniel Pekarsky
RE: Goals for the Goals Project

As a way of helping to launch our attempt to develop a
shared understanding of what the Goals Project is about, I am
drafting this brief statement that articulates my own view of the
basic goals around which this project should be organized. 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. Cultivation of a vision-and-goals-sensitive culture.

The cultivation of a culture and a discourse (at national, 
communal, and institutional levels) that evidence an 
understanding and appreciation of the importance of 3eriou31y 
addressing basic questions pertaining to the goals of Jewish 
education. An important measure of 3ucce3s in this area is the 
extent to which communal and institutional planning processes 
involve serious efforts to wrestle with basic que3tion3 of vi3ion 
and goals. Another index of 3ucce33 would be a demand on the part 
of institutions for CIJE help in undertaking a sustained and 
serious goals-proce33. The following mu3t be cultivated:

a. An awarene33 of the multiple and critical roles that 
having a shared and compelling vision and set of goals 
can play in contributing to educational effectiveness - 
and of how far most educating institutions are from a 
vision-driven reality today.

b. A deep awarenes3 that the process of deliberation 
concerning vi3ion and goal3 is profoundly enriched by 
opportunities to 3tudy and ponder vi3ion3 of an 
educated Jew and of a meaningful Jewi3h existence that 
can be found in Jewi3h religiou3 thought and in the 
products of the Educated Jew Project.

c. An appreciation that engaging in this proce33 of 
deliberation in the right way i3 itself an 
intrinsically rewarding opportunity to grow as a Jewish 
human being.

2. Development of the knowledge-base and the curricular resources 
needed to help appropriate educating institutions (and the 
agencies that support them) carry through a serious goals-agenda.

a. The requisite knowledge-ba3e and resources must be 
developed with attention to the project3׳ assumption 
that a 3eriou3 goals-process includes as an integral 
component (and not as an aside or as a kind of 
perfunctory bow to Tradition) significant encounters
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with conceptions of Jewish existence found within 
classical Jewish texts, Jewish philosophy, and the 
products of the Educated Jew Project. The knowledge- 
base mu3t identify the kinds of conceptions and ideas 
that might infu3e efforts to address questions of 
vision and goals, a3 well as strategies for 
successfully achieving this infu3ion.

b. The requisite knowledge-ba3e and resources need to 
encompass ideas concerning at least the following: the 
institutional pre-condition3 for taking on a goals- 
agenda? models that articulate the nature of work 
with institutions around a goals agenda, what would 
count as success, and the role of "coaches" in that 
process; possible levels of intervention and available 
strategies at different levels - along with 
considerations pertinent to determining level and 
strategy; the effect3 (unintended and intended) of 
engaging in a goal3-process, a3 well a3 predictable 
tensions, concerns, and obstacles that will need to be 
contended with; the 3kill3, knowledge (Judaic, 
pedagogical, and other), and 3en3ibilitie3 needed to 
"coach" an institution; evaluation-in3trument3 that 
will forward the work of institutions in relation to 
goal3 and offer meaningful indices of progress.

Building on progre33 made with goals 1. and 2.,

3. Recruiting and ־training appropriate individuals ־to serve as 
coaches to institutions embarking on a Goals Agenda.

4. Develop a network of appropriate institutions pursuing a goals 
agenda under the guidance of the coaches identified and trained 
by the project. This is to be accompanied by on-going study of 
what happens with an eye toward developing an increasingly rich 
and fruitful body of lore.
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ACTIVITIES ASSOCIATED WITH EACH OF THE PRINCIPAL GOALS

Goal 1: Towards a aoals-sensitive culture and discourse.

Seminars, conferences, workshops, presentations aimed at 
carefully targeted constituencies. This effort must include 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 
events that may have no after-life). One of the challenges here 
is to find ways to more fully exploit opportunities that come our 
way - for example, with the Atlanta high 3chool or with 
Baltimore's upcoming central agency retreat - to nurture a deeper 
appreciation of the importance of goal3 and how they can 
fruitfully be approached.

Development, production, and dissemination of articles and 
books and other materials that in compelling ways help to convey 
the insights and nurture the culture we hope to establish. This 
should be assumed to include the development of strategies and 
materials that will make it likely that these documents will be 
used in powerful and appropriate ways. Below are some 
representative activities:

Publication of the Educated Jew papers and the 
development of additional papers in the same general 
genre that will educate and stimulate thoughtful 
deliberation. Along with this, the development of 
materials, strategies, and exercises that will enhance 
the usefulness of these e3says in work with lay and 
professional, communal and institutional, 
constituencies.

A vivid case-3tudy -- perhap3 a video —  of what 
happened, and especially of the good that came about, 
when an institution underwent a serious goals-proce33;

An "educational utopia" ba3ed on, 3ay, Greenberg3׳ 
idea3 - a vision-driven institution organized around 
his ideal. Or perhap3 a book that offers three or four 
different way3 Greenberg'3 ideas might be u3ed as 
guides to educational change.

A careful effort to ensure that all dimensions of CIJE's 
work in such areas as personnel development, community 
mobilization, and Monitoring and Evaluation are sensitive to and 
advance the concerns at the heart of the Goals Project.

Goal 2: Developing the knowledge-base and curricular resources
needed to facilitate a goals-process in an educating institution.

Pilot projects/Case studies: Carefully monitored and 
documented work on a goals agenda with a few carefully selected 
institutions.
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different ways Greenberg' s ideas might be us ed as 
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mobilization, and Monitoring and Evaluation are sensitive to and 
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High-level seminars designed to examine, improve, and learn 
from the work going on in the field and to work to work towards 
the development of materials and strategies that will forward the 
work. It will be especially important to develop effective ways 
of engaging institutional participants in 3eriou3 reflection on 
Jewish content and practical deliberations that build on thi3 
reflection. [See, in this connection, Marom's companion piece 
which specifies important kinds of engagement with Jewish content 
that need to be encouraged among communal and institutional 
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 questions that emerge 
from such study.]

Careful written accounts that distill what is learned 
through the preceding activities about the nature of the work, 
about useful strategies, about obstacles, about foreseen and 
unforeseen outcomes, about the nature of effective coaching, and 
about the characteristics that make for a good coach.

Basic and applied research activities designed to illuminate 
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 to infuse 
into institutional and communal deliberations, along with ideas 
about how to effectively do this. Also efforts to- produce 
appropriate tools -- especially, for example, in the area of 
evaluation.

Goal 3: Identifying, recruiting, and training coaches.

Workshops and seminars that include immersion in the 
philosophy of the project and in the work of the Educated Jew 
Project, a lot of work with cases designed to help participants 
become more adept at judging when, where, how, and why to 
intervene; opportunities for clinical work. The training build3 
on and use3 understandings, materials, and strategies developed 
through the work 3ubsumed under Goal 2.

Goal 4: Towards a network of vision-driven institutions.

Develop criteria to determine appropriateness to undertake a 
Goals-process under our auspices. Thi3 mean3 articulating 
principles of readines3 and 3eriou3ne33. It may prove 
appropriate to establish different levels of participation 
depending on the institution's readine33-3tage (rather than 
taking an all-or-nothing stance).

Identify appropriate institutions through a process we need 
to determine.

Pair institutions with coaches so that the work can begin

:co: [3cE: F E~3:-st 3· 0 fC&-::~·4C4~ 
To: CaniE~ FEt3:-sk1 F.:n. 4~5 1~ l!l 54~f~~~~ 

$ · C7-:!-:: ~~ :~: fl 
~ ~~~ cf ~~f 
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ref l ection. [See , in this connection, Marom's companion piece 
which specifies important kinds of engagement with Jewish content 
that need to be encouraged among communal and institutional 
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 questions that emerge 
from such study.] 
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about useful strategies , about obstacles, about foreseen and 
unforeseen outcomes, about the nature of effective coaching, and 
about the characteristics that make for a good coach. 

Basic and applied research activities designed to illuminate 
our understanding of such matters as the nature of work with 
educating institutions and communal agencies and the kinds of 
outcomes to be sough~; the kinds of philosophical ideas about 
Judaism and Jewish existence that it would be fruitful to infuse 
into institutional and commu nal deliberations , along with ideas 
about how to effectively do this . Also efforts to produce 
appropriate tools -- especially, for example, in the area of 
evaluation . 

Goal 3: Identifying, recruitina. and tra ining coaches. 

Workshops and seminars that include immersion in the 
philosophy of the project and in the work of the Educated Jew 
Project, a lot of work with cases des igned to help participants 
become more adept at judging when, where, how, and why to 
intervene; opportunities for clinical work. The traini ng builds 
on and uses unde rstandings , material s , and strategies developed 
through the work subs umed under Goa l 2 . 

Goal 4 : ~owards a network of vision-driven institutions. 

Develop criteria to determine appropriateness to undertake a 
Goals-process under our auspices . Thi s me ans a rticulating 
principles of readiness and se r iousness. I t may p r ove 
appropriate to establish different levels of participation 
depending on the institution's readiness-stage ( rather than 
taking an all - or- nothing stanc e) . 

Identify appropriate institutions through a process we need 
to determine. 

P~ir institutions with coaches so that the work can begin 



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.

and work out financial and other logistical arrangements.

Periodic opportunities for key stake holders in 
participating institutions to actively network and to learn from 
one another's experience.
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Periodic seminars, workshops for the coaches that afford 
opportunities to share and examine what they are 1earning, 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 CONSULTATION, July 1995

BACKGROUND

Against a background of some uncertainty concerning both the 
future direction of the Goals Project and the best way for the
Mandel Institute and CIJE to collaborate on this project, the 
primary tasks of this consultation are:

a. to arrive at a shared sense of the project's mission 
and the goals that flow from this mission;

b. to arrive at a shared sense of the principal 
activities through which the project's mission and 
goals will be achieved.

c. to arrive at a shared sense of the roles of CIJE and 
the Mandel Institute in the development of the project 
- - in determining, implementing, and evaluating the 
project's priorities and activities. Included here is 
the identification of mechanisms that will facilitate 
more effective communication and coordination.

d. to deepen our understanding of what is involved in
working with institutions around a serious goals- 
agenda, with an eye towards refining our understanding 
of the skills, understandings, bodies of knowledge,, 
and sensibilities, needed by coaches who guide the 
efforts of institutions.

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 sequence for the
proposed agenda looks like this:

1. MISSION AND GOALS OF THE GOALS PROJECT

2. WORKING WITH INSTITUTIONS: THE NATURE OF THE WORK (with
participation of Rob Toren)

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 our mission, our principal 
activities, and our collaborative relationship. Closure of a 
desirable kind implies: a) genuine agreement among those present; 
b) decisions made honor existing commitments; c) decisions made 
forward the CIJE agenda. The agenda is filled out below.
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would hope to attain, etc.

ii. considering some actual cases that relate
to our on-going work, e.g. the Atlanta 
consultation relating to a new high school ן 
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.

c. An attempt to draw out some general points, 
hypotheses and questions concerning the nature of 
goals-oriented work with institutions, concerning 
institutional preconditions, etc.

d. Based on foregoing, revisit question of the 
characteristics needed by coaches.

Determination of priorities and activities

With attention to our discussions under items 1 and 2, 
identify priorities and activities that should define 
our efforts in the foreseeable future.

or

3.

4. Determining roles and relationship of CIJE and the Mandel 
Institute in the development of the project.
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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 15, 1995

This is a follow-up to a preliminary conversation Alan and I 
had concerning Goals Project priorities for the coming year. In 
general terms, the situation is like this: 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- 
load, but it's not clear that all of them will come about or what, 
if they do come about, they will demand. More importantly, given 
the number of activities we will potentially be involved with, we 
may be in danger of losing focus -- of diffusing our limited 
energies and finding ourselves in a reactive mode (simply 
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, capacity, and 
needs. This will, I hope, be at the center of the upcoming 
conversation between the three of us.

As background to our conversation, I will do the following 
below: a) lay out our projected activities; b) identify the 3 major 
directions which, in varied combinations, we might pursue; c) 
discuss how we might reasonably proceed in relation to the larger 
purposes of the Goals Project and CIJE. My hope is that by the end 
of our July meetings, if not before, we (a "we" that includes our 
Jerusalem partners) will emerge with an agenda that feels 
sufficiently shared, clear, meaningful, and do-able to permit us to 
move along expeditiously.

In sketching out the range of things we are thinking about and 
or commmitted to doing, my intention is to put before us the kinds 
of data we need to deliberate concerning our priorities and 
possibilities. But in addition to this and for purposes of 
stimulating some pertinent discussion, I also put forward a 
substantive proposal towards the end of the document. This proposal 
explores a possibility that Alan and I briefly considered during 
our New York conversation —  namely, what would the Goals Project 
look like in the immediate and long-term future if we take 
seriously the concerns we have been recently discussed regarding 
our immediate readiness to proceed with the coaching-agenda? What 
would the Goals Project look like if the coaching-agenda were not 
the center-piece (at least in the short run)? I am aware that the 
proposal I make may be politically problematic, but I will rest 
easier knowing it has at least been seriously considered.

I look forward to discussing these matters with you. 

PROJECTED ACTIVITIES

1. Milwaukee.
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begun to come into focus. There is now serious conversation going 
on concerning Beth Torah —  a Hebrew-oriented supplementary school 
that is made up of children from three major Conservative 
congregations in town (Park, Bnai Yeshurun, and Beth Am) . In 
recent years, children have gone to their respective congregations 
for Sunday programs (with a non-Hebrew emphasis) 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 Qurvis see it, this 
question needs to be addressed in relation to larger issues of 
community- and institutional-goals. In conversation amongst 
themselves, they began thinking that perhaps CIJE could be helpful 
in this process.

5. Wexner Seminar

I will be involved - as will all of you - in the Wexner 
retreat scheduled for early December. As best I can tell, this is 
a one-shot deal, and that my primary work will be in planning and 
preparing facilitators for the very first session. This is an 
opportunity to communicate the importance of vision/goals to the 
Wexner graduates -- but Lauffer (or is it Lauffman?) has eaten 
away at some of the program's potential with his own program 
conception. It may be worth our having a conversation about whether 
we would like to see our involvement with this effort as the 
beginning of a longer-term involvement with the organization or its 
graduates. I met with Paley and Lauffer last week in NY, and I have 
a meeting in New York with Paley scheduled for the Monday after our 
August 2 5 meeting.

6. The JCC Seminar

Some time this fall or winter is the projected seminar for a 
number of JCC institutions. I am not entirely clear at this point 
a) who will be participating; b) what would count as a desirable 
outcome; and c) what follow-up work is imagined. [Note: since
drafting this paragraph, Barry has clarified some of this for me, 
but I would profit from further conversations.]

7. Furthering the Coaching-agenda.

Three projects are in the planning. The first is the small 
seminar scheduled for mid-July, intended for us, for the Mandel 
Institute folks, and for Scheffler. My understanding is that our 
challenge at this seminar is to further clarify the work of coaches 
with attention to three issues: a) what skills, understandings,
sensitivities, etc. do coaches need?; b) what's the best way to 
train them?; and against this background and more practically, c) 
who should be recruited, how should they be trained, and when 
should the training begin?

The second project (which tentatively presumes a certain 
answer to question c.in the preceding paragraph) is that in January
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b. Encouraging and facilitating work with educating institutions: 
the coaching agenda. The coaching-agenda is concerned with helping 
a seriously committed educating institution make serious progress 
on a goals-agenda with the help of a CIJE-trained professional. 
The work of the Coach has been the subject of our discussion on a 
number of occasions, most notably in Cambridge in February, 1995.

c. The Community Vision agenda. There has been a lot of interest 
on the part of a number of our constituencies in the subject of 
"community-vision": what would it mean - and how would it help - to 
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 to the 
difficulty of choosing from among this menu of possibilities. Most 
notably, when we scan the list of activities that we've projected, 
it is not clear whether each and every one of them will pan out and 
what will grow out of those that do pan out. As an example of the 
latter point, even assuming a slew of Goals Seminars that excite 
representatives of communities and educating institutions, we don't 
know how many institutions will be eager and able to take the next 
step —  to commit to a serious Goals Agenda will require; and this 
uncertainty has a bearing on the number of coaches we need to be 
cultivating.

Considerations relevant to prioritization. In the face of 
such uncertainties and limited resources, it is all the more 
important that we be very clear about what our priorities are, so 
that we know how to react to the possibilities that come our way 
and can set about systematically shaping the project's future. For 
without an overall game-plan, we may well get caught responding in 
an ad hoc way to various requests that come our way. Prioritizing 
our possible efforts and weaving them into a coherent plan should 
be based on such matters as 1) outstanding commitments and 
expectations; 2) foreseeable contribution to the larger CIJE 
agenda and, more narrowly, to the outcomes we envisage for the 
Goals Project; 3) necessary and available resources, including 
time, money and competence.

Note that we have discussed these matters before -- most 
extensively at our November 1994 meetings with Seymour and Annette 
(see the appendix to this document for the relevant text from that 
discussion). Based on that discussion and on our experience since 
that time (including recent conversations with Seymour), I will 
propose a 5-Year Plan for the Goals Project that should guide our 
decisions and allocation of energies.
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*4. 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.

5. The development of a cadre of resource-people, 
identified and cultivated by CIJE who have been, and will 
continue to be involved in helping institutions 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 ideas to one another on a regular basis.

In the first stage (1-4), the thrust of this plan is to do two 
things:

a) to emphasize, exploit, and expand the Project's 
potential to raise consciousness concerning the 
importance and role of vision and goals in Jewish 
education. This would include an ongoing effort to 
improve our Goals Seminars, with special attention i) to 
finding ways of introducing more serious study into them, 
and ii) to developing follow-up activities. In addition 
to enabling us to identify institutions that seem 
promising candidates to engage in a serious goals- 
process, this effort will contribute to the Community 
Mobilization agenda. Also, depending on the outcome of 
future deliberations, it could also include a "community- 
vision" dimension.

b. to use a limited number of case-studie3 as 
opportunities to build our knowledge-base concerning 
various matters, including: the nature and conditions of 
change, the role of coaches, evaluation-strategies, and 
the like.

In the second stage, the achievements at the first stage would 
become the basis for training a cadre of coaches, for extensive 
work with varied institutions, and for the coalition-idea.
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From: Daniel Pekarsky at 0  608-233-4044
To: CIJE at 0  12125322646

APPENDIX: OUTCOMES-DISCUSSION AT THE NOV. 94׳ MEETINGS

This examination began with Pekarsky offering two different 
accounts of what Goals Project "success״ might look like. A) The 
first, prompted by a comment by Annette Hochstein in the first part 
of the day, set forth some very general long-term goals (that were 
not, at least by design, tied to the October plan.
B) The second identified what success might look like if we fully 
exploited the potentialities of the October-plan.

A) General long-term goals - three were identified:

1. Increasing numbers of institutions organized around 
a goals-agenda that includes serious wrestling with 
issues of content.

2. Heavy emphasis in communal planning processes on the 
place of goals in Jewish education.

3. A National Center for the Study and Development of 
Goals for Jewish Education (or the "Center for Research 
in the Philosophy of Jewish Education"). The Center 
wouId:

a) conduct original research concerning the 
goals of Jewish education, as well as 
concerning implementation, and evaluation.
Such work might, for example, include a Jewish 
version of the two HORACE books or Carnegie's 
"The Future As History" chapter;

b) develop strategies to disseminate its 
research findings in ways likely to make an 
impact;

c) educate key professional and lay 
constituencies concerning matters pertaining 
to the goals-agenda;

d) develop and make available expertise that 
will inform the efforts of communities and 
institutions that seek to become more 
adequately organized around a goals-agenda.

B) What would success look like for the October Plan?

1. Case-studies of institutional efforts to become better • 
organized around a goals-agenda.

2. Out of the first-order work in institutions and its 
analysis in the case-studies, we would acquired an
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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 discussing. In Milwaukee, 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 Seminar, 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 participating.

In passing, it is noteworthy that the Milwaukee-folk 
requested that we consider the possibility of exempting rabbinic 
leadership from the local seminars, fearing that an insistence 
that the rabbis participate might 'reduce overall participation on 
the part of local institutions. At today's CIJE meeting, we 
decided against their suggestion on the grounds that without 
strong rabbinic involvement no serious effort would be likely to 
succeed.

In contrast to Baltimore and Milwaukee, Cleveland has really 
moved ahead with the Goals Project. 1) A seminar for local 
educational leaders has been organized around the theme of goals, 
with Ackerman appointed as seminar-leader. That seminar has 
already met once. 2) CIJE has been approached by the Agnon School 
concerning the possibility of participating with it in a venture 
designed to make it a more vision-driven institution, and for us 
to learn through the partnership; 3) Rob Toren has developed 
documents which, when distributed, will invite local institutions 
to enter into a partnership with the JECC towards the development 
of vision-drivenness.

With respect to Cleveland, we noted the importance of 
getting back to Agnon ASAP concerning their interest in working 
with us. Though we as yet have nothing conclusive to convey to 
them, to be in touch with them is critical. Holtz will follow up 
on this. It was also noted that Ackerman has indicated that he 
is not entirely comfortable leading a seminar organized around a 
Goals-agenda, and that it might make good sense for DP to offer
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in such a venture on the part of Lee Hendler's congregation in 
Baltimore, Jay Roth's JCC camp in Milwaukee, and the Agnon School 
in Cleveland; and there was conversation about the possibility of 
being involved in Atlanta with a projected venture to open Hebrew 
High School.

3. "Community-vision" agenda. In Jerusalem as well as at our 
Program and Content sub-committee meeting in early October, there 
was great interest in the subject of "community-vision," with 
individuals as different as Jerry Stein, Dave Sarnat, and Maurice 
Corson all speaking to a pressing need for communities to make 
progress on this matter. This was not, as we understood, at the 
heart of CIJE's initial conception of the Goals Project agenda. 
But given the urgency felt by many concerning this matter, 
perhaps it needs to be given a more prominent place in our 
efforts.

4. 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 introduced to our efforts via an America-based 
conference that resembles the Jerusalem Goals Seminar.

5. Use of the Goals/Vision theme to engage lay leadership in 
efforts to improve Jewish education.

Of these varied possibilities, 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 
below.

FUTURE DIRECTIONS

A. The development of capacity and prototypes. Recognizing 
the need meaningfully to honor outstanding commitments, we felt 
that we needed to pay special attention to the fecundity- 
criterion in making our decisions. With this in mind, and 
recognizing what we do and do not know and have in place at 
present, we felt that the next two years or so need to emphasize 
the development of capacity and prototypes. That is, our 
immediate challenge is to develop basic skills, understandings, 
and resources (human and other) that will facilitate the progress 
of this project. Concretely, this might mean the following:

1. Conceptualizing, organizing, and calendarizing a 
program of study for CIJE staff (and other key 
individuals) around Goals Project themes. The program 
of study would be designed to help us develop an 
approach or a battery of approaches in which we have a 
measure of confidence -- critical if we are to work 
with institutions and/or work effectively with 
"coaches" or other resource people. Among other 
things, this program of study would involve
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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 institutions we want to work 
with as prototypes and to negotiate with them towards 
such an agreement. 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.

6.Day-to-day logistical and administrative matters, 
including communication with various institutions, 
communities, the Program and Content sub-committee, 
etc. concerning Goals Project issues.

While existing CIJE staff may be able to help out with some of 
these matters on a short-term basis, we recognized a critical 
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 ourselves to very mediocre work.

Against this background, we focused some preliminary 
attention on the kinds of people who might prove suitable for our 
work. Depending on availability, we could imagine hiring either 
a partner to DP in this effort or someone who would be an 
assistant. A number of names surfaced, including Mari Blecher 
and Debbie Kerdiman (both of whom have worked with Lee Shulman). 
There was also an interest in seeing what might emerge in our 
conversation with Gerstein.

IN THE SHORT RUN:

1. DP will speak with Marom and Fox this Monday.

2. DP will draft and distribute for comment a summary of our 
meeting.

3. Pekarsky will communicate to Milwaukee our belief that Rabbis 
need to be involved and will send them "copy" to be used in their 
efforts to recruit folks for the Goals Project seminars.

4. Holtz will be in touch with the Agnon school.

5. Pekarsky will call Gerstein to try to arrange a time to meet.

6. We plan to emerge from our meetings with Seymour Fox in 
November with a clear work-plan for the year ahead.
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SUM MARY OF CIJE STAFF MEETING ON GOALS PROJECT (with Seymour Fox and 
Annette Hochstein), New York Nov. 1994

This purpose o f this meeting was to arrive at a 1995 Work Plan for the Goals Project that 
is anchored in an adequate conception o f the project. The meeting began with a status-report that 
focused on three matters: a) outgrowths o f the Jerusalem Seminar, with special attention to 
developments in the represented communities; b) the October plan, developed by die core CIJE 
staff in October, 1994; and c) recent conversations between Pekarsky, Fox, and M arom  which 
suggested considerations to be considered in our review o f the October Plan and the overall 
conception o f the Goals Project. Because the outgrowths o f the Jerusalem Seminar and the 
October plan are described in some detail in the document summarizing the October S taff 
M eeting, this summary proceeds immediately to item c), 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. W hat 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? W hat 
would we have accomplished?

b) Does a) exhaust our expectations o f the Goals Project — or is dnere more that 
we hope for that might not be captured in a)? I f  so, what is tins "more"?

Jointly, a) and b) ask us to try to identify the larger conceptions that should inform  the 
Goals Project?

2. W hat is the relationship between the Goals Project (as articulated in the October m eetings) and 
the work o f 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 Project has identified five intimately inter- 
related levels pertinent to the work of that project and to the Goals Project. These levels are:

PHILOSOPHY
PHILOSOPHY OF EDUCATION 
TRANSLATION INTO CURRICULUM 
IM PLEM ENTATION 
EVALUATION

A t which o f these levels does the October Plan operate? Optimally, at what levels should we be
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2. Out o f  the first-order work in institutions and its analysis in the case-studies, we 
w ould acquired an articulated body of lore that includes:

l ₪ l i 6 J ־ l -  'A

a. strategies and models that can guide efforts at institutional 
improvement;

b. identification o f skills, understandings, and aptitudes that are 
needed by those guiding the process o f change;

c. identification o f institutional "readiness-conditions" if  
meaningful change is to take place;

d. documentation o f some o f the effects (expected and unexpected) 
o f taking on a goals-agenda;

e. identification o f 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 kind o f  
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 o f 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 o f a cadre of resource-people, identified and cultivated by 
CIJE who have been, and will continue to be involved in helping institutions 
become better organized around a Goals agenda.

5. From among the institutions identified in #1, a community o f partnered 
institutions each engaged in a goals-agenda and offering their experiences and 
their ideas to one another on a regular basis.

6. A broad awareness among critical constituencies at a variety o f levels 
concerning the importance o f the goals agenda, o f its feasibility, o f work being 
done in this area. This dissemination to be accomplished via publications, film, 
conferences for different constituencies, etc.
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DISCUSSION

Our discussion took place against the general background defined the matters discussed 
above. Below  I summarize some o f the major themes and decisions that emerged in our 
discussion, and then I conclude with a draft o f  a work-plan that tries to be faithful to the spirit o f 
our deliberations.

1. Supplementing our resources.

The comment was made that CIJE, and the Goals Project in particular, should identify 
and make maximal use o f available resources that exist outside the immediate CIJE orbit. We 
should, it was suggested, make a careful inventory o f  such resources/opportunities. Such an 
inventory would include such individuals and institutions as Israel Scheffler, M ike Smith, and 
the W exner Heritage Foundation. There seemed to be significant interest in exploring the last of; 
the possibilities.

2. The Center-idea.

Excitement and anxiety. It became clear in our conversation that many o f the tilings 
identified as central to our October-plan could be folded into the work o f the Center discussed in 
the larger conception defined by 3 long-term goals. There also seemed to be considerable 
excitem ent about such a Center as a home for various Goals-related efforts. But at the same time 
as the fairly comprehensive agenda identified in preceding discussion seemed exciting, it 
provoked some serious concern. The work defined this agenda is, to say the least, substantial ■־ 
it is much more than CIJE can reasonably take on, given its current shape and priorities. Two 
nightmares threaten: 1) that we don't do all that the agenda calls for and end up doing a mediocre, 
or radically circumscribed, or otherwise disappointing job; 2) that we allow the Goals Project to 
"take over" the energies o f CIJE, thus distorting the overall character and direction o f  the 
enterprise.

The spinninp-off idea. N either o f  these options being acceptable, and in the tradition o f  
the M andel Institute, it was suggested that the Goals Project agenda might best be carried 
through if it was "released" from CIJE and given a quasi-autonomous status (with strong ties o f 
various kinds to CIJE). This Center would draw on some o f the expertise and resources currently 
invested in CIJE, but it would also develop ties with, and seek out resources from, other 
institutions and individuals.

O f particular interest was the suggestion that such a Center could be established, in 
cooperation with CIJE and the Mandel Institute, at Harvard. So interesting was this possibility 
that Seymour suggested testing out with Israel Scheffler at the end o f the week.

Project or Center. There was in this connection some discussion o f w hether it m ight be 
wiser, in our conversations with Harvard, initially to speak in terms o f a project that might 
eventually rise to a Center. This project would in its initial stages focus on 1) furthering and 
studying our work with a select number o f prototype institutions: 2) identifying and educating
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DISCUSSION 

Our discussion took place against the general background defined the matters discussed 
above. Below I summarize some of the major themes and decisions that emerged in our 
discussion, and then I conclude with a draft of a work-plan that tries to be faithful to the spirit of 
our deliberations. 
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The comment was made that CIJE, and the Goals Project in particular, should identify 
and make maximal use of available resources that exist outside the immediate CIJE orbit. We 
should, it was suggested, make a careful inventory of such resources/opportunities. Such an 
inventory would include such individuals and institutions as Israel Scheffler, Mike Smith, and 
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identified as central to our October-plan could be folded into the work of the Center discussed in 
the larger conception defined by 3 long-term goals. There also seemed to be considerable 
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it is much more than CIJE can reasonably take on, given its current shape and priorities. Two 
nightmares threaten: 1) that we don't do all that the agenda calls for and end up doing a mediocre, 
or radically circumscribed, or otherv.-ise disappointing job; 2) that we allow the Goals Project to 
"take over" the energies of CIJE, thus distorting the overall character and direction of the 
enterprise. 

The :spjnning-offidea,, Neither of these options being acceptable, and in the tradition of 
the );1andel Institute, it was suggested that the Goals Project agenda might best be carried 
through if it was "released" from CIJE and given a quasi-autonomous status (with strong ties of 
various kinds to CIJE). This Center would draw on some of the expertise and resources currently 
invested in CIJE, but it would also develop ties ,,..;th, and seek out resources from, other 
institutions and individuals. 

Of particular interest was the suggestion that such a Center could be established. in 
cooperation with CIJE and the Mandel Institute, at Harvard. So interesting was this possibility 
that Seymour suggested testing out with Israel Scheffler at the end of the week. 

Proiect or Center. There was in this connection some discussion of whether it might be 
wiser, in our conversations with Harvard. initially to speak in terms of a project that might 
eventually rise to a Center. This project would in its initial stages focus on I) furthering and 
studying our work with a select number of prototype institutions: 2) identifying and educating 
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W hile we did not feel that our enterprise could be shaped by pre-existing commitments, 
these commitments need to be honored; and the challenge is to honor them in a way that will 
forward our own agenda. These outstanding commitments include the following:

a. 4 seminars in Milwaukee, with the possibility o f more intensive work with 
"graduates" o f the seminar that meet our standards for participation at this next 
stage.

b. Agnon??

c. Possible involvement with Cleveland's Goals Seminar

d. Helping to launch Baltimore's Goals Seminars in the spring (with possible 
additional expectations flowing out o f last summer's promises).

e. M ilwaukee’s JCC??

f. Some kind o f support to Toren's efforts in Cleveland to develop a goals-agenda 
with two congregational programs.

6. Other interesting possibilities.

a. The Atlanta JCC Camp.

b. The Baltimore congregational program. ’

c. The new Atlanta Day School possibility.
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FEKARSKY’S TAKE ON] THE SENSE OF THE GROUP: BASIC DECISIONS

1. CUE should design and establish a Center for Philosophy o f Jewish Education.

a. The Center will conduct and disseminate the results o f research pertaining to 
the goals agenda. It will cultivate and make available the kinds o f expertise that 
will be useful to institutions and communities undertaking a goals-agenda. It will 
educate varied lay and professional constituencies concerning the importance and 
character o f a serious goals-agenda. Through such varied activities, it w ill place 
the conversation on goals at the center o f efforts to improve Jewish education.

b.CIJE's role is to strategize, design, enable, and create this Center, which will 
eventually exist in a loosely coupled relationship to CIJE.

2 . CUE has promises to keep -־ particularly to communities that participated in the Goals 
Seminar this summer in Jerusalem. These promises must 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 Milwaukee, Cleveland, and Baltimore; to work in 
some fashion with Agnon; and to engage in an intensive process with institutions 
that emerge from local seminars as promising candidates for intensive work. 
Institutions that do so emerge would probably qualify as "prototype-institutions."

b. The im pact o f keeping these promises, over and beyond our maintaining our 
trustworthiness, will include increased awareness among participating institutions 
o f the importance o f serious attention to goals; a measure o f change among some 
participating institutions; the identification o f one or more institutions ready for 
serious change-efforts; a lot o f 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 o f study for CUE 
staff; the identification and cultivation o f a cadre o f 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 o f personnel and our own 
leam ing-cum culum  should have a very high priority. We should not be quick to 
take on more than one or two prototype institutions at the very beginning.
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1. CJJE should design and establish a Center for Philosophy of Jewish Education. 

a. The Center will conduct and disseminate the results of research pertaining to 
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character of a serious goals-agenda. Th.rough such varied activities, it \>,ill place 
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eventually exist in a loosely coupled relationship to CIJE. 
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a. Developing capacity has at least 3 dimensions: a curriculum of study for CIJE 
staff; the identification and cultivation of a cadre of resource-people who will 
work with us; learning more about the narure of the enterprise through work with 
what we have ealled prototype institutions. 

b. In our first stage, the identification and cultivation of personnel and our own 
learning-curriculum should have a very high priority. We should not be quick to 
take on more than one or two prototype institutions at the very hegiomng. 

·3 ·r ·1 -~ ,1 =~1 1rn.:1 11·6 .11- ·1 



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.
(JanuaryJune, '95)

ii. I f  and only if  we have sufficient personnel after meeting 
requirements o f #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 o f Jewish Education — or a project that 
is moving in that direction.

3. We w ill 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 o f learning and tooling 
up.

4. We w ill have planned and engaged in a curriculum o f study designed for CIJE staff (and, i f  
tim ing is right, for some o f the individuals identified as resource-people.

5. We will have identified one or more prototype institutions, either through the local seminars or 
through other means, and we will have assigned some o f our new resource-people to work w ith 
these institutions. We will also have begun to work with the person designated by these 
institutions to work with us.
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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 .. Leaming through prototype institutions 

i. Begin with one or more institutions to which we may have 
preexisting commitments. 
(Januazy-June, '95) 

ii. If and only ifwe have sufficient personnel after meeting 
requirements of #1. 
identify other institutions. (Swnrner '95) 

iii. Identify institutional representatives who will work with CIJE 
(Summer, '95) and hold seminar with them (Fall, '95) 
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1. We \\-ill 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 
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up. 

4. We will have planned and engaged in a: curriculwn of study designed for CIJE staff (and, if 
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through other means, and we will have assigned some of our new resource-people to work Vvith 
these institutions. We will also have begun to work with the person desjgnated by these 
institutions to work with us. 
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SUMMARY OF CONSULTATION CONCERNING GOALS PROJECT 
CAMBRIDGE, MA, FEB. 1995

INTRODUCTION

I'm not sure whether it's physical anthropologists or 
paleontologists who try to turn a hodge-podge of bones that they 
come upon into a dinosaur -- with a few bones left over; but it 
occurred to me tonight that this is the way I feel about the 
effort to reconstruct our discussions. I return to my notes and 
discover a slew of miscellaneous comments, half-comments, 
question-marks, and unintelligible scribblings; and then I do 
what I can to turn them into an something that makes sense, 
probably connecting some elements that may not have been 
connected 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 up reflecting the discussion's content and structure, I'm 
not 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 informed our discussion. I apologize 
in advance for omissions and misinterpretations, but trust that 
our discussion will surface them.

BACKGROUND TO DISCUSSION

Pekarsky's introductory comments concerning the day's agenda 
tied the agenda to some of CIJE's projected and announced 
activities: namely, to work with select institutions on what we 
have been calling a "goals-agenda" . We would like to get clearer 
concerning the nature of this work, with attention to the role 
that what we have been calling "coaches" would play in this 
process. While we are also interested in the possibly very 
fruitful contribution to this effort that might be made by CIJE's 
Monitoring, Evaluation, and Feedback Project, our primary concern 
today focuses on the coaches-issue, as we work towards an 
understanding of the skills, knowledge, qualities of mind, etc. 
that we believe they need; clarity concerning these matters will 
be invaluable in recruitment as well as in determining the 
content, form, and length of their training. If we can emerge 
from the day with a better understanding of such matters, we will 
be better positioned to move ahead. It was also stressed in this 
introduction that the presence of Professors Scheffler and Howard 
offered us with an opportunity revisit, and thereby clarify 
and/or revise, varied basic assumptions that have been at work in 
the project -- assumptions which may, for better or worse, 
profoundly affect the course and success of the enterprise.

Against this background, and in order that all participants 
might start the deliberations with enough pertinent information, 
Pekarsky went on to summarize some basic assumptions of the Goals 
Project, notably, the four following:
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ends up reflecting the discussion's content and structure, I'm 
not 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 informed our discussion. I apologize 
in advance for omissions and misinterpretations, but trust that 
our discussion will surface them. 

BACKGROUND TO DISCUSSION 

Pekarsky's introductory comments concerning the day's agenda 
tied the agenda to some of CIJE's projected and announced 
activities : namely, to work with select institutions on what we 
have been calling a "goals-agenda" . We would like to get clearer 
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1. Educational goals can play an indispensable role in 
guiding our efforts at education. They help us to make 
basic decisions concerning personnel, training, 
pedagogy, curriculum, etc.; and they provide us with a 
basis for evaluating our efforts and rendering us 
accountable for what we do.

2. Jewish education typically suffers from a variety of 
weaknesses in this domain: teaching assignments are 
often made without goals in mind, or with goals so 
vague that they are compatible with most anything; what 
goals there are, are often not understood by or 
compelling to key stake holders (includir.,׳ the 
educators); the avowed goals are often not meaningfully 
embedded in the life of the school, nor is it obvious 
to participants how attainment of these goals is 
connected to any guiding vision 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 (and 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 to enhance their 
understanding of these matters and to see which if any of them 
might be a suitable candidate for entering into a partnership 
with CIJE around a Goals Agenda; c identification of such 
institutions would usher in the 3r stage. Though by the d of 
the Goals Seminar in Jerusalem, mo:.e than one institution 
expressed an interest in moving with us immediately to the third, 
or partnership, stage, we felt that a slower approach made good 
sense for a number of reasons, one of them being that it would 
give us more time to build capacity (in the sense of both 
knowledge-base and personnel.

As we have begun to think about what work with institutions 
might look like, we have tried to articulate some guiding 
principles that might help to clarify what we're after or how we 
might proceed. These have included the following:
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1. The attempt to clarify goals is critically 
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 is also 
crucial that they be led to think carefully about what 
is involved in embedding these goals meaningfully in 
the life of the institution.

2. There are multiple routes to the desiderata 
identified in a), and 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 assessment of local 
circumstances. A process of serious self-study 
(understood in more than one way) would be at the heart 
of the enterprise.

3. Key stake holders - lay, professional, 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 concerns: 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 
"an academic" insistence that they engage in serious study along 
the way.

DISCUSSION-PART I

Goals, Aims, etc. An initial response to Pekarsky's 
presentation focused on its inattention to possibly important 
distinctions between goals (of different kinds), aims, and 
visions (moral and strategic). There was a sense among us that 
making these distinctions explicitly could prove useful -- and 
the distinction between moral and strategic visions turned out to 
play an important role in our discussion (later in the day) 
concerning the role of Goals Project coaches.

Community- and Institutional Visions. Pekarsky's 
introductory comments had distinguished between work with 
institutions and work aimed at responding to an interest 
expressed by many people in addressing issues relating to 
"community-vision". This distinction and the attention paid to 
"community vision" drew a number of helpful responses.

First, although it was rightly stressed that the content of
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a community vision and an institutional vision might be very 
different, 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-visions:

a. the work of institutions in developing guiding 
visions greatly benefits from their being located in 
communities that are actively wrestling with issues of 
vision.

b. Educating institutions (like the one in Atlanta) 
which view themselves as "community institutions" 
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.

c. Seminars of the kind being offered in Milwaukee 
(which 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 vision.

Second, our conversation (joined with earlier discussions) 
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 practice, 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-vision platform might 
well be a proclamation of its commitment to encourage 
its local educating institutions to work towards a 
clear and compelling vision of the kinds of Jewish 
human beings they hope to cultivate through Jewish 
education.

c. A community-vision focused on Jewish education might ־ 
move in two directions (or in a third direction that 
gives place to both of them):

1. Encouraging institutions that foster some 
general, ecumenical conception of a Jewish 
human being.
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2. A pluralistic ideal: encouraging the 
development of institutions, 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 institutions 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 institutions. (A parallel 
was drawn to certain formulations of the 
magnet-school ideal).

3. Encouraging a pluralistic range in the 
spirit of #2, but one thatthat includes 
institutions that try to nurture an 
ecumenical/general citizen vision (of 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 encourage.

The problem of vagueness. Pekarsky's presentation had 
pointed out that the vagueness of the goals proclaimed by 
educating institutions precludes their offering much serious 
guidance. In the discussion it was observed that in another sense 
this vagueness might be functional in that it allows very diverse 
constituencies "to hang together". This comment elicited a 
number of observations concerning the place of vagueness in the 
enterprise:

a) It is often asserted that the effort to get beyond 
vagueness through becoming clearer about what we're 
about would inevitably operate to reduce the population 
of participating constituencies. But is there really 
strong evidence to support this claim? Might it in 
fact be possible to work towards a substantially more 
substantive consensus concerning what we're after 
without pushing aside significant constituencies? Has 
this really been tried --or has the notion that it's 
impossible operated to prevent efforts in this 
direction?

b) It was stressed that community-schools that are 
ecumenical in their orientations are not necessarily 
vague or wishy-washy concerning what they are after and 
what the content of education should be. On the 
contrary, they may be capable of clearly identifying 
bodies of knowledge and skill which all graduates 
should have, e.g., in Jewish history. In response, it 
was suggested that such clarity might be harder to
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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 for an educating institution to define itself as 
deliberately vague or agnostic with respect to certain 
matters (at least so long as it is non-vague across a 
great deal of what it does).

c) An additional point related to vagueness, one not 
made in our meeting, might also be worth noting: while 
vagueness of goals does often leave Jewish education 
without a clear sense of direction, we need to be 
careful not too encourage so much specificy as to rule 
out a measure of creative interpretation 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 institutional settings and questions 
relating to the character of what we've been calling "coaching". 
Discussion began with Daniel Marom's presentation which did two 
major things:

a. it identified five different levels at which issues 
relating to educational goals might be discussed 
(Philosophy; philosophy of education; theories of 
practice; implementation; evaluation).

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 
goals.

Whatever the starting-point, the challenge is to encourage 
participants in the institution to think more carefully about 
what they are doing, what they are trying to do, and what they 
think they should be doing. The level at which one intervenes, 
the parties that one engages, and the questions around which one 
engages them must be determined on a case-by-case basis. Wherever 
one starts, one person suggested, the critical role of the coach 
is to create a level of (stimulating) uncertainty, 
uncomfortableness, or tension among the representatives of an 
institution -- the kind of uncertainty that might call forth 
efforts to inquire thoughtfully about what they are or should be 
about.

This conversation sparked some intriguing conversation 
concerning what is at the heart of the coach's role. Up to now 
we've often spoken of the coach as a kind of resource person 
whose knowledge of strategic options and of varied conceptions of 
the aims of Jewish education make it possible for him/her to 
offer critical insights, suggestions, and teachings, etc. In
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today's conversation, the suggestion was made that we think of 
the coach as a kind of Socratic gadfly whose primary job is to 
raise critical questions concerning what the institution is doing 
or is proposing to do -- questions which provoke intellectual 
tension and serious reflection. Indeed, it was suggested, 
perhaps we should be looking for coaches who can be trained to 
know nothing except how to ask good questions.

It was suggested in this vein that we should be developing 
for coaches a script of seminal questions that they can use, when 
relevant, in stimulating reflection. Such questions might include 
the following: a) What are your aims? b) Since these aims may be 
variously interpreted, can you clarify which you have in mind? c) 
Why are these your aims? d)) What is the relationship between 
what you are trying to achieve and other institutional aims?
d) How will what you are aiming for enter in a meaningful way 
into 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 mission? f) 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 following: a) What are you doing? b) What do you think you're 
doing? c) 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 about it's doing 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 vision"; he or she 
need not have much to offer in the way of strategic vision 
(although it was acknowledged that the decision to take up or not 
to take up a given question, and how to take it up, involved 
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 model. The 
key question on this view is this: what kinds of responses and 
suggestions on the part of the coach are most likely to encourage 
thoughtful attention to basic aims and the way they are and 
should be reflected in an institution's life? In some cases, 
restricting the coach to the gadfly role may prove too limiting.

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 responsibility. Our efforts must 
be primarily focused on encouraging serious reflection concerning 
goals; and "our bet" is that engaging stake holders in an
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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 personnel 
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 into 
institutional 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 feels might forward the goals agenda, letting go of those 
that seem inappropriate and formulating his/her questions in ways 
that cohere with the goals-agenda.

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 rhetoric".
Such rhetoric might include the following elements: 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 doing; 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 institutions (on the gadfly 
model) might involve creating special seminars/workshops 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 questions: 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? c) 
should we be trying to cultivate a very small cadre of coaches 
(or is it "facilitators") with whom we can share our back-stage 
uncertainties, or should we be trying to work with a 
significantly larger group? There was disagreement concerning 
such matters, and we agreed to return to them.
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WORKING WITH INSTITUTIONS:
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutions around 
goals-agenda. Its guiding convictions are:

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

2. In Jewish educating institutions, as in many others, 
there is inadequate attention to goals. All too often, 
one or more of the following obtain: goals are absent 
or too vague to offer any guidance; they are 
inadequately represented in practice; they are not 
understood or identified with in any strong way by key- 
stake holders; they are not grounded in some conception 
of a meaningful Jewish life which would justify their 
importance.

Goals Project work with institutions would focus on remedying 
these deficiencies. The following discussion tries to explain 
the presuppositions and the nature of this work.

WORK WITH INSTITUTIONS

Presuppositions. ClJE's work with institutions around a 
Goals Agenda is informed by a number of critical assumptions, 
including the following:

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, element in the process.
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c. A coach identified and cultivated by CIJE will work 
with the institution around the Goals Agenda. (The 
work of the coach is described more fully below.)

d. The institution 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 plan.

e. The institution's Lead Team will be invited to 
participate in seminars, v.v-rkshops, 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 institutions 
engaged in similar efforts at improvement.

f. There is no one strategy for encouraging fruitful 
wrestling with goals-related issues. Whether to begin 
with lay leaders, with parents, with the principal 
and/or with teachers; whether to start with mission- 
statement, curriculum, and/or evaluation -- such 
matters need to be decided on a case-by-case basis by 
the institution's lead-team in consultation with CIJE.

The heart of the work. The essence of the work that will 
done with institutions under the auspices of the Goals Project 
has three dimensions:

1. A serious, multi-faceted examination of the way 
goals do and don't fit into the institution's efforts 
at present. This phase of the work is designed to 
identify the institution's challenges by highlighting 
weaknesses: for ex ־ ־ .pie, 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 deliberation. Stake holders engage in 
a thoughtful effort to wrestle with the uncertainties 
and challenges identified through #1. This effort 
includes a serious effort to clarify their fundamental 
educational priorities, through a process that includes 
wrestling with issues of Jewish content. Materials 
emanating from the Mandel Institute's Educated Jew
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Project will be invaluable to this effort. This stage
will give rise to basic decisions concerning what 
needs to be accomplished.

3. The institution determines what needs to happen and 
be done in order that the basic decisions articulated 
in #2 can be accomplished. Strategies need to be
developed and then implemented.

4. The effort to implement needs to be carefully 
monitored and the outcomes evaluated. This is 
indispensable if there is to be learning and a chance 
of serious mid-course corrections in aims and/or 
strategies.

The work of the coach. The coach is involved in all phases 
of this work. The coach works with key constituencies 
(separately and sometimes together) and wears a number of hats: 
he or she is sometimes a consultant on questions of strategy; 
sometimes a bridge to extra-institutional resources that are
necessary to the effort; sometimes a thoughtful critic of 
directions for change that are proposed. In these and in other 
matters, the coach's primary job is to help the institution get 
clearer about its primary goals and their relationship to 
practice.

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

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

2. Are the avowed goals (as articulated or implicit in these 
different ways) clear or are they very vague? Do the 
participants understand what they mean and entail?

3. Are the various avowed goals mutually consistent?

4. Do the key stake holders - lead-educators, parents, and
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(separately and sometimes together) and wears a number of hats : 
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3. Are the various avowed goals mutually consistent? 

4. Do the key stake holders - lead-educators , parents , 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 will accomplishing them help make 
the life of the student as a Jewish human being more meaningful 
in the short- and/or long-run?

6. Are the goals anchored in an underlying vision of a meaningful 
Jewish existence? Can the stake holders flesh out the vision that 
is implicit in the goals they have identified as important?

7.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 extent are the avowed goals actually 
reflected in the life of the institution - in its social 
organization, in its pedagogy, in what happens in classrooms, 
etc. ?

9. To what extent are the goals achieved? To what extent are 
actual educational outcomes consistent with the goals?

10. If you were serious about Goal X or Y, what would you need 
to do in order to have a realistic shot at accomplishing it?

teachers - really believe in these goals? 

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

6. Are the goals anchored in an underlying vision of a meaningful 
Jewish existence? Can the stake holders flesh out the vision that 
is implicit in the goal s they have identified as important? 

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 extent are the avowed goals actually 
reflected in the life of the institution - in its social 
organization, in its pedagogy, in what happens in classrooms, 
etc.? 

9. To what extent are the goals achieved? To what extent are 
actual educational outcomes consistent with the goals? 

10 . If you were serious about Goal X or Y, what would you need 
to do in order to have a realistic shot at accomplishing it? 



SUMMARY OF CONSULTATION CONCERNING GOALS PROJECT 
CAMBRIDGE, MA, FEB. 1995

INTRODUCTION

I'm not sure whether it's physical anthropologists or 
paleontologists who try to turn a hodge-podge of bones that they 
come upon into a dinosaur -- with a few bones left over; but it 
occurred to me tonight that this is the way I feel about the 
effort to reconstruct our discussions. I return to my notes and 
discover a slew of miscellaneous comments, half-comments, 
question-marks, and unintelligible scribblings; and then I do 
what I can to turn them into an something that makes sense,
probably connecting some elements that may not have been 
connected 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 up reflecting the discussion's content and structure, I'm 
not 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 informed our discussion. I apologize
in advance for omissions and misinterpretations, but trust that
our discussion will surface them.

BACKGROUND TO DISCUSSION

Pekarsky's introductory comments concerning the day's agenda 
tied the agenda to some of CIJE's projected and announced 
activities: namely, to work with select institutions on what we 
have been calling a "goals-agenda". We would like to get clearer 
concerning the nature of this work, with attention to the role 
that what we have been calling "coaches" would play in this 
process. While we are also interested in the possibly very 
fruitful contribution to this effort that might be made by CIJE's 
Monitoring, Evaluation, and Feedback Project, our primary concern
today focuses on the coaches-issue, as we work towards an
understanding of the skills, knowledge, qualities of mind, etc. 
that we believe they need; clarity concerning these matters will 
be invaluable in recruitment as well as in determining the 
content, form, and length of their training. If we can emerge 
from the day with a better understanding of such matters, we will
be better positioned to move ahead. It was also stressed in this 
introduction that the presence of Professors Scheffler and Howard 
offered us with an opportunity revisit, and thereby clarify 
and/or revise, varied basic assumptions that have been at work in 
the project -- assumptions which may, for better or worse,
profoundly affect the course and success of the enterprise.

Against this background, and in order that all participants
might start the deliberations with enough pertinent information, 
Pekarsky went on to summarize some basic assumptions of the Goals 
Project, notably, the four following:
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1. Educational goals can play an indispensable role in 
guiding our efforts at education. They help us to make 
basic decisions concerning personnel, training, 
pedagogy, curriculum, etc.; and they provide us with a 
basis for evaluating our efforts and rendering us 
accountable for what we do.

2. Jewish education typically suffers from a variety of
weaknesses in this domain: teaching assignments are
often made without goals in mind, or with goals so 
vague that they are compatible with most anything; what 
goals there are, are often not understood by or 
compelling to key stake holders (including the 
educators); the avowed goals are often not meaningfully 
embedded in the life of the school, nor is it obvious 
to participants how attainment of these goals is 
connected to any guiding vision 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 (and 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 to enhance their 
understanding of these matters and to see which if any of them 
might be a suitable candidate for entering into a partnership 
with CIJE around a Goals Agenda; c) identification of such 
institutions would usher in the 3rd stage. Though by the end of 
the Goals Seminar in Jerusalem, more than one institution 
expressed an interest in moving with us immediately to the third, 
or partnership, stage, we felt that a slower approach made good 
sense for a number of reasons, one of them being that it would 
give us more time to build capacity (in the sense of both 
knowledge-base and personnel.

As we have begun to think about what work with institutions 
might look like, we have tried to articulate some guiding 
principles that might help to clarify what we're after or how we 
might proceed. These have included the following:
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1. The attempt to clarify goals is critically 
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 is also 
crucial that they be led to think carefully about what 
is involved in embedding these goals meaningfully in 
the life of the institution.

2. There are multiple routes to the desiderata 
identified in a), and 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 assessment of local 
circumstances. A process of serious self-study 
(understood in more than one way) would be at the heart 
of the enterprise.

3. Key stake holders - lay, professional, 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 concerns: 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 
"an academic" insistence that they engage in serious study along 
the way.

DISCUSSION-PART I

Goals, Aims, etc. An initial response to Pekarsky's 
presentation focused on its inattention to possibly important 
distinctions between goals (of different kinds), aims, and 
visions (moral and strategic). There was a sense among us that 
making these distinctions explicitly could prove useful -- and 
the distinction between moral and strategic visions turned out to 
play an important role in our discussion (later in the day) 
concerning the role of Goals Project coaches.

Community- and Institutional Visions. Pekarsky's 
introductory comments had distinguished between work with 
institutions and work aimed at responding to an interest 
expressed by many people in addressing issues relating to 
"community-vision". This distinction and the attention paid to 
"community vision" drew a number of helpful responses.

First, although it was rightly stressed that the content of

1. The attempt to clarify goals is critically 
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 is also 
crucial that they be led to think carefully about what 
is involved in embedding these goals meaningfully in 
the life of the institution. 

2 . There are multiple routes to the desiderata 
identified in a), and 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 assessment of local 
circumstances. A process of serious self-study 
(understood in more than one way) would be at the heart 
of the enterprise. 

3. Key stake holders - lay, professional, 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 concerns : 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 
"an academic" insistence that they engage in serious study along 
the way. 

DISCUSSION-PART I 

Goals, Aims, etc. An initial response to Pekarsky's 
presentation focused on its inattention to possibly important 
distinctions between goals (of different kinds), aims, and 
visions (moral and strategic) . There was a sense among us that 
making these distinctions explicitly could prove useful -- and 
the distinction between moral and strategic visions turned out to 
play an important role in our discussion (later in the day) 
concerning the role of Goals Project coaches. 

Community- and Institutional Visions. Pekarsky's 
introductory comments had distinguished between work with 
institutions and work aimed at responding to an interest 
expressed by many people in addressing issues relating to 
"community-vis ion" . This distinction and the attention paid to 
"community vision" drew a number of helpful responses . 

First, although it was rightly stressed that the content of 



a community vision and an institutional vision might be very
different, 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 comnranity-visions:

a. the work of institutions in developing guiding 
visions greatly benefits from their being located in 
communities that are actively wrestling with issues of
vision.

b. Educating institutions (like the one in Atlanta) 
which view themselves as "community institutions" 
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.

c. Seninars of the kind being offered in Milwaukee 
(which 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 vision.

Second, our conversation (joined with earlier discussions) 
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 practice, 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-vision platform might 
well be a proclamation of its commitment to en;ourage 
its local educating institutions to work towards a 
clear and compelling vision of the kinds of Jewish 
human beings they hope to cultivate through Jewish 
education.

c. A community-vision focused on Jewish education might ־
move in two directions (or in a third direction that
gives place to both of them):

1. Encouraging institutions that foster some 
general, ecumenical conception of a Jewish
human being.
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2. A pluralistic ideal: encouraging the 
development of institutions, 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 institutions 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 institutions. (A parallel 
was drawn to certain formulations of the 
magnet-school ideal).

3. Encouraging a pluralistic range in the
spirit of #2, but one thatthat includes 
institutions that try to nurture an 
ecumenical/general citizen vision (of 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 encourage.

The problem of vagueness. Pekarsky's presentation had 
pointed out that the vagueness of the goals proclaimed by 
educating institutions precludes their offering much serious 
guidance. In the discussion it was observed that in another sense 
this vagueness might be functional in that it allows very diverse 
constituencies "to hang together". This comment elicited a 
number of observations concerning the place of vagueness in the 
enterprise:

a) It is often asserted that the effort to get beyond 
vagueness through becoming clearer about what we're 
about would inevitably operate to reduce the population 
of participating constituencies. But is there really 
strong evidence to support this claim? Might it in 
fact be possible to work towards a substantially more 
substantive consensus concerning what we're after 
without pushing aside significant constituencies? Has 
this really been tried --or has the notion that it's 
impossible operated to prevent efforts in this 
direction?

b) It was stressed that community-schools that are 
ecumenical in their orientations are not necessarily 
vague or wishy-washy concerning what they are after and 
what the content of education should be. On the 
contrary, they may be capable of clearly identifying 
bodies of knowledge and skill which all graduates 
should have, e.g., in Jewish history. In response, it 
was suggested that such clarity might be harder to
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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 for an educating institution to define itself as 
deliberately vague or agnostic with respect to certain 
matters (at least so long as it is non-vague across a 
great deal of what it does).

c) An additional point related to vagueness, one not 
made in our meeting, might also be worth noting: while 
vagueness of goals does often leave Jewish education 
without a clear sense of direction, we need to be 
careful not too encourage so much specificy as to rule 
out a measure of creative interpretation 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 institutional settings and questions 
relating to the character of what we've been calling "coaching". 
Discussion began with Daniel Marom's presentation which did two 
major things:

a. it identified five different levels at which issues 
relating to educational goals might be discussed 
(Philosophy; philosophy of education; theories of 
practice; implementation; evaluation).

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 
goals.

Whatever the starting-point, the challenge is to encourage 
participants in the institution to think more carefully about 
what they are doing, what they are trying to do, and what they 
think they should be doing. The level at which one intervenes, 
the parties that one engages, and the questions around which one 
engages them must be determined on a case-by-case basis. Whe ever 
one starts, one person suggested, the critical role of the c ach 
is to create a level of (stimulating) uncertainty, 
uncomfortableness, or tension among the representatives of an 
institution -- the kind of uncertainty that might call forth 
efforts to inquire thoughtfully about what they are or should be 
about.

This conversation sparked some intriguing conversation 
concerning what is at the heart of the coach's role. Up to now 
we've often spoken of the coach as a kind of resource person 
whose knowledge of strategic options and of varied conceptions of 
the aims of Jewish education make it possible for him/her to 
offer critical insights, suggestions, and teachings, etc. In
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today's conversation, the suggestion was made that we think of 
the coach as a kind of Socratic gadfly whose primary job is to 
raise critical questions concerning what the institution is doing 
or is proposing to do -- questions which provoke intellectual 
tension and serious reflection. Indeed, it was suggested, 
perhaps we should be looking for coaches who can be trained to 
know nothing except how to ask good questions.

It was suggested in this vein that we should be developing 
for coaches a script of seminal questions that they can use, when 
relevant, in stimulating reflection. Such questions might include 
the following: a) What are your aims? b) Since these aims may be
variously interpreted, can you clarify which you have in mind? c)
Why are these your aims? d)) What is the relationship between 
what you are trying to achieve and other institutional aims?
d) How will what you are aiming for enter in a meaningful way 
into 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 mission? f) 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 following: a) What are you doing? b) What do you think you're
doing? c) 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 about it's doing 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 vision"; he or she 
need not have much to offer in the way of strategic vision 
(although it was acknowledged that the decision to take up or not 
to take up a given question, and how to take it up, involved 
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 model. The 
key question on this view is this: what kinds of responses and 
suggestions on the part of the coach are most likely to encourage 
thoughtful attention to basic aims and the way they are and 
should be reflected in an institution's life? In some cases, 
restricting the coach to the gadfly role may prove too limiting.

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 responsibility. Our efforts must 
be primarily focused on encouraging serious reflection concerning 
goals; and "our bet" is that engaging stake holders in an
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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 personnel 
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 into 
institutional 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 feels might forward the goals agenda, letting go of those 
that seem inappropriate and formulating his/her questions in ways 
that cohere with the goals-agenda.

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 rhetoric".
Such rhetoric might include the following elements: 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 doing; 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 institutions (on the gadfly 
model) might involve creating special seminars/workshops 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 questions: 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? c) 
should we be trying to cultivate a very small cadre of coaches 
(or is it "facilitators") with whom we can share our back-stage 
uncertainties, or should we be trying to work with a 
significantly larger group? There was disagreement concerning 
such matters, and we agreed to return to them.
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WORKING WITH INSTITUTIONS: 
THE GOALS PROJECT AGENDA

INTRODUCTION

The CIJE proposes to work with select institutions around 
goals-agenda. Its guiding convictions are:

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

2. In Jewish educating institutions, as in many others, 
there is inadequate attention to goals. All too often, 
one or more of the following obtain: goals are absent 
or too vague to offer any guidance; they are 
inadequately represented in practice; they are not 
understood or identified with in any strong way by key-
stake holders; they are not grounded in some conception 
of a meaningful Jewish life which would justify their 
importance.

Goals Project work with institutions would focus on remedying 
these deficiencies. The following discussion tries to explain
the presuppositions and the nature of this work.

WORK WITH INSTITUTIONS

Presuppositions. CIJE's work with institutions around a 
Goals Agenda is informed by a number of critical assumptions,
including the following:

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, element in the process.
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c. A coach identified and cultivated by CIJE will work 
with the institution around the Goals Agenda. (The 
work of the coach is described more fully below.)

d. The institution 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 plan.

e. The institution's Lead Team will be invited to 
participate in seminars, workshops, 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 institutions 
engaged in similar efforts at improvement.

f. There is no one strategy for encouraging fruitful 
wrestling with goals-related issues. Whether to begin 
with lay leaders, with parents, with the principal 
and/or with teachers; whether to start with mission- 
statement, curriculum, and/or evaluation -- such 
matters need to be decided on a case-by-case basis by 
the institution's lead-team in consultation with CIJE.

The heart of the work. The essence of the work that will 
done with institutions under the auspices of the Goals Project 
has three dimensions:

1. A serious, multi-faceted examination of the way 
goals do and don't fit into the institution's efforts 
at present. This phase of the work is designed to 
identify the institution'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 deliberation. Stake holders engage in 
a thoughtful effort to wrestle with the uncertainties 
and challenges identified through #1. This effort 
includes a serious effort to clarify their fundamental 
educational priorities, through a process that includes 
wrestling with issues of Jewish content. Materials 
emanating from the Mandel Institute's Educated Jew
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Project will be invaluable to this effort. This stage 
will give rise to basic decisions concerning what 
needs to be accomplished.

3. The institution determines what needs to happen and 
be done in order that the basic decisions articulated 
in #2 can be accomplished. Strategies need to be
developed and then implemented.

4. The effort to implement needs to be carefully 
monitored and the outcomes evaluated. This is 
indispensable if there is to be learning and a chance 
of serious mid-course corrections in aims and/or
strategies.

The work of the coach. The coach is involved in all phases 
of this work. The coach works with key constituencies 
(separately and sometimes together) and wears a number of hats: 
he or she is sometimes a consultant on questions of strategy; 
sometimes a bridge to extra-institutional resources that are 
necessary to the effort; sometimes a thoughtful critic of 
directions for change that are proposed. In these and in other 
matters, the coach's primary job is to help the institution get 
clearer about its primary goals and their relationship to 
practice.

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

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

2. Are the avowed goals (as articulated or implicit in these 
different ways) clear or are they very vague? Do the 
participants understand what they mean and entail?

3. Are the various avowed goals mutually consistent?

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

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

6. Are the goals anchored in an underlying vision of a meaningful 
Jewish existence? Can the stake holders flesh out the vision that 
is implicit in the goals they have identified as important?

7.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 extent are the avowed goals actually 
reflected in the life of the institution - in its social 
organization, in its pedagogy, in what happens in classrooms, 
etc. ?

9. To what extent are the goals achieved? To what extent are 
actual educational outcomes consistent with the goals?

10. If you were serious about Goal X or Y, what would you need 
to do in order to have a realistic shot at accomplishing it?
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SUMMARY OF CIJE STAFF MEETING ON GOALS PROJECT (with Seymour Fox and 
Annette Hochstein), New York Nov. 1994

This purpose of this meeting was to arrive at a 1995 Work Plan for the Goals Project thai 

is anchored in an adequate conception of the project. The meeting began with a status-report that 

focused on three matters: a) outgrowths of the Jerusalem Seminar, with special attention to 
developments in the represented communities; b) the October plan, developed by the core CIJE 

staff in October, 1994; and c) recent conversations between Pekarsky, Fox, and Marom which 

suggested considerations to be considered in our review of the October Plan and the overall 

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 c), 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 there 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 October meetings) and 

the work of 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 Project has identified five intimately inter- 

related 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 which of these levels does the October Plan operate? Optimally, at what levels should we be
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operating?

EXAMINING THE GOALS PROJECT AGENDA THROUGH "FOX-LENSES"

This examination began with Pekarsky offering two different accounts of what Goals 

Project "success" might look like. A) The first, prompted by a comment by Annette Hochstein in 

the first part of the day, set forth some very general long-term goals (that were not, at least by 

design, tied to the October plan.
B) The second identified what success might look like if we fully exploited the potentialities of 

the October-plan.

Aו General long-term goals - three were identified:

1. Increasing numbers of institutions organized around a goals-agenda that 

includes serious wrestling with issues of content.

2. Heavy emphasis in communal planning processes on the place of goals in 

Jewish education.

3. A National Center for the Study and Development of Goals for Jewish 

Education (or the "Center for Research in the Philosophy of Jewish Education").

The Center would:

a) conduct original research concerning the goals of Jewish 

education, as well as concerning implementation, and evaluation.
Such work might, for example, include a Jewish version of the two 

HORACE books or Carnegie’s "The Future As History" chapter;

b) develop strategies to disseminate its research findings in ways 

likely to make an impact;

c) educate key professional and lay constituencies concerning 

matters pertaining to the goals-agenda;

d) develop and make available expertise that will inform the efforts 

of communities and institutions that seek to become more 

adequately organized around a goals-agenda.

EH What would success look like for the October Plan?

1. Case-studies of institutional efforts to become better organized around a goals- 

agenda.
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B) What would success look like for the October Plan2 

con ·,1 

1. Case-studies of institutional efforts to become better organized around a goals
agenda. 



2. Out of the first-order work in institutions and its analysis in the case-studies, we 
would acquired an articulated body of lore that includes:

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;

c. 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 kind 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 involved in helping institutions 

become better organized around a Goals agenda.

5. From among the institutions identified in #1, a community of partnered 

institutions each engaged in a goals-agenda and offering their experiences and 

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, film, 

conferences for different constituencies, etc.
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concerning the importance of the goals agenda, of its feasibility, of work being 
done in this area. This dissemination to be accomplished via publications, film. 
conferences for different constituencies, etc. 



MEF AND THE EDUCATED JEW PROJECT IN THE FULL-BLOWN OCTOBER-PLAN

Monitoring. Evaluation and Feedback. MEF could contribute to the development of the 

October Plan in a number of ways:

1. MEF could be responsible for the case-studies;

2. MEF could be invited to develop the instruments to be used to assess current

reality at the outset of a goals-process and the outcomes of having engaged in this 

process;

3. MEF could be invited to do the assessments described in #2.

The Educated Jew Project. Were CIJE to proceed with the October Plan, the Educated

Jew Project could make a number of important contributions including the following:

1. Asking the Rosenzweigian questions. Not immersed in having to address ־  and 

possibly be compromised by * day-to-day political realities, the Educated Jew 

staff could help CIJE keep focused 011 some of the basic questions and concerns 

that are at the heart the Goals Project.

2. The Educated Jew staff could prove invaluable in cur efforts to cultivate 

resource-people for our project or to educate other constituencies.

3. The Educated Jew staff may be able to offer valuable expertise to the 3 to 5 

prototype-institutions identified in the October Plan.

4. The Educated Jew Project's papers on the Educated Jew could prove valuable 

resources to the 3 to 5 prototype institutions. Conceivably, if there is a clear need, 

the Educated Jew Project could be invited to commission additional papers that 

address issues that are particularly sensitive in the American Jewish community — 

for example, those dealing with the role of women in Jewish life.
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Monitoring, Evaluation and Feedback. MEF could contribute to the development of the 
October Plan in a number of ways: 

1. MEF could be responsible for the case-studies; 

2. rvfEF could be invited to develop the instruments to be used to assess current 
reality at the outset of a goals-process and the outcomes of having engaged in this 
process; 

3. MEF could be invited to do the assessments described in #2. 

The Educated Jew Proiect. Were CIJE to proceed Vvith the October Plan, the Educated 
Jew Project could make a number of important contributions including the following: 

1. Asking the Rosen~eigian questions. Not immersed in having to address - and 
possibly be compromised by - day-to-day political realities. the Educated Jew 
staff could help CIJE keep focused on some of the basic questions and concerns 
that are at the heart the Goals Project. 

2. The Educated Jew staff could prove invaluable in c·z efforts to cultivate 
resource-people for our project or to educate other constituem:ies. 

3. The Educated Jew staff may be able to offer valuable expertise to the 3 to 5 
prototype-institutions identified in the October Plan. 

4. The Educated Jew Project's papers on the Educated Jew could prove valuable 
resources to the 3 to 5 prototype institutions. Conceivably, if there is a clear need, 
the Educated Jew Project could be invited to commission additional papers that 
address issues that are particularly sensitive in the American Jewish community -
for example, those dealing v.-ith the role of women in Jewish life. 
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DISCUSSION

Our discussion took place against the general background defined the matters discussed 

above. Below I summarize some of the major themes and decisions that emerged in our 

discussion, and then I conclude with a draft of a work-plan that tries to be faithful to the spirit of 
our deliberations.

1. Supplementing our resources.

The comment was made that CIJE, and the Goals Project in particular, should identify 

and make maximal use of available resources that exist outside the immediate CIJE orbit. We 

should, it was suggested, make a careful inventory of such resources/opportunities. Such an 

inventory would include such individuals and institutions as Israel Scheffler, Mike Smith, and 

the Wexner Heritage Foundation. There seemed to be significant interest in exploring the last of; 
the possibilities.

2. The Center-idea.

Excitement and anxietv. It became clear in our conversation that many of the tilings 

identified as central to our October-plan could be folded into the work of the Center discussed in 

the larger conception defined by 3 long-term goals. There also seemed to be considerable 

excitement about such a Center as a home for various Goals-related efforts. But at the same time 

as the fairly comprehensive agenda identified in preceding discussion seemed exciting, it 

provoked some serious concern. The work defined this agenda is, to say the least, substantial ״  

it is much more than CIJE can reasonably take on, given its current shape and priorities. Two 

nightmares threaten: 1) that we don't do all that the agenda calls for and end up doing a mediocre, 

or radically circumscribed, or otherwise disappointing job; 2) that we allow the Goals Project to 

"take over" the energies of CIJE, thus distorting the overall character and direction of the 

enterprise.

The spinning-off idea. Neither of these options being acceptable, and in the tradition of 

the Mandel Institute, it was suggested that the Goals Project agenda might best be carried 

through if it was "released" from CIJE and given a quasi-autonomous status (with strong ties of 

various kinds to CIJE). This Center would draw on some of the expertise and resources currently 

invested in CIJE, but it would also develop ties with, and seek out resources from, other 

institutions and individuals.

Of particular interest was the suggestion that such a Center could be established, in 

cooperation with CUE and the Mandel Institute, at Harvard. So interesting was this possibility 

that Seymour suggested testing out with Israel Scheffler at the end of the week.

Project or Center. There was in this connection some discussion of whether it might be 

wiser, in our conversations with Harvard, initially to speak in terms of a project that might 

eventually rise to a Center. This project would in its initial stages focus on 1) furthering and 

studying our work with a select number of prototype institutions: 2) identifying and educating
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and make maximal use of available resources that exist outside the immediate CIJE orbit. We 
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nightmares threaten: l) that we don't do all that tlie agenda calls for and end up doing a mediocre, 
or radically circumscribed, or otherwise disappointing job; 2) that we allow the Goals Project to 
"take over" the energies of CIJE, thus distorting the overall character and direction of the 
enterprise. 

The spjnning-off idea. Neither of these options being acceptable, and in the ttadition of 
the :\,1andel fnstitute, it was suggested that the Goals Project agenda might best be carried 
through if it was "released" from CUE and given a quasi-autonomous status (with strong ties of 
various kinds to CIJE). This Center would draw on some of the expertise and resources currently 
invested in CIJE, but it would also develop ties v.ith, and seek out resources from, other 
institutions and individuals. 

Of particular interest was the suggestion that such a Center could be established. in 
cooperation with CIJE and the Mandel Institute, at Harvard. So interesting was this possibility 
that Seymour suggested testing out with Israel Scheffler at the end oi the week. 

Proiect or Center, There was in this connection some discussion of whether it might be 
wiser, in our conversations with Harvard, initially to speak in terms of a project that might 
eventually rise to a Center. This project would in its initial stages focus on 1) furthering and 
studying our work with a select number of prototype institutions: 2) identifying and educating 
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personnel that would work with such institutions; 3) the development of our own learning- 

curriculum.

A limited initial apenda. As the preceding paragraph suggests, whether called initially a 

Center or a Project, it is not necessary - and probably not desirable - for the new entity to take on 

"a full plate" from the very beginning. On the contrary, it might initially focus on only of die 
efforts that might eventually define its character. But it would be important to view these initial 

efforts, however r. arrow, in relation the larger plan of action.

Is an independent Center in our interests? It should be noted that while the idea of 

working towards a quasi-autonomous Center seemed of interest, at various points reservations 

were expressed. We should, it was implied, proceed with caution, with attention to the 

possibility that spinning-off the Center might not be in the best interests of CIJE.

Parallel centers. It was suggested that the model under discussion — spinning off a CIJE 

effort and turning it into a quasi-independent satellite-center with strong ties to CIJE — might in 

the long run also be the way to approach efforts like Monitoring and Evaluation and Educational 

Leadership. The thrust of tills approach is to keep CIJE as a planning and catalyzing institution 

that does not get bogged down in implementation of the initiatives it helps to bring into being.

3. Who could serve as adequate coaches/resource persons to institutions embarked on a change-

process?

One possibility presented at the seminar is that CIJE work with "coaches" who are 

themselves appointed by and representatives of the institutions that are embarked on the change- 

process. While this would enormously simplify our work in that vve would not have to seek out a 

cadre of coaches, the suggestion was countered with the observation that it is unlikely that most 

such institutionally-appointed coaches would be in a position to help their institutions with the 

content-side of the goals agenda. In response, it was suggested that maybe we need to be 

thinking in terms of two kinds of coaches ~  an institutional representative skilled in process- 

issues, and a more content-oriented person that CIJE cultivated (folks like Bieler and Gribbetz, 

Marom).

4. Working with Institutions: at what level does one begin?

It was reiterated that forwarding the Goals-agenda does not require beginning at die level 

of "philosophy of education.” While efforts at the latter level are important for Jewish education, 

in any given institution the process might well begin at other levels e.g. with their Bible 

curriculum. Where one begins would need to be decided on a case-by-case basis.

5. Inventory of outstanding commitments.
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"a full plate" from the very beginning. On the contrary, it might initially focus on only of the 
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working towards a quasi-autonomous Center seemed of interest, at various points reservations 
were expressed. We sl:ould, it was implied, proceed with caution, with attention to the 
possibility that spinning-off the Center might not be in the best interests of CIJE. 

Parallel centers It was suggested that the model under discussion -- spinning off a CIJE 
effort and turning it into a quasi-independent satellite-center with strong ties to CIJE -- might in 
the long nm also be the way to approach efforts like Monitoring and Evaluation and Educational 
Leadership. The thrust of this approach is to keep CIJE as a planning and catalyzing institution 
that does not get bogged down in implementation of the initiatives it helps to bring into being. 

3. \Vho could serve as adequate coaches/resource persons to institutions embarked on a change
pro:::ess? 

One possibility presented at the seminar is Uiat CIJE work with 11coaches" who are 
themselves appointed by and representatives of the institutions that are embarked on the change
process. While this would enormously simplify our work in that we would not have to seek out a 
cadre of coaches, the suggestion was countered with the observation that it is unlikely that most 
such institutionally-appointed coaches would be in a position to help their institutions with the 
content-side of the goals agenda. In response, it was st1ggested that maybe we need to be 
thinking in terms of tvvo kinds of coaches -- an institutional representative skilled in process
issues. and a more content-oriented person that CUE cultivated (folks like Bieler and Gribbetz, 
Marom). 

4. Working with Institutions: at what level does one begin? 

It was reiterated that forwarding the Goals-agenda does not require beginning at the level 
of "philosophy of education." Wbile efforts at the latter level are important for Jewish education, 
in any given instirution the process might well begin at other levels e.g. ·with their Bible 
curriculum. Where one begins would need to be decided on a case-by-case basis. 

5. Inventory of outstanding commitments. 
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While we did not feel that our enterprise could be shaped by pre-existing commitments, 
these commitments need to be honored; and the challenge is to honor them in a way that will 
forward our own agenda. These outstanding commitments include the following:

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??

c. Possible involvement with Cleveland's Goals Seminar

d. Helping to launch Baltimore's Goals Seminars in the spring (with possible 

additional expectations flowing out of last summer's promises).

e. 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.

a. The Atlanta JCC Camp.

b. The Baltimore congregational program.'

c. The new Atlanta Day School possibility.
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While we did not feel that our enterprise could be shaped by pre-existing commitments, 
these commitments need to be honored; and the challenge is to honor them in a way that will 
forward our own agenda. These outstanding commitments include the following: 
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"graduates" of the seminar that meet our standards for participation at this next 
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additional expectations flowing out of last summer's promises). 

e. Milwaukee's JCC?? 

f. Some kind of support to Toren's efforts in Cleveland to develop a goals-agenda 

with two congregational programs. 
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PEKARSKY'S TAKE ON] THE SENSE OF THE GROUP: BASIC DECISIONS

1. CIJE 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 will 

educate varied lay and professional constituencies concerning 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 role is to strategize, design, enable, and create this Center, which will 

eventually exist in a loosely coupled relationship to CIJE.

2. CIJE has promises to keep ״  particularly to communities that participated in the Goals 

Seminar this summer in Jerusalem. These promises must 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 Milwaukee. Cleveland, and Baltimore; to work in 

some fashion with Agnon; and to engage in an intensive process with institutions 

that emerge from local seminars as promising candidates for intensive work. 

Institutions that do so emerge would probably qualify as "prototype-institutions."

b. The impact of keeping these promises, over and beyond our maintaining our 

trustworthiness, 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 CIJE 

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-curriculum should have a very high priority. We should not be quick to 

take on more than one or two prototype institutions at the very beginning.
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a. Developing capacity has at least 3 dimensions: a curriculum of study for CIJE 
staff; the identification and cultivation of a cadre of resource-people who will 
work with us; learning more about the narure 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 ovm 
learning-curriculum should have a very high priority. \Ve should not be quick to 
take on more than one or two prototype institutions at the very heginning. 
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GOALS PROJECT WORK PLAN FOR 1995

1. Establishment of the Center for the Philosophy of Jewish Education.

a. Initial conversations between Harvard, Mandel Institute, and CIJE. (Dec. 1994)

b. Flesh out conception of the Center, the stages through which it would develop, 

and its initial assignments. (January, 1995)

c. Develop funding support for the Center.

2. Honoring outstanding commitments.

a. Four Milwaukee Seminars (January - May, 1995)

b. Participation as planners and possibly as resources in the Cleveland seminar 

(Dec.'94 - June '95)

c. Help launch the Baltimore seminars (spring, '95)

d. Meet with Agnon to conceptualize and to help them begin to implement a 

goals-agenda. (Jan. - May 1995)

e. Consult to Toren in his efforts to enter into Goals-focused relationships with 

local educating institutions, (as needed)

f. Identifying "prototype-institutions" from among those participating in local 

seminars and/or other institutions — i.e., institutions we are prepared to work with 

intensively (June, 1995). Begin work with these institutions in September 1995.

3. Building capacity

a. Conceptualizing and planning our own leaming-curriculum (Nov.-Dee., 1994)

b. Resource persons

i. Identification of 5 to 20 promising individuals (Dec., '94)

ii. Recruitment of these individuals (Jan.'95)

iii. Development of a summer-seminar for these individuals (Feb. 

and March, ’95)
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a. Initial conversations between Harvard, Mandel Institute, and CUE. (Dec. 1994) 
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a. Conceprualizing and planning our ov.'Il learning-curriculum (Nov.-Dec., 1994) 

b. Resource persons 

i_ Identification of 5 to 20 promising individuals (Dec., '94) 

ii. Recruitment of these individuals (Jan.;95) 

iii. Development of a summer-seminar for these individuals (Feb. 
and March, '95) 

·3·p·1 ·~ lt:~t (l'd.:llt6 .ll-



iv. Summer Semina! 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.

(JanuaryJune, '95)

ii. 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 9 5 :׳

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 tooling 

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 or more prototype institutions, either through the local seminars 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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iv. Summer Seminar for CIJE staff and for resource persons (July 
'95) 

v. Pair resource-persons with prototype institutions (July, '95) 

vi. W'inter-seminar with resource-persons (Dec.95) 

c .. Leaming through prototype institutions 

i. Begin with one or more institutions to which we may have 
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(January1 June, '95) 

ii. If and only if we have sufficient personnel after meeting 
requirements of #1, 
identify other institutions. (Swnmer '95) 

iii. Identify institutional representatives who will work with CIJE 
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2. We will have established the Center for the Philosophy of Jewish Education -- or a project that 
is moving in that direction. 
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up. 

4. We will have planned and engaged in a curriculum of study designed for CIJE staff (and, if 
timing is righl for some of the individuals identified as resource-people. 

S. We will have identified one or more prototype institutions, either through the local seminars or 
through other means, and we will have assigned some of our new resource-people to work v.ith 
these institutions. \Ve will also have begun to work ,rvith the person designated by these 
institutions to work with us. 
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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 discussing. In Milwaukee, 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 Seminar, 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 participating.

In passing, it is noteworthy that the Milwaukee-folk 
requested that we consider the possibility of exempting rabbinic 
leadership from the local seminars, fearing that an insistence 
that the rabbis participate might 'reduce overall participation on 
the part of local institutions. At today's CIJE meeting, we 
decided against their suggestion on the grounds that without 
strong rabbinic involvement no serious effort would be likely to 
succeed.

In contrast to Baltimore and Milwaukee, Cleveland has really 
moved ahead with the Goals Project. 1) A seminar for local 
educational leaders has been organized around the theme of goals, 
with Ackerman appointed as seminar-leader. That seminar has 
already met once. 2) CIJE has been approached by the Agnon School 
concerning the possibility of participating with it in a venture 
designed to make it a more vision-driven institution, and for us 
to learn through the partnership; 3) Rob Toren has developed 
documents which, when distributed, will invite local institutions 
to enter into a partnership with the JECC towards the development 
of vision-drivenness.

With respect to Cleveland, we noted the importance of 
getting back to Agnon ASAP concerning their interest in working 
with us. Though we as yet have nothing conclusive to convey to 
them, to be in touch with them is critical. Holtz will follow up 
on this. It was also noted that Ackerman has indicated that he 
is not entirely comfortable leading a seminar organized around a 
Goals-agenda, and that it might make good sense for DP to offer
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to help give the seminar a measure of direction. DP will be in 
touch with Gurvis around this matter.

On another matter altogether, Daniel Marom's memo concerning 
Amy Gerstein was discussed. There continues to be great 
enthusiasm for meeting with her to explore her ideas, and, if 
warranted, possibilities for further involvement. Regrets were 
expressed that we hadn't moved faster on this, and it was agreed 
that DP should contact her ASAP to see whether we could meet with 
her in November, during her projected trip east.

DP reported on our meeting with the Program and Content Sub- 
committee, and the great interest that was expressed there in the 
subject of ׳community-vision' or 'community goals'. He also 
reported concerning the possibilities discussed at a recent 
O'Hare airport meeting between Barry, DP, and John Colman. These 
matters will be folded into the discussion below and will not be 
summarized separately here.

POSSIBILITIES AND DECISIONS ON THE HORIZON

Recognizing that we need to make some basic decisions 
concerning priorities and directions, we proceeded to sketch out 
a list of possibilities from among which to choose. We pre- 
identified the following criteria as basic to the choice-process:

1. Outstanding commitments.

2. Do-ability, including knoy/-how and resource-
availability.

3. Fecundity, understood as the capacity of a given
activity to forward CIJE's principal agenda.

Here is a list of the possibilities mentioned:

1. The planned agenda: following local seminars for local 
educating institutions in each of the three major communities 
represented at the Jerusalem conference, institutions would be 
identified for intensive work from among the participants. CIJE 
would not directly work with these institutions, but it would 
move the process along via two kinds of activities: a) work with 
individuals appointed by the institutions to carry their process 
further; and b) the development of a cadre of "coaches" or 
"resource people", to be drawn from the ranks of the most 
talented educators in the USA, who would be available to offer 
guidance to participating institutions.

2. CIJE could identify 3 to 5 different kinds .of institutions 
that, given its agenda, it finds particularly promising. An 
existing community Day School; a JCC Camp; a community Day High 
School in the planning stages; and one or two congregations were 
among the possibilities considered, with promising instances of 
each category identified. There may, for example, be an interest
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in such a venture on the part of Lee Hendler's congregation in 
Baltimore, Jay Roth's JCC camp in Milwaukee, and the Agnon School 
in Cleveland; and there was conversation about the possibility of 
being involved in Atlanta with a projected venture to open Hebrew 
High School.

3. "Community-vision" agenda. In Jerusalem as well as at our 
Program and Content sub-committee meeting in early October, there 
was great interest in the subject of "community-vision,״ with 
individuals as different as Jerry Stein, Dave Sarnat, and Maurice 
Corson all speaking to a pressing need for communities to make 
progress on this matter. This was not, as we understood, at the 
heart of CIJE's initial conception of the Goals Project agenda. 
But given the urgency felt by many concerning this matter, 
perhaps it needs to be given a more prominent place in our 
efforts.

4. 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 introduced to our efforts via an America-based 
conference that resembles the Jerusalem Goals Seminar.

5. Use of the Goals/Vision theme to engage lay leadership in 
efforts to improve Jewish education.

Of these varied possibilities, 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 
below.

FUTURE DIRECTIONS

A. The development of capacity and prototypes. Recognizing 
the need meaningfully to honor outstanding commitments, we felt 
that we needed to pay special attention to the fecundity- 
criterion in making our decisions. With this in mind, and 
recognizing what we do and do not know and have in place at 
present, we felt that the next two years or so need to emphasize 
the development of capacity and prototypes. That is, our 
immediate challenge is to develop basic skills, understandings, 
and resources (human and other) that will facilitate the progress 
of this project. Concretely, this might mean the following:

1. Conceptualizing, organizing, and calendarizing a 
program of study for CIJE staff (and other key 
individuals) around Goals Project themes. The program 
of study would be designed to help us develop an 
approach or a battery of approaches in which we have a 
measure of confidence -- critical if we are to work 
with institutions and/or work effectively with 
"coaches" or other resource people. Among other 
things, this program of study would involve
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opportunities for serious discussion with 
representatives of movements like Sizer's which are 
engaged in efforts from which we might learn.

2. Identification and recruitment of resource-people 
who could potentially work with institutions interested 
in taking on a Goals Project agenda. Here are the 
kinds of names that surfaced: Josh Elkin, Vicki 
Kellman, Susan Shevitz, Joe Riemer, Rob Toren (by no 
means an exhaustive list).

3. A seminar, scheduled for next summer, designed to 
bring the resource-people (identified in #2) fully on- 
board. Participation in the seminar would presuppose 
"broad strokes" identification with the Goals Project 
effort. Conceivably, and assuming such identification, 
representation from denominational training 
institutions might be desirable.

4. Identification of 3 to 5 prototype institutions
which we are prepared to work with intensively over the 
next few years - with an eye towards a) their 
improvement, and b) our own learning, and c) writing up 
and disseminating what we learn. Though CIJE does not 
see itself as working at intra-institutional levels, it 
may be that for purposes of our own learning, we may
want to be more intimately involved with one or more of
these local efforts.

5. Developing with/for the institutions identified in 
#4 a set of tasks/activities that will put them in a 
state of "readiness" for a serious goals-agenda.

B. Outstanding commitments. As planned, Pekarsky will 
work with Milwaukee this year in the local seminars, and efforts 

will be made to be helpful to Gurvis and Ackie in the Cleveland 
seminar that has recently begun. In addition, we will try to be 
helpful to Baltimore as it moves ahead in the spring. Where any
of these initiatives will actually lead we'll have to see as we
move along. One thing that was very clear to us is that we must 
do everything we can to help out in Cleveland, which is by far 
the most promising of the communities to date.

PERSONNEL
y The Goals Project does not currently have the personnel 
needed to carry out its agenda in a meaningful way. Pekarsky 
works full-time at the University of Wisconsin and does not have 
substantial time available for this very demanding project. And 
while Dorph, Hoffmann, and Holtz may be able to take on some 
pieces of the project, they too are extremely busy and cannot 
realistically be expected to take on much more. And yet the tasks 
on the horizon are many, including:

1. Responsibility for coordinating, tracking, and
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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 institutions we want to work 
with as prototypes and to negotiate with them towards 
such an agreement. 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.

6.Day-to-day logistical and administrative matters, 
including communication with various institutions, 
communities, the Program and Content sub-committee, 
etc. concerning Goals Project issues.

While existing CIJE staff may be able to help out with some of 
these matters on a short-term basis, we recognized a critical 
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 ourselves to very mediocre work.

Against this background, we focused some preliminary 
attention on the kinds of people who might prove suitable for our 
work. Depending on availability, we could imagine hiring either 
a partner to DP in this effort or someone who would be an 
assistant. A number of names surfaced, including Mari Blecher 
and Debbie Kerdiman (both of whom have worked with Lee Shulman). 
There was also an interest in seeing what might emerge in our 
conversation with Gerstein.

IN THE SHORT RUN:

1. DP will speak with Marom and Fox this Monday.

2. DP will draft and distribute for comment a summary of our 
meeting.

3. Pekarsky will communicate to Milwaukee our belief that Rabbis 
need to be involved and will send them "copy" to be used in their 
efforts to recruit folks for the Goals Project seminars.

4. Holtz will be in touch with the Agnon school.

5. Pekarsky will call Gerstein to try to arrange a time to meet.

6. We plan to emerge from our meetings with Seymour Fox in 
November with a clear work-plan for the year ahead.
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From: Daniel Pekarsky at 608-233-4044 ש
To: CIJE at ₪  12125322646

MEMO TO: Alan Hoffmann and Barry Holtz 
FROM: DP
RE: GOALS PROJECT PRIORITIES 
DATE: June 15, 1995

This is a follow-up to a preliminary. conversation Alan and I 
had concerning Goals Project priorities for the coming year. In 
general terms, the situation is like this: 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- 
load, but it's not clear that all of them will come about or what, 
if they do come about, they will demand. More importantly, given 
the number of activities we will potentially be involved with, we 
may be in danger of losing focus -- of diffusing our limited 
energies and finding ourselves in a reactive mode (simply 
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, capacity, and 
needs. This will, I hope, be at the center of the upcoming 
conversation between the three of us.

As background to our conversation, I will do the following 
below: a) lay out our projected activities; b) identify the 3 major 
directions which, in varied combinations, we might pursue; c) 
discuss how we might reasonably proceed in relation to the larger 
purposes of the Goals Project and CIJE. My hope is that by the end 
of our July meetings, if not before, we (a ”we" that includes our 
Jerusalem partners) will emerge with an agenda that feels 
sufficiently shared, clear, meaningful, and do-able to permit us to 
move along expeditiously.

In sketching out the range of things we are thinking about and 
or commmitted to doing, my intention is to put before us the kinds 
of data we need to deliberate concerning our priorities and 
possibilities. But in addition to this and for purposes of 
stimulating some pertinent discussion, I also put forward a 
substantive proposal towards the end of the document. This proposal 
explores a possibility that Alan and I briefly considered during 
our New York conversation —  namely, what would the Goals Project 
look like in the immediate and long-term future if we take 
seriously the concerns we have been recently discussed regarding 
our immediate readiness to proceed with the coaching-agenda? What 
would the Goals Project look like if the coaching-agenda were not 
the center-piece (at least in the short run)? I am aware that the 
proposal I make may be politically problematic, but I will rest 
easier knowing it has at least been seriously considered.

I look forward to discussing these matters with you. 

p r o j e c t e d  a c t i v i t i e s

1. Milwaukee.
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rom: Daniel Pekarsky at 608-233-4044 ש
To: CIJE at 12125322646 ש

I have been in active conversation with 3 institutions concerning 
Goals Project work next year (See the materials sent concerning 
Beth Israel, Sinai, and Milwaukee Jewish Day School). It is 
conceivable that I will in different ways work with each of these 
institutions as they begin to pursue a Goals Project agenda. In 
addition, Jay Roth and I spoke in mid-April concerning our 
involvement with the JCC׳s efforts to develop a Goals agenda. He 
envisaged an initial meeting followed by a day-long retreat. 
Which, if any, of ־these institutions will follow-through in a 
serious way -- and what that might mean - remains unclear.

2. Baltimore.

I have been in conversation with Marci Dickman concerning a 
set of programs designed to encourage her central agency to become 
more thoughtful concerning their underlying vision and priorities. 
We have tentatively spoken of an all-day retreat scheduled for Oct. 
22, preceded by a shorter preparatory session scheduled the 
preceding month. Whether and how this has the potential to grow 
beyond these sessions —  perhaps to institutional levels - remains 
uncertain; but it does strike me that this program may offer the 
Goals Project a chance to get more involved in Baltimore.

3. Atlanta.

Gail and I have both been in conversation with Steve Chervin 
c o n c e r n i n g  possible Goals Project involvement there. As X
understand it, they have been encouraging local institutions to 
enter into a process of self-renewal, a process that prominently 
includes a vision/goals component. He has suggested the
possibility that we be involved in that process; but exactly how, 
and what it would demand of ua, remains unclear.

4. Cleveland.

There are two areas of possible involvement in Cleveland. 
First, two institutional efforts that have a strong Goals-component 
seem to be developing in Cleveland —  one of them at Agnon and the 
other, largely through Rob Toren's initiative, at the Schechter 
school. Through Rob and Marom, we may want to carefully track both 
of these efforts next year; and we need to consider the ways in 
which we do or don't want to be involved. An immediate possibility 
for involvement that has arisen in conversation with Toren is that 
I lead a set of Goals Seminars for stake holders in these two 
institutions as part of their process of institutional improvement; 
whether or not other institutions or communal stake holders would 
be ־invited remainn unclear. Given r.hangpa going on in other 
institutions, for example, Park Synagogue, which is in process of 
getting a new director, it might be wise to include other 
institutions as well.

The second area of possible involvement in Cleveland has only
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begun to come into focus. There is now serious conversation going 
on concerning Beth Torah —  a Hebrew-oriented supplementary school 
that is made up of children from three major Conservative 
congregations in town (Park, Bnai Yeshurun, and Beth Am) . in 
recent years, children have gone to their respective congregations 
for Sunday programs (with a non-Hebrew emphasis) 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 issues of 
community- and institutional-goals. In conversation amongst 
themselves, they began thinking that perhaps CIJE could be helpful 
in this process.

5. Wexner Seminar

I will be involved - as will all of you - in the Wexner 
retreat scheduled for early December. As best I can tell, this is 
a one-shot deal, and that my primary work will be in planning and 
preparing facilitators for the very first session. This is an 
opportunity to communicate the importance of vision/goals to the 
Wexner graduates -- but Lauffer (or is it Lauffman?) has eaten 
away at some of the program's potential with his own program 
conception. It may be worth our having a conversation about whether 
we would like to see our involvement with thi3 effort as the 
beginning of a longer-term involvement with the organization or its 
graduates. I met with Paley and Lauffer last week in NY, and I have 
a meeting in New York with Paley scheduled for the Monday after our 
August 25 meeting.

6. The JCC Seminar

Some time this fall or winter is the projected seminar for a 
number of JCC institutions. I am not entirely clear at this point 
a) who will be participating; b) what would count as a desirable 
outcome; and c) what follow-up work is imagined. [Note: since
drafting this paragraph, Barry has clarified some of this for me, 
but I would profit from further conversations.]

7. Furthering the Coaching-agenda.

Three projects are in the planning. The first is the small 
seminar scheduled for mid-July, intended for us, for the Mandel 
Institute folks, and for Scheffler. My understanding is that our 
challenge at this seminar is to further clarify the work of coaches 
with attention to three issues: a) what skills, understandings,
sensitivities, etc. do coaches need?; b) what's the best way to 
train them?; and against this background and more practically, c) 
who should be recruited, how should they be trained, and when 
should the training begin?

The second project (which tentatively presumes a certain 
answer to question c .in the preceding paragraph) is that in January
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of 1996 we hold a seminar for prospective coaches, designed to 
initiate them into the work, with an eye towards deciding who among 
them are the most promising and perhaps beginning to think about 
where to assign them.

The third project, pointed to above, consists in efforts by 
Pekarsky and hopefully Marom and Toren to get involved with 
educating institutions as a way of enriching our knowledge-base in 
the area of coaching institutions.

8. Whereas 1 - 7  reflect efforts that we have committed to and/or 
been leaning towards, we have also had serious discussions 
concerning the following:

a. Regional Goals Seminars, to be held around the
country.

b. A national Goals Seminar, on the Harvard Model, to be
held in Jerusalem or Cambridge next summer.

9. Distinct from 1 - 8 in that we have never moved beyond the "It 
might be interesting and important..." stage are the various 
activities associated with the Community Vision agenda (including: 
writing a serious think-piecej getting Rosenak's piece edited and 
made available; a serious seminar designed to better understand the 
nature and importance of this domain, etc. See my recent paper for 
some thoughts about this.)

THE THREE MAJOR DIRECTIONS

If we review the various activities we've committed ourselves 
to or are thinking about, there emerge three general and variously 
inter-related directions which need to be prioritized and balanced 
in a meaningful way.

a. Chanaino the culture and the discourse in Jewish education so 
that issues of vision and goals become part of the conversation: 
the Goals Seminars. Goals Seminars aimed at communal leadership, 
at central agencies, at educating institutions (individually or in 
groups) are designed to change the discourse among those 
interested in Jewish education —  to provide new lenses through 
which to view educational practice and to stimulate serious 
reflection concerning underlying vision and goals. Such seminars 
have to date included "one-shot" programs as well as more sustained 
educational encounters. But there has yet to be a seminar that 
includes the kind of sustained study that we have sometimes hoped 
for. While such seminars have been viewed as essential to the 
coaching-agenda (in that they may be a source of interested 
institutions), they have also been viewed as possibly integral to 
the Community Mobilization agenda.
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b. Encouraging and facilitating work with educating inatitutions: 
the coaching agenda. The coaching-agenda is concerned with helping 
a seriously committed educating institution make serious progress 
on a goals-agenda with the help of a CIJE-trained professional. 
The work of the Coach has been the subject of our discussion on a 
number of occasions, most notably in Cambridge in February, 1995.

c. The Community Vision agenda. There has been a lot of interest 
on the part of a number of our constituencies in the subject of 
"community-vision" s what would it mean - and how would it help - to 
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 to the 
difficulty of choosing from among this menu of possibilities. Most 
notably, when we scan the list of activities that we've projected, 
it is not clear whether each and every one of them will pan out and 
what will grow out of those that do pan out. As an example of the 
latter point, even assuming a slew of Goals Seminars that excite 
representatives of communities and educating institutions, we don't 
know how many institutions will be eager and able to take the next 
step —  to commit to a serious Goals Agenda will require; and this 
uncertainty has a bearing on the number of coaches we need to be 
cultivating.

Considerations relevant to prioritization. In the face of 
such uncertainties and limited resources, it is all the more 
important that we be very clear about what our priorities are, so 
that we know how to react to the possibilities that come our way 
and can set about systematically shaping the project's future. For 
without an overall game-plan, we may well get caught responding in 
an ad hoc way to various requests that come our way. Prioritizing 
our possible efforts and weaving them into a coherent plan should 
be based on such matters as 1) outstanding commitments and 
expectations; 2) foreseeable contribution to the larger CIJE 
agenda and, more narrowly, to the outcomes we envisage for the 
Goals Project; 3) necessary and available resources, including 
time, money and competence.

Note that we have discussed these matters before —  most 
extensively at our November 1994 meetings with Seymour and Annette 
(see the appendix to this document for the relevant text from that 
discussion). Based on that discussion and on our experience since 
that time (including recent conversations with Seymour), I will 
propose a 5-Year Plan for the Goals Project that should guide our 
decisions and allocation of energies.
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3 AND 5-YEAR OUTCOMES

The outcomes described below reflect what we should strive for 
over the next five years. Not all these outcomes need be sought 
after immediately! proceeding in stages might prove wiser. In this 
spirit, I propose a two-stage plan, the first two years in length 
and the second three years. .1 have starred the outcomes that might 
be the focus of our immediate efforts for the first two-year 
period; the others, while in some cases launched in the initial 
period, are the principal objects of attention in the second stage.

*1. 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 
seminars, publications, film, conferences for different 
constituencies, etc. It is critical that this
"consciousness-raising" be done in ways that include and 
highlight the importance of serious study of Jewish 
sources that speak to issues of goals and vision.

*2. Case-studies of institutional efforts to become 
better organized around a goals-agenda.

*3. Out of the first-order work in institutions and its 
analysis in the case-studies, we would acquire an 
articulated body of lore that includes:

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;

c. 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 kind of change.
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*4. 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.

5. The development of a cadre of resource-people, 
identified and cultivated by CIJE who have been, and will 
continue to be involved in helping institutions 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 ideas to one another on a regular basis.

In the first stage (1-4 ) , the thrust of this plan is to do two 
things:

a) to emphasize, exploit, and expand the Project's 
potential to raise consciousness concerning the 
importance and role of vision and goals in Jewish 
education. This would include an ongoing effort to 
improve our Goals Seminars, with special attention i) to 
finding ways of introducing more serious study into them, 
and ii) to developing follow-up activities. In addition 
to enabling us to identify institutions that seem 
promising candidates to engage in a serious goals- 
process, this effort will contribute to the Community 
Mobilization agenda. Also, depending on the outcome of 
future deliberations, it could also include a "community- 
vision" dimension.

b. to use a limited number of case-studies as 
opportunities to build our knowledge-base concerning 
various matters, including: the nature and conditions of 
change, the role of coaches, evaluation-strategies, and 
the like.

In the second stage, the achievements at the first stage would 
become the basis for training a cadre of coaches, for extensive 
work with varied institutions, and for the coalition-idea.
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The proposal tries to be responsive to a number of concerns 
surrounding our readiness at this moment to proceed to the full- 
fledged coaching agenda. 1) Since we don't yet know very much about 
how the goals-process plays out in institutions, we are not as 
ready as we might want to be to train a cadre of coaches 2 ן) Until 
we grow clearer, via Pilot Projects, about how to facilitate an 
institutional goals process, it may be wise not to get involved 
with too many institutions; 3) It is not yet clear that there is 
yet an eager clientele among institutions for what we are 
proposing.

I hope this doesn't sound too cautious. My own view is that 
this plan allows for addressing major CIJE priorities and 
commitments as well as for significant research at both stages of 
the process. If there is a strong need, political or otherwise, to 
move on with the coaching-agenda in Stage 1, I do believe this can 
be done in a meaningful way, but I think we would need to be 
extremely careful in selecting institutions, rather than trying to 
expand too fast. This is not just a question of whether we are 
ready to work with a large number of institutions; it is also 
imperative that we resist the assumption that any institution 
whatsoever that says "We're ready to do this with you!" is really 
"ready" to pursue a Qoals-agenda in a serious way. As we've said on 
numerous occasions, unless an institution is really serious, the 
results - for them and for us - are not likely to be good ones. We 
cannot afford to lose sight of this principle.
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how the goal a-process play a out in institutions, we are not as 
ready as we might want to be to train a cadre of coaches, 2) Until 
we grow clearer, via Pilot Projects , about how to facilitate an 
institutional goals process, it may be wise not to get involved 
with too many institutions, 3) It is not yet clear that there is 
yet an eager clientele among institutions for what we are 
proposing. 

~ hope this doesn't sound too cautious. My own view is that 
this ?lan allows for addressing major CIJE priorities and 
commitments as well as for significant research at both stages of 
the process. If there ia a strong need, political or otherwise, to 
move on with the coaching-agenda in Stage 1, I do believe this can 
be done in a meaningful way, but I think we would need to be 
extremely careful in selecting institutions, rather than trying to 
expand too fast. Thia is not just a question of whether we are 
ready to work with a large number of institutions; it is also 
imperative that we resist the assumption that any institution 
whatsoever that says "We're ready to do this with you!" is really 
"ready" to pursue a Goals-agenda in a serious way. As we've said on 
numerous occasions, unless an institution ia really serious, the 
results - for them and for us - are not likely to be good ones. We 
cannot afford to lose eight of this principle. 
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APPENDIX: OUTCOMES-DISCUSSION AT THE NOV. 94׳ MEETINGS

This examination began with Pekarsky offering two different 
accounts of what Goals Project "success" might look like. A) The 
first, prompted by a comment by Annette Hochstein in the first part 
of the day, set forth some very general long-term goals (that were 
not, at least by design, tied to the October plan.
B) The second identified what success might look like if we fully 
exploited the potentialities of the October-plan.

A) General long-term goals - three were identified:

1. Increasing numbers of institutions organized around 
a goals-agenda that includes serious wrestling with 
issues of content.

2. Heavy emphasis in communal planning processes on the 
place of goals in Jewish education.

3. A National Center for the Study and Development of 
Goals for Jewish Education (or the "Center for Research 
in the Philosophy of Jewish Education"). The Center 
would:

a) conduct original research concerning the 
goals of Jewish education, as well as 
concerning implementation, and evaluation.
Such work might, for example, include a Jewish 
version of the two HORACE books or Carnegie's 
"The Future As History" chapter;

b) develop strategies to disseminate its 
research findings in ways likely to make an 
impact;

c) educate key professional and lay 
constituencies concerning matters pertaining 
to the goals-agenda;

d) develop and make available expertise that 
will inform the efforts of communities and 
institutions that seek to become more 
adequately organized around a goals-agenda.

B ) What wonlri annnpaa look 1 ilcp for thp Ootobpr Plan?

1. Case-studies of institutional efforts to become better • 
organized around a goals-agenda.

2. Out of the first-order work in institutions and its 
analysis in the case-studies, we would acquired an
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articulated body of lore that includes:

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;

c. 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 kind 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 involved in helping institutions become 
better organized around a Goals agenda.

5. From among the institutions identified in #1, a
community of partnered institutions each engaged in a 
goals-agenda and offering their experiences and 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, film, conferences for different
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Deaf Danny,

The following are k  me of our tentative thoughts for ducusrnon at the meeting! at 
Hirvard on Thursday and Friday. As we agreed in our phon* c o t venation, the aim here 
w u  for thU to serve as ;1 baaij for deliberation on the roconcepluallxatlon of the goal! 
project.

Since you have airead r been suocessfbl in bringing institutions iind communities to the 
point of wanting to unden ake goaia development, the issue which iii addreiied here relates 
to the next Jtep: what d(׳e! the goal I project aim to achieve one* the work with these 
inatitutlona and comcminit et gets underway?:

1. Engagement with and study of philosophical ideas abaui Judaism and Jewish 
adstenct: These are tf e conceptual underpinning! of Jewish education in that they 
provide conception! of th נ vety basis of Jewish existence: "What ii: a Jsw?" Since we are 
working with groups with varying Jewish identities, these ideas will range from traditional 
philosophies expressed In ciaaaical and medieval writings (eg, Maiinonldes, Maharal, etc.) 
all the way to current ideas expressed by modem Jewish philosophers (egHirsch, 
Soloveitchick, Rosentwei,{, Ah ad Ha’am. Baeck, HescheJ, Kaplun, rjtc.);

2. Engagement with am study o f ideas within the philosophy c f Jewish education as 
they relate to the practice o f Jewish education; These ideas express substantial aims for 
Jewish education - ones י yhich if achieved would enable graduate!! to live according to a 
particular conception of Jewish existence (as in #1): eg. ,"What is an cduoated Jew?” 
These ideas have been ן resented in the writing! of thinker! mentioned above and by 
othcra, more recently by scholars of the educated Jew project. C*n the other hand, they 
may also be presented in person by local Rabbii. Judaic* icholari, Jewish authors, etc.. 
People may adopt idea! e jpoused by Twertky (eg. his work at Miiimonides school), Jack 
Cohen (eg. his work at th<! Reconatnjctionlst school), etc..

3. Consideration o f edui utional goal!: The aim here is for goals of educational 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 eduwitional goals and larger 
aims in Jewish education may transpire through a) an analysis of the educational ideas 
Implied by educational pr.Lctioe (eg. goal! statement!, curriculum, ;eaching practice, etc.); 
b) an attempt to creatively consider which goals might lead to the nttainment of levels one 
and two; or c) any numbe • of other methods.

4. Devise and pursuit 0/  a strategy for setting vision-driven nett in motion in actual 
settings of Jewish cdua Uion: There is a broad range of possibilities here. In some 
settings, it may be advisaulo to begin by focusing on one program In one area of Jewish
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education (eg. the teachtrg of Bible). In othcn, it may be more lippropri&te to begin by 
engaging board members n tha *tudy of philosophical ideas of edu2ation (eg. the study of 
Buber1* view of the educ Had person/Jew). If implemented succcwfUlly, these inttiativa* 
oould branch into acpar.dad efforts in othar areas (eg. teacher training, curriculum, 
evaluation, etc.), and ere* ta a movement toward* broader vuaon-tlrivtnneu. A question 
which has arisen in our dl. course over the last year has been the kiid of staff which would 
be able to help devisa itk! implement thm  strategics for and with ;hose who are involved 
with Jewish education in 1 particular setting. In addition, having jet vision-drivenness In 
motion in a particular serting, it may be important to conjidcr fojw Ha progression and 
expansion could be suppo .־ted, nurtured and deepened.

3. Creatt interaction bi 1*•eon local, national and iniemadonvl efforts to undertake 
goal! development; Sikc the goal! project assume* that educational vision is an 
expression of a larger visw of Jewish life shared by groups wiiJiin and across Jewish 
communities, there may b s much to be gained by bringing local, mtional and international 
player! in Jewish educati>n to interact with each other around goals project imtiative*. 
For example, a local dcrx minational school in search of new eduartional ideu in order to 
set its own goals may fird intellectual and spiritual leaden from its own denominational 
Office* to be an appropriite resource. In turn, these intellectual and spiritual leaders from 
within a denomination inay find it usefbl to formulate thdr •sducational ideas with 
reference to alternative c inceptions of th« educated Jew aa presented by the scholars of 
the educated Jew project. This in turn may affect educational thinking across the 
denomination.

We hope you find these ihoughla to provida a usefol basis for setting the agenda for our 
meetings at Harvard. Since I cannot find a time when both Jieymour and I win be 
available together for a p wne conversation, my suggestion is that we talk first and I will 
pass on your comments t< 1 Seymour. Please let me know when I cm be in touch with you 
later tonight or tomorrcw night (I fly earty tomorrow morning and land in B0»ton 
tomorrow night). You ז \ay want to do this by sending a flux to me (972-662837). In 
every case, I will try to re ich you by phone later on.

Sincerely,

Daniel Marom
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TO: Participants in the July Cambridge Seminar
FROM: Daniel Pekarsky
RE: Goals for the Goals Project

As a way of helping to launch our attempt to develop a
shared understanding of what the Goals Project is about, I am
drafting this brief statement that articulates my own view of the
basic goals around which this project should be organized. 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. Cultivation of A vision-and-goals-8ensitive culture.

The cultivation of a culture and a discourse (at national, 
communal, and institutional levels) that evidence an 
understanding and appreciation of the importance of seriously 
addressing basic questions pertaining to the goals of Jewish 
education. An important measure of success in this area is the 
extent to which communities and institutions exhibit an eagerness 
to embark on a sustained and serious goals-process. The 
following must be cultivated:

a. An awareness of the multiple and critical roles that 
having a shared and compelling vision and set of goals 
can play in contributing to educational effectiveness - 
and of how far most educating institutions are from a 
vision-driven reality today.

b. A deep awareness that the process of deliberation 
concerning vision and goals is profoundly enriched by 
opportunities to study and ponder visions of an 
educated Jew and of a meaningful Jewish existence that 
can be found in Jewish religious thought and in the 
products of the Educated Jew Project.

c. An appreciation that engaging in this process of 
deliberation in the right way is itself an 
intrinsically rewarding opportunity to grow as a Jewish 
human being.

2. Development of the knowledge-base and the curricular resources 
needed to help appropriate educating institutions (and the 
agencies that support them) carry through a serious goals-agenda.

a. The requisite knowledge-base and resources must be 
developed with attention to the project's assumption 
that a serious goals-process includes as an integral 
component (and not as an aside or as a kind of 
perfunctory bow to Tradition) significant encounters 
with conceptions of Jewish existence found within 
classical Jewish texts, Jewish philosophy, and the
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products of the Educated Jew Project.

b. The requisite knowledge-base and resources need to 
encompass ideas concerning the institutional pre- 
conditions for taking on a goals-agenda} possible 
levels of intervention and available strategies at 
different levels - along with considerations pertinent 
to determining level and strategy; the skills, 
knowledge (Judaic, pedagogical, and other), and 
sensibilities needed to "coach" an institution.

Building on progress made with goals 1. and 2.,

3. Recruiting and ־training appropriate individuals to serve as 
coaches to institutions embarking on a Goals Agenda.

4. Develop a network of appropriate institutions pursuing a goals
agenda under the guidance of the coaches identified and trained
by the project. This is to be accompanied by on-going study of 
what happens with an eye toward developing an increasingly rich 
and fruitful body of lore.
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conditions for taking on a goals-agenda, possible 
levels of intervention and available strategies at 
different levels - along with considerations pertinent 
to determining level and strategy: the skills, 
knowledge (Judaic, pedagogical, and other), and 
sensibilities needed to "coach" an institution. 

Building on progress made with goals 1. and 2 ., 

3. Recruiting and training appropriate individuals to serve as 
coaches to institutions embarking on a Goais Agenda, 

4. Deve1op a network of appropriate institutions pursuing a goals 
agenda under the guidance of the coaches identified and trained 
by the project. Thia is to be accompanied by on-going study of 
what happens with an eye toward developing an increasingly rich 
and fruitful body of lore. 
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Careful written accounts that distill what is learned 
through the preceding activities about the nature of the work, 
about useful strategies, about obstacles, about the nature of 
effective coaching, and about the characteristics that make for a 
good coach.

Goal 3: Identifying, recruiting, and training coaches.

Workshops and seminars that include immersion in the 
philosophy of the project and in the work of the Educated Jew 
Project, a lot of work with cases designed to help participants 
become more adept at judging when, where, how, and why to 
intervene; opportunities for clinical work. The training builds 
on and uses understandings, materials, and strategies developed 
through the work subsumed under Goal 2.

Goal 4: Towards a network of vision-driven institutions.

Develop criteria to determine appropriateness to undertake a 
Goals-process under our auspices. This means articulating 
principles of readiness and seriousness. It may prove 
appropriate to establish different levels of participation 
depending on the institution's readiness-stage (rather than 
taking an all-or-nothing stance).

Identify appropriate institutions through a process we need 
to determine.

Pair institutions with coaches so that the work can begin 
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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Careful written accounts that distill what is learned 
through the preceding activities about the nature of the work, 
about useful strategies, about obstacles, about the nature of 
effective coaching, and about the characteristics that make for a 
good coach , 

Goal 31 Identifying, recruiting , and trainina coaches. 

Workshops and seminars that include immersion in the 
philosophy of the project and in the work of the Bducated Jew 
Project, a lot of work with cases designed to help participants 
become more adept at judging when, where, how, and why to 
intervene; opportunities for clinical work, The training builds 
on and uses understandings, materials, and strategies developed 
through the work subsumed under Goal 2. 

Goal 41 Towa.rds a network of vision-driven institutions. 

Develop criteria to determine appropriateness to undertake a 
Goals-process under our auapices, This means articulating 
principles of readiness and seriousness. It may prove 
appropriate to establish different levels of participation 
depending on the institution's readiness-stage (rather than 
taking an all-or- nothing stance}, 

Identify appropriate institutions through a process we need 
to determine. 

Pair institutions with coaches so that the work can begin 
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 CONSULTATION, July 19 95

BACKGROUND

Against a background of some uncertainty concerning both the
future direction of the Goals Project and the best way for the
Mandel Institute and CIJE to collaborate on this project, the 
primary tasks of this consultation are:

a. to arrive at a shared sense of the project's mission
and the goals that flow from this mission?

b. to arrive at a shared sense of the principal 
activities through which the project's mission and 
goals will be achieved.

c. to arrive at a shared sense of the roles of CIJE and 
the Mandel Institute in the development of the project
- - in determining, implementing, and evaluating the 
project's priorities and activities. Included here is 
the identification of mechanisms that will facilitate 
more effective communication and coordination.

d. to deepen our understanding of what is involved in 
working with institutions around a serious goals- 
agenda, with an eye towards refining our understanding 
of the skills, understandings, bodies of knowledge,, 
and sensibilities, needed by coaches who guide the 
efforts of institutions.

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 sequence for the
proposed agenda looks like this:

1. MISSION AND GOALS OF THE GOALS PROJECT

2. WORKING WITH INSTITUTIONS: THE NATURE OF THE WORK (with
participation of Rob Toren)

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 our mission, our principal
activities, and our collaborative relationship. Closure of a 
desirable kind implies: a) genuine agreement among those present; 
b) decisions made honor existing commitments; c) decisions made 
forward the CIJE agenda. The agenda is filled out below.
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Against a background of some uncertainty concerning both the 
future direction of the Goals Project and the b e st way for the 
Mandel Institute and CIJE to collaborate on thia project, the 
primary tasks of this consultation are : 

a. to arrive at a shared s e nse of the project's mission 
and the goals that flow from this missioni 

b. to arrive at a shared sense of the principal 
activities through which the proj ect's mission and 
goals will be achieved. 

c. to arrive at a shared sense of the roles of CIJE and 
the Mandel Institute in the development of the project 
- - in determining, implementing, and e valuating the 
project ' s priorities and acti vit i es. Included here is 
the identification of mechanisms that will facilitate 
more effective communication and coordination. 

d. to deepen our understanding of what is involved in 
working with institutions around a serious goals
agenda , with an eye towards refining our understanding 
of the skills, understandings, bodies of knowledge,, 
and sensibilities, needed by coaches who guide the 
efforts of institutions. 

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 sequence for the 
proposed agenda looks like this : 

1 . MISSION AND GOALS OF THE GOALS PROJECT 

2. WORKING WITH INSTITUTIONS : THE NATURE OF THE WORK (with 
participation of Rob Toren) 

3. THE PRINCIPAL ACTIVITIES THAT THE PROJECT WILL UNDERTA:,E 

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 o u r mission, our principal 
activities , and our collaborative relationship. Closure of a 
desirable kind implies: a) genuine agreement among those presenti 
b) decisions made honor existing commitments~ c) decisions made 
forward the CIJE agenda. The agenda is filled out below. 
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AGENDA

1. Overview (Pekarsky)

Review the consultation's tasks and agenda against 
background of developments since February.

2. The Goals of the Goals Project

Discussion of different views of the principal
desirable outcomes around which the project should be 
organized.

Immediately relevant materials include Marom's letter 
to Pekarsky (summarizing some of his and Fox's 
thinking) and Pekarsky piece on "The Goals of the Goals 
Project." [It may be wise to take 10 minutes to review 
these documents at the beginning of the discussion 
since not everyone will have had the chance to see them 
prior to the meeting.]

Background materials you may want to consult along the 
way include Pekarsky's "Priorities" document and the 
summaries of the Oct. and Nov. Goals Project 
consultations.

3. "Working with Institutions"

Pertinent materials include the summary of our February 
consultation in Cambridge and Pekarsky's "Working with 
Institutions" piece.

a. Background presentation by Pekarsky concerning the 
status of the "working with institutions" agenda, with 
special attention to the progress made at our February 
meetings, other developments, and issues that have 
arisen since that time.

b. Examination of one or more cases, with an eye 
towards surfacing pertinent issues, strategies, and 
insights concerning the nature of working with 
institutions and the skills, knowledge-base, and 
understandings needed to carry out the work fruitfully. 
Designated participants have been asked to launch this 
discussion via one of two different routes, and we can 
decide as we move along which seems most promising:

i. examining a hypothetical case of an 
institution interested in serious self- 
improvement. We might consider how, given the 
information provided, we would proceeds what 
additional information we need, what initial 
activities seem promising, possible arenas in 
which to intervene, what kinds of outcomes we
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AGBNDA 

1. Overview (Pekarsky) 

Review the consultation's tasks and agenda against 
background of developments since February. 

2. The Goals of the Goals Project 
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Discussion of different views of the principal 
des.irable outcomes around which the project should be 
organized. 

Immediately relevant materials include Marom'a letter 
to Pekarsky (summarizing some of hie and Fox's 
thinking) and Pekareky piece on "The Goals of the Goals 
Project." [It may be wise to take 10 minutes to review 
these documents at the beginning of the discussion 
since not everyone will have had the chance to see them 
prior to the meeting.) 

Background materials you may want to consult along the 
way include Pekarsky's "Priorities" document and the 
summaries of the oct. and Nov. Goals Project 
consultations. 

3. "Working with Institutions " 

Pertinent materials include the summary of our February 
consultation in Cambridge and Pekarsky's "Working with 
Institutions" piece. 

a. Background presentation by Pekarsky concerning the 
status of the "working with institutions" agenda, with 
special attention to the progress made at our February 
meetings, other developments, and issues that have 
arisen since that time. 

b. Examination of one or more cases, with an eye 
towards surfacing pertinent issues, strategies, and 
insights concerning the nature of working with 
institutions and the skills, knowledge-base, and 
understandings needed to carry out the work fruitfully. 
Designated participants have been asked to launch this 
discussion via one of two different routes, and we can 
decide as we move along which seems moat promising: 

i. examining a hypothetical case of an 
institution interested in serious self
improvement. We might consider how, given the 
information provided, we would proceed: what 
additional information we need, what initial 
activities aeem promising, possible arenas in 
which to intervene, what kinds of outcomes we 
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would hope to attain, etc.

ii. considering some actual cases that relate 
to our on-going work, e.g. the Atlanta
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.

c. An attempt to draw out some general points, 
hypotheses and questions concerning the nature of 
goals-oriented work with institutions, concerning
institutional preconditions, etc.

d. Based on foregoing, revisit question of the 
characteristics needed by coaches.

Determination of priorities and activities

With attention to our discussions under items 1 and 2, 
identify priorities and activities that should define 
our efforts in the foreseeable future.

or

3.

4. Determining roles and relationship of CIJE and the Mandel 
Institute in the development of the project.
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or 

would hope to attain, etc. 

ii. considering some actual cases that relate 
to our on-going work, e.g. the Atlanta 
consultation relating to a new high school7 
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. 

c. An attempt to draw out some general points, 
hypotheses and questions concerning the nature of 
goals-oriented work with institutions, concerning 
institutional preconditions, etc. 

d. Based on foregoing, revisit question o f the 
characteristics needed by coaches. 

3. Determination of priorities and activities 

With attention to our discussions under items 1 and 2, 
identify priorities and activities that should define 
our efforts in the foreseeable future. 

4. Determining roles and relationship of CIJE and the Mandel 
Institute in the development of the project. 


