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Hello Adam,

Sorry for letting you wait for so long. Times were very hectic over the last weeks. That
explains why I was postponing a reply to your emails for too long, but is no excuse, of course;

SOTTY.
Let me give you a short update about the situation right now.

With regard to the session ‘Public, Religious and Private Schools: Education Between State
and Market’ at the ISA conference summer 98, no final picture can be drawn at this moment.
Several collegues showed their interest in presenting a paper; they are listed below. That
overview, however, is not based upon abstracts. So far, one abstract was sent to me. Because
of the possibility of postal delays due to the season break, I will wait for some more days.
Based on the abstracts available then, it iS my intention to select the final list for the ISA-
session (maximum 5), and send the full set of abstracts for your information to you as well. As
far as my information is reaching right now, there are several promising proposals for a
substantial session. Nevertheless, in case you know about interesting pieces for the ISA-
session, please encourage people to submit (although there is not much time left).

Conceming the special issue, I added a preliminary overview (below). Because I haven’t seen
much abstracts yet, the overview gives only a first impression of a more final outline of how
the special issue might look like later on. The editor in chief, prof Creemers, would like to
receive such an overview soomn, but before sending it to him, I would like to ask for your input
in thas. If you like, please add your remarks.

My idea is that the extended abstracts submitted for presentation at the ‘Public, private and
religious schools, etc’ session at [SA, can be used for a first selection for the special issue as
well (NB: do you know about other studies that should be included in this issue?). Based on
that selection, let’s ask the contributors interested in having their paper included in the special
issue to send their final manuscripts for the journal to you and me by July 1 1998 at the latest.
Based on these texts, we can take a final decision about inclusion in the journal. For further
details, see below.

All in all, I would like to propose the following steps to get this all started:

1 piease let me know your remarks about the preliminary overview (see draft, below) for the
editor of Educational Research and Education - asap

2 T will send the overview to the editor - asap

3 1 will send you copies of the extended abstracts, selected for the ISA session - (deadline
was January 1, 1998, but I will wait for some days more)

4 First selection papers to be included in special issue by you and me; invitation to athors to
submit full manuscripts for final selection by July 1, 1998 - {(as soon as we know all
abstracts send for the ISA-session).

Please, let me know your remarks and suggestions (e.g. I hope that the language errors aren’t

too bad), and let me know as well if you think that we should alter this procedure or deadlines.

Wishing you, Marla and the kids the best for the new year,
kind regards,
AnneBert

NB: please remind me of the period of time that you can’t be reached in Madison.



--draft--

Special Issue
Public, Religious and Private Schools: Education Between State and Market
(provisional heading)

Educational Research and Evaluation. An International Journal on Theory and Practice
Swels & Zeillinger Publishers, Netherlands
Editors: B. Creemers (GION, University of Groningen, Netherlands)

A. Gretler (Swiss Coordination Centre for Research in Education, Switzerland)

P. Hili (University of Melbourne. Australia)

R. Slavin (John Hopkins University, USA)

Guest Editors:  AnpeBert Dijkstra (University of Groningen, Netherlands)
Adam Gamoran (University of Wisconsin, Madison WI USA)
c/lo Dr A.B. Dijkstra
Department of Sociology, University of Groningen
Grote Rozenstraat 31
9712 TG GRONINGEN -Netherfands
Phone; (+31) 50 363 6233
Fax: (+31) 50 363 6226
Email: a.b.dykstra@ppsw.rug.nl

Contents (preliminary selection and titles, December 1997):

Elucidation of the theme: In most western societies, religious diversity and the strive for religious
schools appears o be an important factor in debates around parental choice and marketization in
education. For large parts, the contribution to these debates made by educational sciences is directed
towards disentangling the alleged positive or negative effects of ethnic-cultural and religious diversity
in education on issues like segregalion, social cohesion, democratic citizenship, et cetera. In an attempt
to strengthen the descriptive base for these discussions, in this special issue of Educational Research
and Education the focus is on the analysis of Lhe practical functioning of schooling of religious student
groups in primary and secondary education. Based upon empirical work in five western societies, in this
issue especially two groups of questions will be addressed. The first theme is organization, and circles
around the characteristics of the arrangments hy which societies adjust the diverging demands for
schooling of their religious groups, and analyses the effects of several national arrangements for dealing
with religious students groups (religious groups within the public system, within private sectors, as
force towards privatization, etc.). The second theme can be labeled as effects, and is focusing on the
quality and outcomes of schooling of religious groups and privaie religicus school sectors.

Contents:

* Introduction. Religious Diversity between State and Market. Organization and Effects of Religious
Schooling in International Perspective (approx. 10 pp)
AnneBert Dijkstra & Adam Gamoran

*  Public and Private Schools in Italy: towards an integrated market?(approx. 18 pp)
Luisa Ribolzi (University of Genova, Italy)

*  Moslem Students at Christian Private Schools in Israel (approx. 18 pp)
Nabil Khattab & Gad Yair (Hebrew University, Jersusalem, Israel)

* title (approx. 18 pp)
Adam Gamoran (University of Wisconsin, Madison W1, USA)

* Religious Students on Public and Private Religious Schools in the Netherlands (approx. 18 pp)
AnneBert Dijkstra & Rene Veenstra (University of Groningen, Netherlands)



* Education as a community sphere of sociery; why schools ideal types are neither state nor market

(approx. 18 pp)

Michael Opielka (Institut fiir SozialQkologie, Bonn, Germany)

Time line:
January I, 1958:

March 1, 1998:

July 1, 19598:

QOctober 1, 1998:

November 1, 1998:

End 1999

- submission of extended abstracts to session organizer

- selection of papers to present at RC04 session ‘Public, Religious and Private
School, etc.” ISA World Congress (July 1998, Monureal)

- first selection contribulions special issue Educational Research and Evaluation
hy guest-editors

- submission of absiracts to Congress Secretariat ISA by presenters

- send copy to guest-editors special issue Educational Research and Evaluation
- submission of full manuscripts to guest-editors special issue Educational
Research and Evaluation

- final selection contributions special issue

- referee round by guest-editors special issue

- referee round by editorial board Educational Research and Evaluation

- send final manuscripts to guest-editors special issue

- submission of final manuscript special issue to editorial board, final acceplation
- special issue available (#5/4, possihly #6/1 in spring 2000)
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QUESTIONS

Is the learning opportunity designed to contribute to
the Judaic content knowledge of the educator?

Is the learning opportunity designed for the
professional development of a specific audience, as
delineated below, rather than "one size fits all?"

Is the learning opportunity a series of sessions
designed to address a coherent theme rather than
a "one-shot" workshop?

[s the learning opportunity designed for groups of
educators from an institution(s)?

Is the learning opportunity designed to help educators
reflect on and apply learning to their practice?

Is the learning opportunity a component of a
(comprehensive) plan, sustained over time, for the
ongoing professional development of the educator?

What kinds of outside incentives are provided to
educators for participating in these learning
opportunities?

Does the learning opportunity include a formal
evaluation process?



LEGEND
(for Summary Tables)

Content
pedog. - focused on pedagogy
leader. - focused on leadership
Judaic - focused on Judaic content
teach
Judaic sm - focused on teaching a specific Judaic subject matter
other - focused on other issues

(if left blank in first table - program did not focus on Judaic content or teaching
Judaic subject matter)

Audience
setting - designed for educators in same institutional setting
affilliation - designed for educators in schools with same affiliation
role - designed for educators working in similar roles
exper. - designed for educators with similar experience
training - designed for educatos with similar training
students - designed for educators working with same age of students

(if left blank - program was not designed for any particular audience)

Groups
school - all faculty from a single school attended
CA - all staff of the central agency attended
team - participants attended as teams from different institutions

(if left blank - participants attended the program as individuals)

Reflect on Practice

coaching - coaching or mentoring opporturnity is available

report back - opportunity to experiment in the classroom and report
back to the group

network - educator network or study group

(if left blank - program did not provide a formai opportunity to apply leaming to
practice)



(cont'd)

Incentive
stipend -

LEGEND
(for Summary Tables)

stipends or salary increase offered for participation

release time - release time offered for participation

ceu -
license -
credits -

CEUs or SDUs obtained through participation
license or certfication completed through participation
academic credits obtained through participation

(if left blank - program did not provide any incentives)

Evaluate
form -
document -

interview -
observe -

evaluated by participants completing written form
evaiuated by analyzing documents or demonstrations
produced by participants

evaluated by formal interviewing of participants
evaluated by observing participants' practice

(if left blank - program was not evaluated)
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THE FIVE COMMUNITIES

Sponsorship of Programs

141 programs were sponsored by the central agency for
Jewish education

Which included 9 programs open only to day school educators, 13

programs open only to pre-school educators, and 3 programs open only
to central agency staff

19 other programs were offered exclusively to the educators of a single,
congregational school

32 programs were sponsored by twenty-nine individual
congregational schools
Which included programs designed (in part) by the central agencies

173 programs were offered in total

In addition, the central agencies sponsored

11 one-day conferences on a variety of
topics







THE FIVE COMMUNITIES

Is the learning opportunity a component of a (comprehensive)
plan, sustained over time, for the ongoing professional
development of the educator?

27 programs (16%) were part of a plan for sustained
learning over time

146 programs (84%) were "stand alone"

Note: The thiteen educator networks were considered to be "stand alone" programs.




THE FIVE COMMUNITIES

Is the learning opportunity a series of sessions designed to
address a coherent theme rather than a "one-shot" workshop?

# of programs % of programs
1 session 63 (21) 37%
2 - 5 sessions 85 (6) 49%
6 - 9 sessions 12 (4) 7%
10 - 19 sessions 8 (1) 5%
20 or more sessions 4 2%
TOTAL 172 (32) 100%

Note: Numbers in parentheses refer to the number of congregaticnal schoaol programs.
The above figures do not include a seminar in Israel.













THE FIVE COMMUNITIES

Is the learning opportunity designed for the professional development of a
specific audience, as delineated below, rather than "one size fits all?"

Audience Defined By:
Institutional Setting
School Affiliation
Role of Educators
Experience of Educators
Formal Training of Educators
Age of Students

Not Designed For
Any Specific Audience

# of programs
66
5
10
11
0
28 (3)

82 (29)

% of programs
38%
3%
6%
6%
0%
16%

47%

Notes: "Setting" refers to programs designed exclusively for educators in day schools, congregational

schools, JCCs, or the central agency.

Percentages do not add to 100% as some programs were designed for more than one audience.




THE FIVE COMMUNITIES

What kinds of outside incentives are provided to educators for

participating in these learning opportunities?

Type of Incentive:

Stipends

Release Time
CEU/SDUs
License/Certification

Academic Credits

NO OUTSIDE INCENTIVES

# of programs

99 (6) 57%
11 6%
71 41%
1 1%
8 5%
48 (25) 28%

Note: Percentages do not add to 100% as some programs offer more than one incentive.

% of programs




THE FIVE COMMUNITIES

Does the learning opportunity include a formal evaluation process?

Evaluation Based on: # of central agency % of
programs programs

Participants Completing Written Form 112 79%
Documents Produced by Participants

(e.g., lesson plans, program assignments) 40 28%
Formal Interviewing of Participants 2 1%
Observation of Par cipants' Practice 4 3%
NOT EVALUATED 28 20%

Notes: Verbal discussion with participants is not counted as a formal evaluation.
Percentages do not add to 100% as some programs were evaluated in more than one way.
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FROM:  Bill Robinson, [74104.3335]

TO: Adam Gamoran, AGamoran

CC: Ellen Goldring, INTERNET ellen.goldring@vanderbilt.edu
DATE.  6/24/98 6:49 AM

Re: Pd Con{ paper
Adam,
First. I'm sending you six copies of the revised two pages of the Indicators mock report.

Second. lhe Bank report is not on my new computer and the disks for it on back in Atlanta. 1 can
certainly send it to you at the end of July. But. if vou need it earlier. | can have my wife FedEx the
disk to me.

Lastly. sorry I'm late in getiing you comments on the PD Conference paper, but here are a few.
mostly minor. The only substantive commenl | have is as follows.

Based on observation of TEI conversations and discussions with educational leaders, | believe that one
of the primary obstacles to the imporvement of PD opportunities for Suppl. School teachers is the
felt need Lo emphasize “equity” over “excellence” {my terms). The issue is —- Given limited
resources (time, money, and available leacher -educators), does a CA or Juppl. school spend these
resources meeting the minimal needs of many teachers {through one-shot workshops. eic.} or
improve the capacities of a few teachers (through sustained PD, etc }?  I've discussed this explicitly
with Joanne Barrington and Svlvia Abrams who both sec it as a real 1ssue. Some of the educaticnal
leaders believe in "equity” (that is, equal treatment for all teachers). But. even for those who see
the need for focusing more on “excellence” {thal is, creating PD opportunities that actually resull in
enhanced classroom. teaching and learning). lhey feel pressure from their lay boards (and Federation
allocation commitiees) who believe in "equity” and/or measure success by the numbers of teachers
you serve. lastly. it is an issue of political =urvival. Do you Invest your resources on a strategy that
in the long-term MAY yield the desired results {including convineing lav people that this is the way
to go}? Or, do you define and meet success in a way that fairly certan to work in the short-term?

The foilowing are minor comments
In the firsi sentence of the absiract. | would insert the words “in actuality”, so that the it reads “....
for, in actuality. it usually consists of isolaled workshops..” [Similar change to the corresponding

sentence in the |st paragraph.]

In first paragraph, 2nd to last sentence. insert "by teachers” so that it reads: "Typicaily, a workshop
is seen as useful by teachers if it provides.."

drd para in section entitled "Conceptions of Enhanced PD for Teachers”. 2nd sentence, “assesses”
should be "assess"

| would eliminate the 2nd para in section entitled "Further Details in Pd for Suppl. Schools.” This
para on the absence of data on day school PD is confusing and (I think) not essential.

oth para in same section, last sentence, "invole” should be “invite”
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From: Bureau des congres de UdeM <congres4 @BCOC.UMontreal.CA>
To: "'gamoran @ ssc.wisc.edu’™ <gamoran @ ssc.wisc.edu>

Subject: Adam Gamoran, #2312 RECEIPT

Date: Tue, 14 Jul 1998 18:39:53 -0400

Welcome to the 14th World Congress of Sociology. We acknowledge receipt of your
registration form and it has been processed as shown below.

Montr,al, July 14, 1998 ' File
no: 2312

Adam Gamoran,
Welcome to the 14th World Congress of Sociology. We acknowledge receipt of your

registration form and it has been
processed as shown below,

RECEIPT
A- Members - ISA (before 31-03-98): 350,00 $
Administration fees for credit card: 12,25 %

Total transaction: 36225% Amount received: 362,25

Balance due: 0,00 %
HOTEL RESERVATION
A single room at the cost of 125 $ per day has been reserved for you at the:
Le Chfteau Champlain
1, Place du Canada
Montr,al, Qubec H3B 4C9
CANADA
Telephone (514) 878-3000 / Fax (514) 8§78-6761

Arrival date: July 27, 1998, 22:00
Departure date: August 2, 1998 First night guaranteed

file://CA\TEMP\eud63.htm 7/15/98
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Remarks: We changed your arrival date.

This will serve as a receipt. Thank you for participating to the 14th World Congress of
Sociology. We hope that you will enjoy
your stay in Montr,al.

Madeleine Bergevin

Coordinator

file: A CATEMP\eud63.htm 7/15/98



Table 1. Quantity of “rofessional Development

SETTING
Day School Supplementary School
Number of Workshops® 3.8 4.4
Course in Judaica or Hebrew® 32% 44%
Private Jewish Study Group 36% 49%
Number of Teachers 302 392

Notes:
a Required workshops over a two-year period. Excludes first-year teachers.
b At a university, community center, or synagogue during the past 12 months.

Source: Gamoran et al. (1994) and the CIJE Study of Educators.



Table 2. Duration of Professional Development Programs

Number of Sessions per Program

PROGRAM SPONSOR
Central Agency Synagogue School TOTAL
] session 32% 66% 39%
2 - 5 sessions 57% 19% 42%
6 - 9 sessions 4% 13% 6%
10 sessions or more 7% 3% 6%

Number of programs 114 32 146



Number of Hours Addressing a Coherent Theme

PROGRAM SPONSOR
Central Agency Synagogue School TOTAL

2 hours or less 19% 56% 27%
3 - 9 hours 39% 38% 38%
10 - 19 hours 36% 6% 29%
20 hours or more 7% 0% 5%
Number of programs 114 32 146

Note: Percentages may not sum to 100% due to rounding.

Source: CIJE Study of Educators



14" WORLD
CONGRESS OF 26 JULY -1 AUGUST 1998
SOCIOLOGY NTREAL, QUEBEC, CANADA

INTERNATIONAL SOCIOLOGICAL ASSOCIATIO,
ASSOCIATION INTERNATIONALE DE SOCIOLOGIE

Secretariat Congress Secretariat WITH THE COLLABORATION OF
Facultad de Ciencias Politicas y Sociologia 14" World Congress of Sociology soclologlcal abstracts, inc.
Universidad Complutense Université de Montréal P.O. Box 22206

28223 Madrid C.P. 6128, succ. Centre-Ville San Diego, CA 92192-0206
Espana tréal, QC, C USA

Tel. : {34-1) 352-76-50 Tel. : -343-6492 Tel. : 0-1-619-695-8803
Fax:(34-1) 352-45-45 Fax : 1-514-343-6544 Fax : 0-1-619-695-0416

E-mail : isa@sis.ucm.es E-mail : congres @bcoc.umontreal.ca E-mail : socio@cerfnet.com

1 October 1997
Dear Colleague:

This is the eighth Congress for which sa, inc. and the ISA will cooperate in providing a booklet of abstracts
of papers being presented at the 14" ISA World Congress to all participants, and subsequently making these
abstracts a part of the sa database in print and electronically.

Call for abstracts

A form is enclosed for submission of your abstract, with instructions for its preparation. Note that all abstracts
must be written in English. After preparing the abstract, submit it to your Session Chairperson for his/her signature and
transmittal to the Montreal Congress Secretariat. Allow sufficient time for delays in mail services to deliver your
abstract to the Montreal Congress Secretariat by the deadline of 15 February 1998, and then forwarded to sa for
editorial deadline of 2 March. Abstracts that do not have the Session Chairperson's signature and do not go through
the established Secretariat channel will not be published by sa.

SCCIOLOGY Express

It is agreed that it would be helpful to the profession if not only your abstracts, but the papers they
summarize, were made available to the vast user audience (about 150,000 people) that sa commands in print and
electronically. If you would like to make your paper available to this worldwide audience through the sa document
delivery service, SOCIOLOGY Express, please submit a copy with the attached memorandum. Your abstract will be
preminently flagged so that ali sa users, including online and CD-ROM searchers, will be informed of the paper's
availability and given ordering instructions. If you wish to participate in this service, please follow the directions below:

(1) Submit a clearly typed copy or legible computer printout of the paper.

{2) Sign the memorandum giving permission to reproduce the paper.

(3) Make sure the paper reaches sa by 2 March 1998.

Making papers available in no way limits copyright, which remains in the hands of the author unless he or she
relinquishes those rights in writing. sa lays no copyright claim to the paper. The author may submit the paper for
publication, and may edit it before such submission. If the paper is published, sa requests that the first footnote
indicate that the paper was presented at the ISA meeting of a given year, that the paper was made available through
the sa document delivery service, SOCICLOGY Express, and that an abstract is in the sa database under a given
accession number. The author may withdraw his/her paper from the sa service with 30 days written notice. We hope
you will utilize this arrangement to spread your ideas not only among the Congress participants, but beyond our
geographic, cultural, and linguistic borders as well.

We look forward to an exciting and informative Congress.

Cordially yours,

fPats flan 4 Chian TBaer

Alberto Martineili Miriam Chal}
Vice President Executive Director
International Sociological Association sociological abstracts




XIV® CONGRES .
MONDIAL DE 26 JUILLET -1 AOUT 1998
SOCIOLOGIE MONTREAL, QUEBEC, CANADA

ASSOCIATION INTERNATIONALE DE SOCIOLOGIE
INTERNATIONAL SOCIOLOGICAL ASSOCIATION

Secrétariat Secrétanat du Congrés AVEC LA COLLABORATHON DE
Faculté de science polilique et de scciologie XIN® Congrés Mondial de Sociologie aoclologlcal abstracts, Inc.
Uriversité de Complulense Université de Montréal B.P. 22206

28223 Madrid C.P. 6128, succ. Cantre-Ville San Diego, CA 92192-0206
Espagne Montréal, QC, Canada H3C 3J7 Etats-Unis

Tél. : {34-1) 352-76-50 Tél. . 1-5%4-343-6492 Teét . 0-1-619-695-8803

Fax : {34-1}) 352-43-45 Fax : 1-514-343-6544 Fax : 0-1-619-695-0416

E-mail : isa@sis.ucm.es E-mail : congres @beoc.umontreal.ca E-mail : socio @ cerdnet.com

1* octobre 1997
Cher(ére) Coltégue,

C'est le huitieme congrés auquel 8a, inc. et I'AlS collaborent en mettant a la disposition des participants une
compilation des résumés qui seront présentés lors du XHv® Congrés mondial de 'AlS. Ces résumes feront
automatiquement parlie de la base de données {papier et électronigue) de 8a.

Appel des résumeés

Vous trouverez ci-joint un formulaire pour ta soumission de votre résumé ansi que les instructions requises.
Il est & noter que les rdsumés doivent étre présentds en anglais. Aprés avoir préparé le résumé, scumettez-le & votre
responsable de session pour signature, puis au Secrétariat du Congrés & Montréal. Veuiliez prévoir dans vos délais
que les résumés devront impérativement dtre dans tes bureaux du Secrétariat du Congrés & Montréal le 15 février
1998, d'ol ils seront envoyés a 8a pour la date de tombée de publication du 2 mars. Les resumés ne portant pas la
signature du responsable de session at n'ayant pas passés par le réseau du Secrétariat ne seronl pas publigs par sa.

SOCIOLOGY Express

Il est antendu qu'il serait utile a la profession gue non seulement vos resumés mais aussi les textes de
communications {papers) puissent éfre a ia disposition du plus grand nombre d’'uhlisateurs {environ 150 000) que 8a
touche par ses publications imprimees et 8lectroniques. Si vous souhaitez mettre le lexte de votre communication a la
disposition de cette audience mondiale via le service de livraison de documents de aa, SOCIOLOGY *Express,
veuillez soumettra une copie de ce texte avec le mémorandum attaché. Votre résumé sera marqué de sorte que tous
les utilisateurs de sa, y compns les chercheurs qui utilisent la base de données électronique et le CD-ROM, serant
informés de la disponibilité de volre texte et gu'ils recevront les instructions pour le commander. Si vous souhaitez
benéficier de ce service, veuillez suivre les instructions ci-dessous

(1) Soumetiez une copie du lexte de votre communication claremen! tapee a la machine cu a l'ordinateur

{2) Signez le memorandum donnant la permission de le reproduire.

{3) Assurez-vous gu'il arnve directemeni aux bureaux de 88 avant le 2 mars 1998

Le fait de rendre les textes de communications dispenibles n'outrepasse pas les droits d'auteur, qui restent
entre les mains de Vauteur a meins que ceiui-ci ne les céde par écnt. 88 ne se reconnait aucun droit d'auteurs.
L'auteur peut scumettre son texte pour publication et peut le réviser avant cetie soumission. Si le texte ost publié, sa
demandera que ia premiére note de bas de page indique que celui-ci a été présenté au congrés de I'AlS de Fannée
« X », etquil a été mis a la disposilion du service de livraison de documents de 88, SOCIOLOGY Exprass, et qu'un
resume est dans la base de données sous un numére d'accés. L'autour peut retirer son lexle du service de §a par
natification écrite de 30 jours. Nous espérons que vous uliliserez ce service pour partager vos idées non seulement
avec les participants du Congrds, mais aussi au-dela de nos lrontigres géographiques, cullurelles et linguistiques.

Dans l'atlente de ce Congrés informatit et enthousiaste, recevez nos sincéres salutations,

JHts flarinf A A Tt

Alberto Martineth Miriam Chail
Vice-President Directeur Général
Association internationale de sociologie sociological abstracts




abstracting instructions

Please summarize your paper in the form of an abstract, 100-200 words in length. If your paper has more
than one authar, ensure that only ONE author sends an abstract.

Your abstract must be clearly typed or printed, double-spaced {a space of one line between each line of
print), and attached to the form provided.

If your paper is mainly about empirical research, the abstract should contain clear information about:

i. the paper’'s main topic

ii. the main premises or hypotheses

fii. the methods of obtaining and analyzing your data
iv. yourdata

v. the main findings and conctusions

If your paper is mainly about concepts or theoretical ideas, the abstract should contain ciear information
about:

i. the paper's main topic

ii. the central concepts

iii. the devetopment of your argument
iv. the main conclusions

Full details must be provided of all publications cited in your abstract. It is necessary to give the following
information about all publications that are cited:

— personal or given name of author{s) and/or editor(s)
- family name of author(s) and/or editor(s)

- titte of journal article
—  title of journal
- date, volume, issue number, and page numbers of journal article

— itle of bock

-~ title of book chapter

- page numbers of chapter in edited book
- publisher of bock

- city of publication of book

- year of publication of book

Please provide complete names of organizations and people mentioned in the abstract, and do not use
any abbreviations,

After obtaining the countersignature of your session chairperson, please send your abstract by mail to:

Congraess Secretariat

14" World Congress of Socialogy
Université de Montréal

C.P. 6128, succ. Centre-Ville

Montreal, QC, Canada H3C 3J7

Please allow at least TWO WEEKS for international airmail. Transmission by facsimile (fax) and e-mail
are NOT acceptable.

Please mail your abstract as soon as possible to the above address before the deadline
of 15 February 1998.




MEMORANDUM

to: All Participants of this Conference
from: soclological abstracts, inc.
re: SOCIOLOGY*Express
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for Initiatives in Jewish Education in collaboration with educational
institutions in five communities in the United States, to assess the
current status and future possibiliities for professional development

of teachers in Jewish schools, Among teachers in Jewish day schools and
supplementary schools, the paper examines the extent and nature of
professional development activities, including workshops, courses, and
informal study. Focusing next on the least professionalized segment of
the Jewish teaching force -- the supplementary school teachers -- the
paper asks what opportunities are available, and whether these
opportunities are of sufficient quality to help establish professional

communities of educators.






The term “professional development” may be something of a misnomer in education, for it usually
consists of isolated workshops that offer fragments of inforrmation rather than a sustained,
coherent body of knowledge. Recently, a broader and deeper concept of professional
development for teachers has emerged. In this vision, professional development focuses on long-
term learning instead of immediate payoffs. Because it promotes collaboration and reflection
about teaching and learning within a professional context, it may contribute to professional
communities among teachers, and thereby enhance the practice of teaching. What are the
prospects for such enhanced professional development among teachers in religious schools? This
paper uses survey data collected by the Council for Initiatives in Jewish education in collaboration
with educational institutions in five communities in the United States, to assess the current status
and future possibilites for professional development of teachers in Jewish schools. Among
teachers in Jewish day schools and supplementary schools, the paper examines the extent and
nature of professional development activities, including workshops, courses, and informal study.
Focusing next on the least professionalized segment of the Jewi  teaching force -- the
supplementary school teachers -- the paper asks what opportunities are available, and whether
these opportunities are of sufficient quality to help establish professional communities of
educators.
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Isa Arxron, 03:05 PM 6/30/98 , reactions to your papers

Subject: reactions to your papers

Date: Tue, 30 Jun 98 15:05:11 -0000
X-Sender: aron@bcf.usc.edu

X-Mailer: Claris Emailer 2.0, March 15, 1997
From: Isa Aron <aron@usc.edu>

To: "Adam Gamoran" <gamoran@ssc.wisc.edu>

Hi Adam!

It feels like I spent the day with you yesterday. First, I took my newly
arrived copy of the American Journal of Education to the gym, and, though
I only meant to browse it, found myself reading with great interest your
article on tracking and higher level thinking. Yasher koach on this
wonderful, thorough, and very interesting piece of work. I believe that
my kids’ elementary school (which they are long out of) was one of the
schools in the study -- the Open School (it seems to match the profile of
the elementary school in the far west, and I remember hearing something
about a study they were participating is from U of Wisconsin), so I read
with extra special interest, though the elementary schools weren’'t really
the main focus of your study.

Then your two papers arrived from Jerusalem, and I read them both. I
thought *"Towards building a profession" was very very good -- carefully
reasoned, and well written. I found the discussion of how the state of
teacher professionalism in Jewish education isn‘t all that different from
the state of teacher professionalism in secular education very
provocative. To some extent it is a question of emphasis and
interpretation. We agree on the facts, but do these facts add up to a
similar or different picture? I found your discussion of it quite fair,
though I‘m not fully persuaded.

I have only 2 points of substantive disagreement is with your conclusions
on p.20 and 21. I think it’s important to distinguish the religious
school teachers from the day school teachers. I agree that the day
school teachers (whether part time or not) have a nascent professionalism
that can be built upon. The same goes for some segment of the religious
school teachers (the Israelis, those who teach in several different
places, and perhaps the moms who have no other career), but a serious
problem is that these teachers are paid by the hour, and would have to
be paid for participation in more extensive staff development, or would
probably boycott it. Then there is a significant portion (you have the
numbers) of teachers who are college or graduate students, underemployed
actors, and others who are just passing through, and who will be very
resistant to extensive professional development. Finally, the

avocational teachers with other careers would probably be open to some
sort of "professional development, " but of a very different type.

This brings me to the second point, which is that although you note
somewhere that principals do not feel they are successful in staff
supervision, you don’'t really return to this point in your conclusion.
Off-site staff development is helpful, but my own reading of the public
school literature (which i‘m sure you know much better than I) is that
site-based work with staff (writing curriculum together, team teaching,
and so on) is what really leads to school improvement. To have half a
chance of working with teachers in this intensive way, there must be more
than one instructional leader. An important part of the school
improvement strategy would be to bring on more layers other than just
teachers and one administrator -- i.e.,some version of the differentiated
staffing I wrote about in my paper for the Mandel Commission.

I completely agreed with your recommendations for upgrading the
professionalization of principals!

I also liked your research capability document very much, agreeing with
your updates on the situation since my report 7 years ago, and liking
your recommendations. I would, however, advocate for one additional area

Printed for Adam Gamoran <gamoran@ssc.wisc.edu>
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Isa Aron, 03:05 PM 6/30/98 , reactions to your papers

for whart you call "middle range®" studies, and cthat is a study of
innovacions and new models, in both formal and informal education in all
settings. There are now many more of these around than there used to be,
and news of them is spreading, and inspiring even more experimentation.

I don’t think the point of the research would be to provide "existence
proofs,* {I agree that that's a furile endeavor), but to try to tease out
in an analytic way what some of the factors are that lead to success
{much as your AJE article did in the two case studies). The ultimate
point would be to raise the level of the conversation, so that pecple
wouldn't just be imitating willy-nilly. but would have some basis for
understanding what factors might be needed to support a particular
innovation, and what goals these innovations might reasocnably achieve.

In any case, you’'ve probably gotten more of an earful than you bargained
for. Thanks for sharing your work with me -- I really enjoyed reading
both pieces. By the way, any insights you have on what makes the
research capability document TOP SECRET would be appreciated. I have
pondered this question, but am still clueless.

I just realized that you may not even be home yet -- so whenever you read
this, hope your re-entry to the US is smooth, and that vou have a
relaxing summer.

Take care,
Isa

Printed for Adam Gamoran <gamoran@ssc.wisc.edu>






























FROM.  Bill Robinson. [74104.3335]
TO. Adam Gamoran, AGamoran
DATE:  6/15/98 11:55 PM

Re: Educators Data
Adam,
The data on informal education is as follows.

Atlend a course in judaica or Hebrew at a university. comunity center, or synagogue?
Suppl. school -- 447
Day school -- 32%

Parlicipate in private Judaica or Hebrew study group?
Suppl. school -- 367
Day school —- 49%

Study Judaica or Hebrew on vour own?
Suppl. school -- 65%
Day school - 747

Participate in some other ongoing form of Jewish studv?
Suppl. school -~ 27%
Day school -- 28%

PARTICIPATE IN ANY OF THE ABOVE?
Suppl. school -- 76%
Day school —-- 78™

Do you wanl anv other groupings {beyond anv of the above)?
Bill



FROM:  Bill Robinson. [74104.3335]
TO: Adam Gamoran, AGamoran
DATE:  6/15/98 6:26 PM

Re: Data on PD
Adam,
ilere’s some of the dala you requested. Fax of pie charts to follow later today.

{On learning from practice.

There are a total of 29 opportunities for supplementary school educators (teac rs &/or
leaders) to learn from their practice. Of these 28 are sponsored by a central agency and one is
sponsored by an individual supplementary school. [This is different from the number | gave vou. but
it is the correct number.]

Of these cpportunities. 14 involve experimentation and reporting back. 12 invelve coaching
or menloring, and seven invelve networks (The supplementary school program involves coaching. and
is counted in the preceding.) NUTE: 4 programs offer both a coaching opporlumity and the
opportunily to experiment and report back.

Comprehensive Plan:

There are 2} central agency sponsored programs offered as parl of a comprehensive plan
and | supplementary school programs offered as part of a comprehensive plan.

Being part of a comprehensive plan could mean il is part of a two-parl series. it 15 offered
by an ongoing educalor netowork. if is a continuation of the subject malter covered in a program
offered outside of the community {i.c.. TEl Harvard). or il iz part of an overall supp. school
curriculum change project {for a single school).

FY] on Jewish content

supp (A
Pedagogy 23 60 programs
Leadership 0 7
J. conlent 5 15
Teaching of SM 2 25
Other 2 7
TOTAL 32 14

Pie charls {and educalor data on infolrmal study} to follow later.
Bill
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PROFESSIONAL DEVELOPMENT FOR TEACHERS IN RELIGIOQOUS SCHOOQLS:
INHERENT CONTRADICTION OR REALISTIC POLICY?

Adam Gamoran
University of Wisconsin-Madison, USA

EXTENDED ABSTRACT

Introduction

As a “semi-profession” (Etzioni, 1969), the occupation of teaching is faced with inherent
tensions and contradictions. Public school teachers complete years of formal training and their
positions require state certification, yet the work of teaching lacks a rigorous base of technical
knowledge {Dreeben, 1970, 1996). When teachers converse with one another about teaching,
their language is typically that of everyday life, in contrast to the professional vocabulary one
commonly hears among incumbents of other occupations (Jackson, 1968). The term
“professional development™ may be something of 2 misnomer, in that it usually consists of
isolated workshops that offer fragments of information rather than a sustained, coherent body of
knowledge. Typically, a workshop is seen as useful if it provides information of immediate
practical value, and there are no expectations for creating or maintaining a technical knowledge
base (Fullan, 1991). This approach to professional development is compatible with the
organization of most schools, in which teachers work in isolation from other adults, insulated and
autonomous within their classrooms.

Recently, a broader and deeper concept of professional development has emerged. In this vision,
professional development consists not only of formal workshops and courses, but also informal
leaming opportunities such as peer coaching, research, networks, partnerships, and
collaboratives (Lieberman, 1996). Because this conception focuses on long-term leaming
instead of immediate payoffs, and because it promotes coilaboration and reflection about
teaching and lcamning within a professional context, it may contribute to professional
communities among teachers, and thereby enhance the practice of teaching (Gamoran, Secada,
and Marrett, 1998).

Professional Development among Teachers in Religious Schools

What are the prospects for such enhanced professional development among teachers in religious
schools? In the United States, religious schools are largely independent from governmental
regulation, and standards for entry into teaching positions are often much looser. For example, a
study of teachers in Jewish schools found that only about half the teachers had formal training in
education, and less than a quarter had specialized subject matter training (Gamoran et al., 1994).
This pattern held for religious studies teachers both in “day schools,” where students study both a



secular and a religious curriculum, and “supplementary schools,” which students attend during
the afternoon, evening, or weekend in addition to attending a secular school. Levels of subject
matter training were particularly low among teachers in Jewish supplementary schools. A study
of Catholic schooling in the United States similarly indicated that teachers in supplementary
Catholic education are generally not professionalized (Eiford, 1994). Given that the professional
knowledge base tends to be even weaker in religious schools than it is in secular public schools,
at least in the United States, it may be particularly difficult to use professional development in a
way that contributes to the growth of professional communities among teachers in religious
schools.

This study examines the current status of professional development among teachers in Jewish
schools, and assesses the prospects for enhancing the quality and quantity of professional growth
opportunities. Among teachers in Jewish day and supplementary schools, the paper exan__._2s the
extent and nature of professional development activities, including workshops, courses, and
informal study. Focusing next on the least professionalized segment of the Jewish teaching force
— the supplementary school teachers - the paper asks what opportunities are available, and
whether these opportunities are of sufficient quality to help establish professional communities
of educators.

Data and Methods

The data for this paper come from two sources. One is a survey of teachers carried out in three
major Jewish communities, by local communal representatives in collaboration with the Council
for Initiatives in Jewish Education, a national organization that promotes educational change
(Gamoran et al., 1994). The survey covered the entire population of teachers in the Jewish
schools of the three communities, and almost 1000 teachers responded out of about 1100 who
were surveyed, for a response rate of 82%. For this paper, analyses focus on about 700 teachers
in day and supplementary schools, omitting about 300 teachers in pre-schools. The teachers
provided a wide range of information about their backgrounds and training experiences,
including information about professional development. The data were collected in 1993.

The second source of data was also gathered by the Council for Initiatives in Jewish Education in
collaboration with the same three communities plus two more for a total of five Jewish
communities, in 1995. These data focused not on teachers, but on programs available for
teachers in supplementary schools. Leaders in synagogue schools and in central community
agencies for Jewish education filled out a form describing each professional development
program offered by their school or agency. These data allow one to characterize the extent of
professional development available to teachers. Each program can also be characterized as to its
length, coherence, relation to practice, subject matter emphasis, and so on.

Because the research questions for this study are primarily descriptive, analytic methods are also
descriptive, mainly frequencies and crosstabulations. The descriptive statistics on the quality of
professional development rely on a coding system developed specifically for the second set of
data.



Preliminary Findings and Discussion

Findings thus far indicate that teacher are required to attend few workshops. For example,
religious studies teachers in day schools reported fewer than 2 required workshops per year. If
each workshop lasted 3 hours, that would total about 6 hours of workshops per year. By contrast,
state-certified teachers in public schools are required to attend 100 hours or more of workshops
over a five year period in many states. Thus, the quantity of professional development among
teachers in Jewish day schools is exceptionally low. Teachers in Jewish supplementary schools
report slightly more required workshops, but still far less than is required to maintain a
professional license.

The quality of professional development is more similar to what one finds in public education,
consisting mainly of isolated workshops which often fail to engage seriously with subject matter
and offer little opportunity for ongoing collaboration or other sustained connections to practice.
As in public education, then, most “professional development” is not very “professional.” The
main difference in Jewish religious education is that so little of it occurs, compared to secular
public education.

Despite the generally weak levels professional development among teachers in Jewish schools,
the prospects for improvement are worth examining. First, teachers express substantial
commitment to teaching in Jewish schools (Gamoran et al., 1994). Second, an infrastructure for
professional development is present, consisting of synagogues, independent schools, and
community agencies. Third, ideas about high-quality professional development are entering the
field of Jewish education from secular education. Fourth, exemplary programs exist, which may
serve as models for broader change.

A major barrier to expanding professional development for religious school teachers may be the
additional time needed, particularly among teachers in supplementary schools. Financial or other
incentives may be necessary to induce teachers to spend time in more professional development.
Of course, this will likely be worthwhile only if the professional development is of high quality.
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PROFESSIONAL DEVELOPMENT FOR TEACHERS IN RELIGIOUS SCHOOLS:
INHERENT CONTRADICTION OR REALISTIC POLICY?

ABSTRACT

The term “professio | development” may be something of a misnomer in education, foritus [y
consists of 1solated workshops that offer fragments of information rather than a sustained,
coherent body of knowledge. Recently, a broader and deeper concept of professional
development for teachers has emerged. In this vision, professional development focuses on long-
term leamning instead of immediate payoffs. Because it promotes collaboration and reflection
about teaching and leamning within a professional context, it may contribute to professional
communities among teachers, and thereby enhance the practice of teaching. What are the
prospects for such enhanced professional development among teachers in religious schools? This
paper uses survey data collected by the Council for Initiatives in Jewish Education in collaboration

h educational institutions in five communities in the United States, to assess the current status
and future possibilites for professional development of teachers in Jewish schools. Among
teachers in Jewish day schools and supplementary schools, the paper examines the extent and
nature of professional development activities, including workshops, courses, and informal study.
Focusing next on the least professionalized segment of the Jewish teaching force -- the
supplementary school teachers -- the paper asks what opportunities are available, and whether
these opportunities are of sufficient quality to help establish professional communities of

educators.



PROFESSIONAL DEVELOPMENT FOR TEACHERS IN RELIGIOUS SCHOOLS:
INHERENT CONTRADICTION OR REALISTIC POLICY?

As a “semi-profession” (Etzioni, 1969), the occupation of teaching is faced with inherent
tensions and contradictions. Public school teachers complete years of formal training and their
positions require state certification, yet the work of teaching lacks a rigorous base of technical
knowledge (Dreeben, 1970, 1996). When teachers converse with one another about teaching,
their language is typically that of everyday life, in contrast to the professional vocabulary one
commonly hears among incumbents of other occupations (Jackson, 1968). The term
“professional development” may be something of a misnomer, in that it usually consists of isolated
workshops that offer fragments of information rather than a sustained, coherent body of
knowledge. Typically, a workshop is seen as useful if it provides information of immediate
practical value, and there are no expectations for creating or maintaining a technical knowledge
base (Fullan, 1991). This approach to professional development is compatible with the
organization of most schools, in which teachers work in isolation from other adults, insulated and
autonomous within their classrooms.

Recently, a broader and deeper concept of professional development has emerged. In this
vision, professional development consists not only of formal workshops and courses, but also
informa! learning opportunities such as peer coaching, research, networks, partnerships, and
collaboratives (Lieberman, 1996). Because this conception focuses on long-term learning instead

of immediate payoffs, and because it promotes collaboration and reflection about teaching and



learning within a professional context, it may contribute to professional communities among
teachers, and thereby enhance the practice of teaching (Gamoran, Secada, and Marrett, in press).
Professional Development among Teachers in Religious Schools

What are the prospects for such enhanced professional development among teachers in
religious schools? In the United States, religious schools are largely independent from
governmental regulation, and standards for entry into teaching positions are often much looser.
For example, a study of teachers in Jewish schools found that only about half the teachers had
formal traiming in €  cation, and less than a quarter had specialized subject matter training
(Gamoran et al., 1994). This pattern held for religious studies teachers both in “day schools,”
where students study both a secular and a religious curriculum, and “supplementary schools,”
which students attend during the afternoon, evening, or weekend in addition to attending a secular
school. Levels of subject matter training were particularly low among teachers in Jewish
supplementary schools. A study of Catholic schooling in the United States similarly indicated that
teachers in supplementary Catholic education are gene |y not professionalized (Elford, 1994).
In contrast to public schools, where virtually all teachers are certified, proportions of uncertified
teachers range from one fourth in Catholic schools to around half in conservative Christian
schools (Choy et al., 1993). Given that the professional knowledge base tends to be even weaker
in religious schools than it is in public schools, at least for religious subject instruction in the
United States (where all state-supported schools are secular and most private schools are
religious), it may be particularly difficult to use professional development in a way that contributes

to the growth of professional communities among teachers in religious schools.



Conceptions of Enhance Professional Development for Teachers

In considering the possibility of enhanced professional development, one must examine
issues of both quantity and quality. Generally, teachers in private schools in the United States
(most of which are religious) participate less in formal professional development than teachers in
public schools (National Center for Education Statistics, 1996). Moreover, private school
teachers are less  ely to receive incentives for participating in professional development, such as
released time and professional credits, compared to teachers in public schools (National Center
for Education Statistics, 1996). The quality of professional development may be similar in public
and private schools in the U.S., but given the harsh cnticisms of professional development for
public school teachers, improving the quality of professional development also belongs on the
agenda for change in private school reform.

New conceptions of high-quality professional development have emerged in the last
decade or so. In place of one-shot workshops, teacher educators are calling for sustained and
coherent programs in which long-term growth, rather than short-term application, is the primary
goal (Goldenberg and Gallimore, 1991). According to this view, professional development must
be related to practice, but not in a straightforward, "quick-fix" way. Instead, professional
development is expected 1o be more effective if it offers opportunities for experimentation,
consultation with colleagues, and repeated efforts over time (Ball, 1996). The notion that
professional development should be related to practice is not new, but the emphasis on a long-
term relation between ongoing learning and practice reflects new insights into the nature of
teacher learning (Ball, 1996; McLaughlin and Oberman, 1996). Finally, emerging views of

professional development stress the important of subject matter knowledge as the content of in-
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service activities. Successful teaching is not a generic process, but is highly related to the context,
particularly t  of the subject matter (Stodolsky, 1988). Enhanced knowledge of subject matt -
- a particular weakness of teachers in rehgious schools -- enables teachers to find new ways of
reaching their learners (McDairmid, Ball, and Anderson, 1989).

Jewish Schools as a Context for Professional Development

This study takes up the case of Jewish schools in the United States as a context for
studying professional development in religious schools. We examine the current status of
professional development among teachers in Jewish schools, and assesses the prospects for
enhancing the quantity and quality of professional growth opportunities. Among teachers in
] 1ish day and supplementary schools, the paper examines the extent and nature of professional
development activities, including workshops, courses, and informal study. How much
professional development occurs? Focusing next on the least professionalized segment of the
Jewish teaching force - the supplementary school teachers -- the paper asks what opportunities
are available, and whether these opportunities are of sufficient quality to help establish
professional communities of educators. To what extent is professional development sustained :
c< rent, offering opportunities to reflect on practice, and focused on Jewish subject matter?

A bnief introduction to the structure of Jewish education in the United States will help set
the stage for the study (Ackerman, 1990). It is important to be aware that due to the separation
of church and state in the United States, all public (state-supported) schools are secular.
Consequently, Jewish children receive a formal Jewish education mainly in one of two ways: in 2
day school or a supplementary school. Jewish day schools are pnvately funded, i.e. they receive

no state support, although students in day schools learn secular as well as religious subjects.



Many day schools are affiliated with one of two groups of day schools: Torah UMesorah, an
association of orthodox schools, or Solomon Schechter, an association of conservative schools.
Inadd n, a vanety of schools fall under other sponsorships, including community schools,
orthodox schools not allied with Torah UMesorah, and a small number of schools affiliated with
the reform movement. The Schools and Staffing Survey of 1990-91, a nationally representative
survey of schools and educators sponsored by the U.S. Department of Education, identified 170
Torah U'Mesorah schools, 52 Schechter schools, and 289 other Jewish day schools in the United
States, with a total enrollment of around 114,000 students {McLaughlin, O'Donnell, and Ries,
1995). The Jewish Educational Services of North America (1992) identified a slightly higher
number of day schools (532) but a much larger number of students (about 168,000),

Students who do not study in day schools but who wish to receive a formal Jewish
education may study in supplementary schools, which offer lessons once, twice, or three times per
week, on the weekend and/or in the afternoon, for roughly between two and ten hours of
instruction weekly. The vast majority of supplementary schools are affiliated with congregations,
and they are about evenly split between those affihiated with the conservative and the reform
movements (Jewish Educational Services of North America, 1992). There are about 1,800 Jewish
supplementary schools in the United States in which around 287,000 students are enrolled (Jewish
Educational Services of North America, 1992).

Jewish education is highly decentralized in the United States (Ackerman, 1990). Each
school is generally accountable only to its parents and sponsoring institution, such as a synagogue.
Most Jewish communities have central agencies, often called the "Bureau of Jewish Education."

These agencies have no regulatory power but they often provide services, including professional



development. Central agencies are generally funded by the local communal organization, or
"federation,” which coordinates local Jewish fundraising. The central agencies are usually
accountable to the local federation, not to the schools they serve.

Data and Methods

The data for this paper come from two sources. One is a survey of teachers carried out in
three major Jewish communities, by local communal representatives in collaboration with the
Council for Initiatives in Jewish Education, a national organization that promotes educational
change (Gamoran et al,, 1994). The survey covered the entire population of teachers in the Jewish
schools of the three communities, and almost 1000 teachers responded out of about 1100 who
were surveyed, for a response rate of 82%. For this paper, analyses focus on about 700 teachers
in day and supplementary schools, omitting about 2 ) teachers in pre-schools. The teachers
provided a wide range of information about their backgrounds and training experiences, including
information about professional development. The data were collected in 1993, The survey was
supplemented with interviews of 125 educators, including teachers and educational leaders, in the
same communities.

The second source of data was also gathered by the Council for Initiatives in Jewish
Education in collaboration with the same three communities plus two more for a total of five
Jewish communities, in 1996. These data focused not on teachers, but on programs available for
teachers in supplementary schools. Leaders in synagogue supplementary schools and in central
community agencies for Jewish education filled out a form describing each professional

development program offer by their school or agency. These data allow one to characterize the
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extent of professional development available to teachers. Each program can also be characterized
as to its length, coherence, relation to practice, subject matter emphasis, and so on.

Because the research questions for this study are primanly descrptive, analytic methods
are also descriptive, mainly frequencies and crosstabulations. The descriptive statistics on the
quality of professional development rely on a coding system developed specifically for the second
set of data.

Findings

Surveys and interviews carnied out in 1993 provide basic information about the quantity
and quality of professional development. We report on these results first. The 1996 survey went
into much greater depth on the charactenstics of professiocnal development for teachers in
supplementary schools. We use this evidence subsequently to flesh out the earlier findings.

Basic Features of Professional Development

The most basic finding on quantity has been reported previously (Gamoran et al., 1994):
Jewish subject matter teachers in Jewish day schools reported that they were required to atter an
average of 3.8 workshops over a three-year period, and teachers in supplementary workshops
reported an average of 4.4 workshops. At that time the survey did not ask the number of hours
the workshops lasted, but it is clear the quantity of professional development is far below
standards such as that of the State of Georgia, which requires 100 hours of in-service workshops
over a five-year period, or the State of Wisconsin, which requires 180 hours, for teachers wishing
to maintain their teaching licenses. In addition to workshops, a number of teachers participated in
courses in Jewish subject matter and in private Jewish study groups. Table 1 presents the details

of these findings.



8

Interviews with educators indicated that professional development for day school teachers
tended to be fragmented rather than coherent. No overall plan was evident, and participation was
inconsistent. In-service education was equally fragmented for supplementary teachers in two of
the three communities. In the third, the central agency and synagogues combined to send
supplementary teachers to a series of three or four workshops over the course of a year. Both
schools and individual teachers received financial incentives to encourage participation. A
between-community analysis suggests that the incentive system succeeded at elevating the
quantity of professional development (Gamoran et al., 1997). Even in this community, where
professional development for supplementary teachers had a coherent structure, the content of
programs was fragmented, as there was no special attention to substantive linkages from one
workshop to the next.

Conversations with teachers about the nature of professional development confirmed our
impression that workshops tended to be isolated events. Moreover, teachers seemed to value
workshops to the extent they provided information of immediate practical value. As one teacher
commented,

Some of them are really wonderful, and they really do address just the issues that you need

to hear about. Very practical things like dealing with parents....] went to a wonderful one

that covered several of the major Jewish holidays. She showed us some very useful things
that we could take back to the classroom.
This teacher exemplifies the view that professional development is valuable if it is immediately
useful, and otherwise is not worth the time. Other teachers revealed the same perspective, as

illustrated by the following comment: "Some of the presenters are just terrific, and I find a direct
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application to teaching. Others are just like way up in the sky, pie in the sky type of thing." What
is missing from this conception is the idea that professional development can be a long-term
process of growth, with benefits that emerge over time rather than in the short-term application to
the classroom.

Further Details on Professional Development for Supplementary Schools

The 1993 survey provided general information on quality and quantity from the teachers’
standpoint, but did not give a comprehensive picture of what opportunities are available. By
focusing on opportunities for professional development for supplementary teachers, we get a
richer picture of opportunities, one that is not dependent on teacher self-reports. The unit of
analysis here 1s not the teacher but the program. Programs were quite varied, ranging from two-
hour workshops to all-day meetings, courses, retreats, and so on. Information was reported by
central agency staff and school directors, the two main providers of professional development
opportunities for teachers.

Because central agency staff also carried out workshops for day school teachers, the data
set also contains information on professional development in that sector, and it appears very
similar to what we will report for supplementary schools. The data on supplementary schools is
more complete because it was reported by school directors as well as agency staff, but it is
unlikely the picture would change substantially if programs for day school teachers were added to
the analysis,

Sustained and coherent programs. We counted 146 programs for supplementary schools
across the five commumties. Of these, 116 were offered by central agencies and 32 by individual

synagogue schools. Table 2 shows that about two-thirds of the programs offered by synagogue
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schools were one-shot workshops, that is, programs that met for one session only. Among the
central agency programs, 37% were one-shot workshops, 57% lasted for 2 to 5 sessions, 4%
spanned 6-9 sessions, and 7% lasted for 10 sessions or more. The total number of hours these
programs lasted corresponded to the number of sessions they met. Of the programs sponsored by
synagogue schools, 56% lasted two hours or less in total, 38% lasted 3-9 hours, and 6% lasted 10
hours or more. Agency programs tended to have longer durations as 34% lasted for 10 hours or
more, but 19% of the programs lasted for two hours or less (see Table 2).

Even the programs that lasted over a period of time, were usually not part of a
comprehensive plan for teachers' professional development. Only 21 of the central agency
programs {18%) and one synagogue school program (3%} had that charactenistic. Types of
coordination within comprehensive plans included a linked series of programs, programs offered
by an ongoing educator'’s network, and programs tied to national initiatives. The one synagogue
program in this category was linked to a broad plan for curniculum renewal in the scho

Opportunities io reflect on practice. The survey included an open-ended question in
which respondents were asked what opportunities teachers had to reflect on their practice in the
context of the professional development. Most programs -- about 80% -- did not formally
provide any opportunity for reflection on practice. Indeed, only one of the programs offered by a
synagogue school had this character. Of course, individual teachers may have taken what they
learned from any program and tried it out in their classrooms. But that approach does not carry
the same benefit for establishing a community of educators, compared with programs that

explicitly invote participants to reflect on their practice by sharing their experiences with others.
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Among the 20% of programs that did have a formal component for reflection, three
categonries could be discerned: coaching or mentoring, experimentation and reporting back, and
educator networks {ongoing forums for conversations among educational leaders, usually
principals.

Jewish content. We found two approaches to incorporating a rich focus on content in
professional development. In one, the Jewish content matenial itself is the main focus of the
workshop. For example, participants might study a selection of sacred text, with some discussion
of how the text relates to teaching or how students might understand the text. In the second
approach, the main focus is on teaching a particular Jewish subject matter. In this approach the
workshop is not about the content per se, but it involves deep exploration of the content in the
course of learning ways of bringing the material to children.

Professional development programs sponsored by synagogue schools rarely had either of
these features. As the right side of Figure | shows, only 16% focused explicitly on content and
another 6% explored a particular subject matter in the context of learning how to teach it. Most
programs (72%) emphasized pedagogic strategies without any particular relation to a specific
content. Examples include discipline and management, relations with parents, storytelling, iesson-
planning, and so on. These workshops are typically presented as if they are generic and can be
applied to any subject matter, despite current research suggesting that the success of pe gogic
strategies depends on subject matter context. Another 6% of the programs focused on other

topics that did not include a major component of Jewish content.
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The left side of Figure 1 provides similar information for programs sponsored by central
agencies. Here the proportion emphasizing Jewish content is somewhat greater (35% including
both types), but still that leaves 65% without a major Jewish content orientation.

Discussion

The survey of professional development programs confirms the impressions gleaned earlier
from the surveys and interviews with educators. Most programs meet for a limited duration -- of
those offered by supplementary schools, a majority lasted only one session. Few programs are
part of a comprehensive plan for teacher development, and few offer formal opportunities for
reflecting on practice. Most programs do not place Jewish content at the fore; this is particularly
true of programs sponsored by synagogue schools. In fact, every indicator revealed substantially
more programs that meet new standards for professional development among those sponsored by
central agencies as compared with those sponsored by synagogues. Still, both settings ~ ve far to
go if they are to embrace the new vision whole-heartedly.

What, then, are the prospects for professional development as a policy tool in religious
education? In the face of the lack of professionalism among teachers in religious schools, Jewish
and otherwise, our assessment is surprisingly positive. Using Jewish schools as the case in point,
three conditions support the conclusion that although professional development has substantial
room for improvement, it is a viable strategy. First, teachers in principle express substantial
commitment to professional development, particularly when they receive an incentive for
attending (Gamoran et al., 1994, 1997). This seems true even of supplementary school teachers,
the least professionalized sector in Jewish education. Teachers may lack a vision of how

professional development could contribute in the long term, beyond immediate classroom needs,
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but they seemn favorable to the idea of professional development, as evidenced by their
participation and assessment.

Second, an infrastructure for professional development of teachers in Jewish schools is
evident in the survey responses. The central agencies in these communities are quite active, and
they have substantially supplemented the offerings provided by synagogue schools. Current
professional development, though below ideal standards in many ways (but probably little
different than that of public education in this regard), provides a strong foundation on which to
build.

Third, ideas about professional development from general education are entering the
lexicon of Jewish education (e.g., Feiman-Nemser, 1997; Holtz, Dorph, and Goldring, 1997). We
may see a change over time in the quality and intensity of professional development for Jewish
schools as educators come to understand and attempt to meet high standards.

Despite this optimism, there are at least two major barriers to professional development as
a successful reform strategy. The first is time. Almost all teachers in supplementary schools work
part-time, and so do most teachers in day schools (Gamoran et al,, 1994). For many if not most
of these teachers, part-time work is a matter of choice rather than necessity (Gamoran et al., in
press). In that case, what are the chances of finding additional time for professional development?
The experience of one community suggests that a balance of individual and school incentives can
foster participation for supplementary teachers. Further experimentation along these lines seems
well warranted.

Second, the quality of professional development has far to go before it will reach the

highest standards. Improving quality is not simply a matter of changing the programs. For
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example, if programns begin to focus more on long-term goals and subject matter content, which
may lack immediate relevance to the classroom, teachers may at first object, failing to see the
payoff. It appears that a shift in the culture of professional development, which includes a vision
of professional growth over a long period of time instead of "quick fixes," may be necessary for a
successful transition.

Programs currently offered by synagogue schools are particularly weak according to the
criteria we examined. Two thirds are one-shot workshops, almost three quarters lack a focus on
Jewish content, and only one of 32 programs contained a formal opportunity to reflect on
practice. In contrast, the programs offered by central agencies more nearly approximate the
vision of long-term improvement. Thus, a successful approach may involve central agencies and
schools working together to change both the culture and the character of professional
development for teachers in Jewish schools.

The lack of time, along with the current character of profesional development, combine to
ir ede the likelihood of establishing professional communities among teachers in Jewish schools.
Our evidence on this situation is clearest for teachers in supplementary schools, but it may well be
the case for day school teachers as well. Communities form through repeated interaction over
time, but if teachers are generally isolated in their classrooms with few opportunities to
collaborate, there is little chance to establish the bonds of community. Teacher workshops that
consists of one or a small number of sessions, and that do not provide opportunities for reflecting
with colleagues about practice, are not designed to foster professional communities. Moreover,
the lack of focus on Jewish content in in-service education means that to the extent teacher

communities are formed, they may lack a distinctive Jewish character. If professional
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development is to transform Jewish teaching, therefore, it will need to follow a different approach
as well as carve out sufficient time.

What lessons does this study offer for other religious sectors? Many of the limitations of
educators in Jewish schools are also evident in other religious communities in the United States.
Central agencies for Jewish education provide an infrastructure for professional development that
meets relatively high standards, at least compared to programs offered by individual schools.
With that finding in mind, other religious sectors may wish to consider communal organization as

a mechanism for providing professional development to teachers in a number of schools.



16

References

Ackerman, W. 1. (1989). Strangers to the tradition: Idea and constraint in Amencan Jewish
education. Pp. 71-116 in H. Himmelfarb and S. Delia-Pergola (Eds.), Jewish educaiion
world-wide: Cross—cultural perspectives. Lanham, MD: University Press of America,

Ball, D. L. (1996). Teacher learning and the mathematics reforms: What we think we know and
what we need to learn. Phi Delta Kappan, 77, 500-508.

Choy, S. P., Henke, R. R., Alt, M. N., Medrich, E. A., and Bobbitt, S. A. (1993). Schoois
and staffing in the United Stares: A statistical profile. Washington, DC: U.S.
Department of Education. Document no. NCES 93-146.

Dreeben, R. (1970). The nature of teaching. Glenview, IL: Scott Foresman.

Dreeben, R. (1996). The occupation of teaching and educational reform. Advances in
Educational Policy, 2, 93-124.

Elford, G. (1994). Towards shaping the agenda: A study of Catholic religious
education/Catechesis. Washington, D: Educational Testing Service.

Etzioni, A. (1969). The semi-professions and their organizatrion. New York: Free Press.

Feiman-Nemser, S. (1997). Teach them diligently to your children: An experiment in avocational
teaching. Religious Fducation, 92, 440-457.

Gamoran, Adam, Ellen B. Goldning, Roberta L. Goodman, Biil Robinson, and Julie Tammivaara.
(1994). Policy brief: Background and professional training of teachers in Jewish

schools. New York; Council for Initiatives in Jewish Education.



17

Gamoran, A., Goldring, E, B., Robinson, B., Goodman, R, L., and Tammivaara, J. (1997).
Background and training of teachers in Jewish schools: Current status and levers = -
change. Religious Education, 92, 534-550,

Gamoran, A., Goldring, E. B., Robinson, B., Tammivaara, J., and Goodman, R. L. (In
press). The teachers report: A portrait of teachers in Jewish schools. New York:
Council for Initiatives in Jewish Education.

Goldenberg, C., and Gallimore, R. {1991). Changing teaching takes more than a one-shot
workshop. Educational Leadership, 49 (November), 69-72.

Gamoran, A, Secada, W. G., and Marrett, C. B. (In press). The organizational context of
teaching and leaming: Changing theoretical perspectives In M. T. Hallinan (Ed.),
Handbook of Sociology of Education. New York: Plenum.

Holtz, B. W, Dorph, G. Z . and Goldring, E. B. (1997). Educational leaders as teacher
educators: The Teacher-Educator Institute-- A case from Jewish education. Peabody
Journal of Education, 72, 147-166.

Ja son, P. (1968). Life in classrooms. New York: Holt, Rinehart, and Winston.

JESNA (Jewish Educational Services of North America). (1992). Statistical highlights of Jewish
schooling in U.S. Trends, 16, 1-8.

Lieberman, A. (1996). Practices that support teacher development: Transforming conceptions of
professional learning. Pp. 185-201 in M. W. McLaughlin and I. Oberman (Eds.), Teacher

learning: New policies, new practices. New York: Teachers College Press.



McDairmid, G. W, Ball, D. L., and Anderson, C. W. (1989). Why staying one chapter ahead
doesn't really work: Subject-specific pedagogy. Pp. 193-205 in M. C. Reynolds (ed.),
Knowledge base for the beginning teacher. Oxford: Pergamon.

McLau lin, M. W, and Oberman, ., Editors. (1996). Teacher learning: New policies, new
practices. New York: Teachers College Press.

National Center for Education Statistics. (1996). Teachers’ participation in professional
development. The condition of education 1996, indicator 59.
http://nces.ed.gov/pubsold/ce96/¢9659¢01 . html

Stodolsky, S. (1988). The subject matters.

i8



Table 1. Quantity of Professional Dev pment

SETTING
Day School Supplementary School
Number of Workshops® 38 4.4
Course in Judaica or Hebrew” 32% 44%
Private Jewish Study Group 36% 49%
Number of Teachers 302 392

Notes:
a Required workshops over a two-year period. Excludes first-year teachers.

b At a university, community center, or synagogue during the past 12 months.

Source: Gamoran et al. (1994) and the CIJE Study of Educators.



Table 2. Duration of Professional Development Programs

Number of Sessions per Program

PROGRAM SPONSOR
Central Agency Synagogue School TOTAL
I session 32% 66% 39%
2 - 5 sessions 57% 19% 42%
6 - 9 sessions 4% 13% 6%
10 sessions or more 7% 3% 6%
Number of programs 114 32 146

Number of Hours Addressing a Coherent Theme

PROGRAM SPONSOR
Central Agency Synagogue School TOTAL
2 hours or less 19% 56% 27%
3 -9 hours 39% 38% 38%
10 - 19 hours 36% 6% 29%
20 hours or more 7% 0% 5%
Number of programs 114 32 146

Note: Percentages may not sum to 100% due to rounding.

Source: CLJE Study of Educators



Figure 1: Emphasis on Jewish Content

Central Agency Programs for Supplementary
Supplementary Schools School Programs

LEGEND

B Focused on Jewish Content
B Focused on Teaching a Jewish Subject Matter
8 Focused on Leadership
Focused on Pedagogy
N Fc used on Other Issues






