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Towards Building a Profession:
Characteristics of Contemporary Educators in Jewish Schools

Adam Gamoran
University of Wisconsin-Madison

Ever since Jewish education in North Amenca encountered modern ideas about education,
reformers have been talking about professionalizing Jewish education. At first glance this seems
hardly realistic. After all, teachung itself is but a "semi-profession,” and according to prevailing
sentiment, much of Jewish teaching is avocational. Nevertheless, efforts to build a profession
persist. This paper suggests that in important ways, we are closer to a profession of Jewish
education in North America than might seem at first glance. Data from a study of educators in
Jewish schools in three North American communities indicate that although few educators are
fully trained for their roles, the degree of professional training is higher than many might think,
particularly for leaders of Jewish schools. Moreover, realistic strategies may enhance the
profession of Jewish education, including professional development for both teachers and leaders,
and higher professional standards for future generations of Jewish educational leaders.
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Ever since Jewish education in North America encountered modern ideas about education,
reformers have been talking about professionalizing Jewish education. At first glance this seems
hardly realistic. After all, teaching itself is but a "semi-profession,” and according to prevailing
sentiment, much of Jewish teaching is avocational. Nevertheless, efforts to build a profession
persist. This paper suggests that in important ways, we are closer to a profession of Jewish
education in North America than might seem at first glance. Data from a study of educators in
Jewish schools in three North American communities indicate that although few educators are
fully trained for their roles, the degree of professional training is higher than many might think,
particularly for leaders of Jewish schools. Moreover, realistic strategies may enhance the
profession of Jewish education, including professional development for both teachers and leaders,
and higher professional standards for future generations of Jewish educational leaders.



Percentage of Principals with Advanced Degrees

School Sector

TORAH UMESORAH 88.2%
SCHECHTER 79.0%
OTHER JEWISH 73.2%
TOTAL PRIVATE 65.7%
TOTAL PUBLIC 98.2%
Source: Adapted from D. McLaughlin, C, O'Donnell, and L. Ries, Private Schools

in the United States: A Statistical Profile, 1980-391. NCES 95-330.
Washington, DC: U.S. Department of Education, 1995.



Average Number of Workshops in a Two-Year Period

Setting TEACHERS LEADERS
DAY SCHOOL 3.8 4.4
SUPPLEMENTARY SCHOOL 4.4 5.6

PRE-SCHOOL 6.2 5.4

Source: CIJE Study of Educators



Satisfaction with Salaries

Percentage Very or Somewhat Satisfied

Setting TEACHERS LEADERS
DAY SCHOOL 49% 68%
SUPPLEMENTARY SCHOOL 75% 64%
PRE-SCHOOL 37% 66%

Source: CIJE Study of Educators



Average Day School Salaries, 1990-91

School Sector TEACHERS PRINCIPALS
TORAH U'MESORAH $19,273 $43,624
SCHECHTER $19,354 $52,774
OTHER JEWISH $15,911 $42,612
TOTAL PRIVATE $18,713 $25,562
TOTAL PUBLIC $30,751 $49,603

Source: Adapted from D. MclLaughlin, C, O'Donnell, and L. Ries, Private Schools in the United States: A Statistical

Profile, 1390-91. NCES 95-330. Washington, DC: U.S. Department of Education, 1985.



Experience of Principals

YEARS AS PRINCIPAL

YEARS CURRENT OTHER
School Sector TEACHING SCHOOL SCHOOL
TORAH U'MESORAH 8.5 9.3 3.6
SCHECHTER 9.6 4.0 4.6
OTHER JEWISH 9.6 4.7 4.4
TOTAL PRIVATE 9.4 5.5 3.2
TOTAL PUBLIC 10.5 5.7 3.6
Source: Adapted from D. McLaughlin, C, O'Donnell, and L. Ries, Private Schools in the United States: A Statistical

Profile, 1990-91. NCES 95-330. Washington, DC: U.S. Department of Education, 1995.

















































































. ~ 8. In the summary section, paragraph beginning with “given lhis evidence”. 3rd lo last sentence.
should be two senfences. Instead of . schools and it encourazes. ™ write " sehools. I also
encourages .

79, Following paragrpah, i last senfence (A} mzerl o eomma afler "1solated workshops” and {B)
change “emphasize” to “rich in" so thal the verb structure is correct
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TOWARDS BUILDING A PROFESSION:
CHARACTERISTICS OF CONTEMPORARY EDUCATORS IN
AMERICAN JEWISH SCHOOQLS

Ever since Jewish education confronted modernity on the shores of North America early in
the twentieth century, reformers have dreamed of a "profession” of Jewish education One
advocate of change was Emanuel Gamoran, a student of John Dewev at Teachers College,
Columbia University, and the first director of education for the Union of American Hebrew
Congregations, the Reform Movement inthe U'S  [n hus first year on the job he wrote (1924,
p.5).

Very few people today would think of entrusting their legal affairs to anycne but a lawyer

who had received spectal training entitling him to engage in his professional activities

Still less would people permit anvone who had not recened a long and arduous course of

training followed by a period of practice in medicine 1o minister to their physical ailments.

Yet those who are entrusted with the responsibility of molding the character of the young

-- of developing the Jews of tomorrow -- are too often people who present no other

qualification for their task than that of availability.

The dream of professionalizing Jewish education has been expressed repeatedly over the years
(e.g., Chipkin, 1936, Schoolman, 1966 [1960]; Pilch, 1969, Aron, 1990) This long-sought ideal
gains renewed importance in today's educational arena. as recent initiatives and research in general
education have linked teacher training and professional development with improved student
leaming (e.g., McLaughlin and Oberman, 1996). A changing paradigm in education that is
focusing or "teaching for understanding” in contrast to "teaching for the transmission of

knowledge" provides the impetus for the widespread redesign of both preservice teacher
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preparation programs and ongoing professional development work with teachers (Cohen, Talbert,
and McLaughlin, 1993 National Foundation for the Improvement of Education, 1996). These
imtiatives are reinforcing the importance of statfing schools with professional educators who
posess knowledge, skills and commitments to implement critical changes in education

In 1991, the Commission on Jewish Education in North America declared that buiiding the
profession of Jewish education is essential for improving Jewish education in North America. The
Commission's manifesto, 4 Time to Act, envisioned strategies for building the profession,
including berter recruitment, expanded training facilities. intensive in-service, improved working
conditions and career opportunities, and empowerment tfor educators How should we prioritize
among these strategies? Which etforts are most likely to bear truit” To reach effective decisions,
we need to answer three questions. (1) What do we mean by "building the profession”? (2) What
are the professional characteristics of teachers and leaders in the Jewish schools of today? (3)
Which strategies offer the best chance of building the profession®

We respond to these questions with evidence from research on Jewish educators in the
Urnited States. One source of data is a survey of 77 educational leaders and 982 teachers carried
out by the Council for Iritiatives in Jewish Education, the successor to the Commission, in
collaboration with three communities: Atlanta, Baltimore, and Milwaukee. In 1993, all
educational administrators and all teachers of Jewish subjects in the day schools, supplementary
schools, and pre-schools in these communities were targets of the survey. Response rates were
77% for educational leaders and 82% for teachers. As a supplement to the surveys, 125

educators in the three communities responded to in-depth interviews. Gamoran et al. (1998) and
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Geldring, Gamoran, and Robinson (forthcoming) provide more information about the CIJE Study
of Educators, and many of the computations in this paper are drawn from those reports.

The second source of evidence is the Schools and Staffing Survey (SASS) of 1990-91,
carnied out by the U S Department of Education This national survey of public and private
schools included teachers and principals in three categories of Jewish day schools: Torah
U'Mesorah schools, Solomon Schechter schools, and “other Jewish” schools (schools sponsored
by communities and other movements) Response rates for SASS were over 80%. Qur
tabulations for this paper are compiled from published data reported in Private Schools in the
United States: A Statistical Profile, 1990-91 (McLaughlin, O'Donnell, and Reis, 1995).

Jewish Education as a Profession

After considering an extensive academic Literature on professionalization, Aron (1990)
argued that three criteria are essential for thinking about Jewish education as a profession. These
criteria of a profession are

(1) Specialized technical knowledge that is, knowledge held exclusively by members of

the occupational group, formally transmitted through training institutions.

(2) Collective control over conditions of work: the ability to regulate the boundaries of the

occupational group, and to determine collectively the structure of tasks, rewards,

advancement, and so on

1]

(3) Commitment to the occupation: the view of the occupation as a "calling,” that is, a
career to which one is devoted over the long term.

Although many writers argue that Jewish education does not meet these criteria, the most

interesting starting point is to recognize the weak degree to which education in general meets
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these criteria. Despite the formal preparation of educators, which is nearly universal in the United
States {Choy et al., 1993), education in general and teaching in particular has a weak base of
specialized knowledge. When teachers talk with one another, they rarely use specific technical
language (Jackson, 1968) A non-educator sitting in the teacher's lounge would have little trouble
following the conversation. Contrast that situation with the resident's room of a hospital, where
an outsider would have difficulty keeping up with the medical talk The field of medicine provides
another sharp contrast in the area of occupational control unlike the certification of doctors,
which is regulated by a medical board, educators have relatively little role in certifying teachers or
principals. Entry into educational occupations is controlled by the state, not by educational
practitioners. However, the degree of control at the work site is very high in education. insofar as
teachers have substantial autonomy within their classrooms (Gamoran, Porter, and Gahng, 1993).
Finally, educators tend to exhibit occupational commitment  Although "burnout” 1s often cited as
an important problem, and educational administrators change jobs with regularity, tumover tends
to be within the field of education, not an exit from the occupation Overall, the weak links
between education and the criteria of professionalization, at least compared to occupations such
as law and medicine, have led sorne writers to refer to education as a "semi-profession” rather
than a full-fledged profession (Etzioni, 1969).

All of the limitations of education as a profession are evident for Jewish education as well.
Still, our analysis of data on Jewish educators will show that the differences between Jewish and
general education relative to the critena of professionalization are differences of degree, not of
kind. That is, like general education, Jewish education is not a full-fledged profession -- but it has

many important aspects of professionalization which should not be ignored. To make this case, it



15 useful to reflect on the features of Jewish education which are usually considered to be
distinctive aspects in contrast with general education. First, Fewish education lacks a centralized
authority structure (Aron, 1990; Ackerman, 1990) Schools are typically attached to
congregations or communities, many day schools are affiliated with national organizations, but the
governance of each school is localized at the school site  Yet public education in the United
States is also highly decentralized; not as decentralized as Jewish education, but principals and
teachers have subst  tial autonomy within their spheres of work, and federal and state authorities
provide broad latitude for diversity within their regulatory functions (Borman et al , 1996).
Second, Jewish education lacks a base of technical knowledge As noted above, however, weak
technical knowledge is a pervasive feature of education in general Third, one would not find a
consensus on goals within Jewish education, particularly when comparing across the various
constituencies of Jewish educaticn Yet the same is often said about education in general:
competing and even conflicting goals are an endemic feature of education (Cuban, 1990}, Fourth,
most Jewish educators work part-time in the field, whereas general education usually involves
full-time work. Nonetheless, there are reasons to see the diffcrence in hours of work as one of
degree rather than kind. Even full-time educators do not usually work year round  Although the
proportion of teachers who work part time in general education is small, it is growing (Choy et
al.,, 1993). Maoreover, our evidence will show that a sizeable number of Jewish educators work
full time during the school year, particularly in day schools, and among educational administrators
in all types of settings.

In contrast to this list of similarities, there is one way in which Jewish education differs

dramatically from general education: the absence of regulation over entry into the occupation. In
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Jewish education, "availability” is still a chief criterion, as Gamoran (1924) noted long ago, but in
pubiic education, state cerufication is almost always required. When we consider the implications
of the evidence for building the profession of Jewish education, we will need to keep in mind this
crucial distinction from general education

Some scholars claim that efforts to build Jewish education as a profession cannot bear
sufficient fruit in recruiting and developing a teaching force for Fewish education. Aron (1988)
argued that Jewish schools, espectally supplementary schools, could not pin their hopes on
recruiting and training a professional core of teachers. Aron recommended that policies should
focus on Jewish teaching as an "avocation" rather than a profession  The term avocation refers
10 "a quasi-religious calling and a task one does for love, rather than for the necessity of earning a
living” (Aron, 1997, p. 434 [n practice, the idea of avocatenal teaching commonty refers to
recruiting congregants, often parent volunteers, to teach in the relizious school because they have
shared values and commitments with the religious school  These values and commitments are
then supplemented with specific training to prepare avocational teachers to work in the classroom
{see Feiman-Nemser, 1997) As Dorph and Feiman-Nemser (1997) pointed out, for parent
volunteers with limited time and limited background in Jewish content or education, “the
distinction between preservice and inservice teacher education made no sense." The volunteers'
'training’...needed to be situated in the context of their ongoing work with students” (p. 460).
An avocational teacher model suggests that a recruitment and preparation of teachers is primarily
a local matter.

In this paper we take up the question of whether professionalism and part-time teachers

are inherently incompatible. The avocational model points out the difficulty of recruiting trained
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teachers for pant-time work  Yet it is worth examining more closelv the levels of preparation that
currently exist among teachers, including those in supplementary schools, and it is imponant to
examine the nature of teachers' commitment to their work. To the extent that teachers exhibit
occupational commitment in the field of Jewish education, it may be possible to enhance their
professionalism despite shortages of formal training.
Characteristics of Contemporary Jewish Educators

In examining the daia, we tocus on two issues Whether it i5 reasonable to speak of Jewish
education as a "profession,” as defined by the criteria above. and if sa, what strategies are best
suited to improving the quality of Jewish education as a profession. We present the evidence
organized according the criteria of professionalism- specialized knowledge, control over working
conditions, and career commitment
Specialized Knowledpe

On the one hand, educators in Jewish schools have less specialized knowledge than their
counterparts in general education, at least as measured by indicators of formal training. On the
other hand, a large proportion of educators have some formal training for their roles, a finding
that perhaps contradicts the view of Jewish education as avocational

Pre-service preparation. If teaching were a profession, one would expect 1o see
specialized knowledge in two areas: pedagogy, or methods of teaching, and subject matter.
According to the CIJE Study of Educators, over haif of the teachers surveyed reported a degree
in education, either from a university or a teacher training institute. This figure included 60% of
day school teachers, 46% of supplementary school teachers, and 61% of pre-school teachers

{Gamoran et al., 1993). Findings for day schools from the SASS were comparable: §4% of Torah



U'™Mesorah teachers, 70% of Schechter teachers, and 539% of teachers in Other Jewish schools
were certified in education (McLaughlin, O'Donnell, and Reis, 1993). {The SASS data include
general studies teachers as well as Judaica teachers, whereas the CIJE data refer only to teachers
of Jewish subject matter.)

[n contrast to the substantial numbers of teachers trained in education, fewer have formal
preparation in Jewish subject matter. According to the CIJE survev, only 31% overall are
certified in Jewish education or have some sort of degree in Jewish studies, such as a college
rmajor or rabbinic ordination. About half the day school teachers had this level of training, but the
figures were much lower among supplementary and especially among pre-school teachers
(Gamoran et al., 1998) Figure 1 shows that overall, almost two-thirds of the teachers were
formally trained in education. Jewish studies, or both, this included 5% trained in both, 35%
trained in education only, and 12% trained in Jewish studies only At the same time, 34% of the

teachers did not have formal preparation in either field of knowledge

Figure | about here

Figure 2 about hera

Comparead to teachers in Jewish schools, educational leaders had even more professional
preparation in education and Jewish studies. Figure 2 shows that 35%, almost twice the
proportion of teachers, had formal training in both fields, and only 11% lacked all formal training
in these areas, However, professional preparation for administrators includes a third area —

administration or leadership -- and in this field, the leaders of Jewish schools are deficient. Only
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27% overall have a degree or certification in administration, and as Figure 3 shows, less than haif
of those trained in both education and Jewish studies had a degree or certification in
administration as well. Thus, the leaders of Jewish schools do not have the tull extent of

professional preparation, but they have many of the important components.

Figure 3 about here

If we focus only on rates of advanced degrees, the SASS data indicate that principals of
Jewish schools are more professionalized than those in other private schools, but less trained than
public school principals. (Whereas the CIJE Study of Educators included persons in leadership
positions such as vice principals and department heads, the SASS administrator survey included
only principals.) Almost all public-school principals have an advanced degree -- usually a masters
degree -- the total is over 98% Figures for Torah U'Mesorah. Schechter. and Other Jewish day
schools are 88%, 79%, and 73%, respectively This compares favorably with a figure of 66% for
all private schools (McLaughlin, O'Donnell, and Reis, 1995). Like teachers, then, the principals
have substantial professional training, although they have less professional preparation than their
counterparts in public schools.

In-service workshops. In public education in the United States, amounts of required
professional development vary widely from state to state. Some states have no specified amount
for ongoing prefessional development, whereas other states require a specific amount of
professional development to maintain a teaching and/or administrating license For example, the

State of Wisconsin requires 180 hours of workshops. or 6 college credits, over a five-year period,
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for maintaining educator licenses By this measure, Jewish schools hold low standards for
professional development. Table | shows the average number of workshops that teachers and
administrators reported for a two-year period in the CIJE Study of Educators. The figures range
from a low of 3 8 warkshops reported by day school teachers, to a high of 6 2 workshops
reported by pre-school teachers [f we assume a typical workshop lasts three hours, that adds up
1o about 29 hours of workshops over tive years for day school teachers, or less than one-sixth of
the Wisconsin standard [nterestingly, the relatively high figure reporied for pre-schaol teachers
probably resuits from external requirements Most pre-schools are cerified by their states, and
certification requirements often include a mandated number of hours for in-service. Gameran et
al. (1997) found higher numbers of required workshops reported by teachers in state-certified pre-

schools, compared to teachers in uncertizied pre-schools

Table 1 about here

In contrast to quantity, the gualiny of professional development in Jewish education
appears comparable to that in general education As in general education, warkshops in Jewish
schools and communities are usually isolated events, disconnected from one another and lacking
opportunities for follow-up and integration with teachers' practices (Fullan, 1991, Gamoran et al.,
1998). Teachers tend to regard workshops as helpful if they offer a new tool that they can
immediately apply in the classroom, but there is no conception of professional development as a
long-term process of growth Thus, in-service work in Jewish education is less extensive, but has

the same limitations with regard to professionalism as in general education.
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Control over Working Conditions
Jewish education, like general education, lacks an all-encompassing professional guild that
regulates entry mnto the occupation, as in law and medicine (Aron, 1990} Also comparable to
general education, there are a variety of professional organizations for Jewish educators, such as
local principal's councils, the National Association of Temple Educators (the Reform movement's
principal's group), the Coalition for the Advancement of Jewish Education (CAJE), and 50 on
These groups provide collegial networks, opportunities for sharing information, and sponsor
conferences, of which the largest and most important is the annual CAJE conference, which is
attended by thousands of Jewish educators fram across North America (Gamoran st al | 1998)
Unlike general education, however, entry to specific jobs in Jewish education is not
regulated. neither by a professional argamization as in law or medicine, or by the state, as in
Jewish education. [nterviews from the CIJE Study of Educators revealed that teachers, in
particular, ofien fall into their jobs almost acaidentally, with little prior thought  One teacher in 2
supplementary school exptained
Well, basically, [ got recruited through a friend. I have a friend who was teaching here
and she said it was fun and great and a good thing to do. She thought T might jike
doing that. My first reaction, of course, was, “Who am [ to be teaching?” I have no
formal education as a teacher and certainly not of Judaica or Hebrew. And she just
said from what she knew that [ knew, [ had all the qualifications. [ had no experience
in Jewish education, but my friend persuaded me. And so just indirectly, and luckily, I

became involved in Jewish education.
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This entry pattern results in 2 total lack of preparation among some teachers, and partial lack of
preparation among others [t contrasts with general education, where years of planning and
preparation are normallv necessary to obtain a teaching job  Sull, it is interesting to observe that
most teachers in Jewish schools have some relevant professional training  Although
supplementary teachers, rather than teachers in day schools or pre-schools, tended to relate the
“accidental” entry experience, the proportion of teachers with formal training in education was
only modestly lower in supplementary schools (46%) compared to teachers in day schools and
pre-schools (60% and 61°%%, respectively)

Autonomy of teachers. Teacher empowerment is a common theme in educational reform
efforts (Gamoran, Porter, and Gahng, 1995) Generally, we find that teachers in Jewish day
schools have similar or better opportunities to influence their schools and to control classroom
activities as do teachers in other contexts  According to the SASS. teachers in private schools
report higher levels of control and influence than teachers in public schools, and teachers in
Jewish day schools fit the private-school mold For example, on a scale of | - 6 with 6 as high,
public school teachers rated their influence over schoo! curriculum policy as 3.6, whereas private
school teachers perceived more influence, with an average of 4.3, The comparable figures for
Jewish teachers were 4.1, 4.7, and 4.3 for those in Torah U'Nesorah, Schechter, and Other Jewish
day schools, respectively (McLaughlin, O'Donnell. and Reis, 1993) Supplementary teachers
likely experience less influence over school policies, because they have few opportunities to
participate in decision-making processes at the school level (Gamoran et al., 1998, but see Aron,
1990, for smaller differences between supplementary and day school teachers in reported

influence). In any case, supplementary school teachers, like Jewish day school teachers and



teachers in other educational contexts, exercise substantial control over activities within the
classroom,

The pattern of findings on control is both ironic and promising The irony is that Jewish
teachers have so much say in their working lives, yet many are poorly prepared to exercise that
autonomy, particularly in terms of Jewish content knowledge Yet the findings are also promising
in that if the professional knowledge of teachers could be enhanced, they would have
opportunities to put their knowledge into practice

Rewards from work mn Jewish educarion By considering the nature of rewards and
satisfaction from work in Jewish education, and through comparisons with general education, we
obtain another glimpse into the possiblity of professionalism in Jewish education. The most
salient rewards for Jewish educators are intrinsic, just as in general education (Gamoran et al |
1998, compare with Lortie. 1973) Jewish educators enter and remain in the field because they
enjoy working with children, and because they are committed 1o teaching Judaism. Equally
comparable tc general education, some aspects of extrinsic rewards are lacking. Findings from
the SASS indicate that salaries for day school teachers compare favorably with those of teachers
in other private schools, but they are far below the typical public-schoo! teaching salary. This
pattern, along with the findings for autonomy noted above, is consistent with the research
literature which claims that teachers in private schools trade off lower salaries for more control
(Chubb and Moe, 1990). Interestingly, salaries for day school principals (in contrast to teachers)
are much closer to the levels of the typical public-school principal than the average private-school

principal. These results appear in Table 2.
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Table 2 about here

In the CIJE Study of Educators, teachers and educational leaders were asked whether they
were satisfied with their salaries Not quite half of the day school teachers said they were
somewhat or very satisfied, but over two-thirds of the day school leaders said they were (see
Table 3). This pattern seems consistent with the findings from the SASS, beth in the comparison

to public-school salaries and in an absolute sense

. Table 3 about here

The group with the highest level of salary satistactior was the supplementary school
teachers: three-quarters said they were somewhat or very satisfied (see Table 3} By contrast,
only 37% of pre-school teachers reported that level of satistaction  Whereas levels of satisfaction
among teachers differed substantially across the three settings, satistaction levels among the
leaders were roughly similar. with about two-thirds of the leaders satistied on average in each
setting.

Perhaps the sharpest departure from prefessional working conditions for Jewish educators
is in the area of fringe benefits Among educational leaders who work full time (i e., 25 hours per
week or more), only 73% reported that health benefits were available to them, and just 64% said
they could receive pension benefits from their work tn Jewish education. The failure to provide

benefits is even more severe among teachers” Of those working full time, only 483% repored
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access to health benefits and 43% had pension benefits available. The tack of benefits for teachers
stemns partly from the failure of some institutions to provide benefits to teachers who work as
much as 25 hours per week, and partly because many teachers reach 23 hours of weekly work in
Jewish education by combining two or more par-time jobs  Among those working less than full
time, of course, a minority of leaders and very few teachers had access to health or pension
benefits.

General satisfaction For teachers in Jewish day schools, the SASS provides a gauge of
overall satisfaction, which we may compare with teachers in non-Jewish schools (McLaughlin,
O'Donnell, and Reis, 1993) A composite scale based on three questions (do you like teaching?
do you lock forward to coming to school each day” does teaching have more advantages than
disadvantages”) was scored 0 - 10 with 10 as high  On this scale, public school teachers averaged
7.7 and private school teachers responded with 8 4 The average scores for teachers in Jewish
schools were 8.3 in Torah U'Mesorah, 8 4 for Schechter, and 8.7 tur Other Jewish day schools.

In relative terms, teachers in Jewish schools are more satisfied than the norm, and moreover we
regard satisfaction scores of over § on a 10-point scale as irdicating a high level of satisfaction in
an absolute sense as well

In the CIJE study, educational leaders across all settings were generally very satisfied with
the amounts of time they spent on the various activities that compose their working fives. For
example, 63% reported that they were satisfied with the amount of time they spent on curricular
tssues Educational leaders were equally satisfied with the amount of time they had to spend on
school administrative issues (fund raising, marketing, etc) Tellingly. they were least satisfied with

the time they spent on training staff® forty-nine percent of all educational leaders indicated
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dissatisfaction with the amount of time on this activity. Although we can not be certain about the
interpretation of this finding it 1s most likely, given the limited background and training of
teachers, that the educational leaders would prefer to spend more time working with teachers
Career Commitment

Jewish teaching i1s overwhelmingly a pan-time occupation In the CIJE study, 72% of the
teachers worked fewer than 23 hours per week in Jewish education, this included 98% of
supplementary teachers. 37% oI those in pre-schools and 33%s of those in day schools. For early
reformers, this situation was wnimical to professionalization. Rather, full-time work was the sine
qua non of professionalism. Schoolman (1966 [1960]. p. 180), for example, stated that "Jewish
teaching can and must be made a tuli-time profession that will command Life-time commitment by
creative personalities ” Today. however, it is no longer self~evident that part-time work and
professionalism are incompatible Manv workers, pamicularly wonen and particutarly in the field
of education, are able to establish a professional commitment within the context of part-time work
(Hochschild, 1989). Rather than assuming that a part-time occupation cannot be professionalized,
it 1s worth enquiring about the professional commitment of Jewish educators.

In a survey of teachers in Jewish supplementary and day schools in Los Angeles, Aron and
Phillips (1988) had asked respondents whether their work was best described as a career,
something that provides supplementary income, or something done for satisfaction. These
categories reflected an assumption that a "career" is separate and distinct from something done for
supplementary income or the satisfaction of the job But in fact the categories are not mutually
exclusive, and teachers had a great deal of difficulty selecting only one response (Aron 1997).

Mindful of these difficulties, the CIJE survey focused more narrowly on the question of whether
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respondents saw their work in Jewish education as a career ("Do vou think of your work in
Jewish education as a career?") A response of "yes” to this question, we maintain, indicates 2
commitment to Jewish education that offers the potential for professionalism, regardless of the
number of hours worked per week

Overall, 59% of teachers and 78% of educational leaders said they view their work in
Jewish education as a career Even among supplementary school teachers, of whom almost all
work part time, 44% responded "ves" to the career question Table 4 provides a breakdown of
responses 1o this question by hours of work  Only among those working -4 hours per week did
a munority respond affirmatively (32°). Ameng teachers working 5-12 hours per week, 63%
responded yes The highest proportion was among teackers working 13-24 hours per week, of
whom 76% viewed their work 1n Jewish education 2s a career, the proportion was slightly lower

(69%) among those working in Jewish education 23 hours per week or more

Table 4 about here

Almost all the educational leaders who responded to the CLIE survey viewed their work in
Jewish education as a career The figures for day, supplementary, and pre-school leaders were
100%, 91%, and 93%, respectively, with an overall average of 95% These leaders have
expressed a strong professional commitment, regardless of their part-time or full-time status.

Commitment to work in Jewish education also comes through in the substantiai longevity
of Jewish educators. Experience in the field i1s admittedly a double-edged sword: On the one

hand, it may indicate that persons who have found their "calling” remain to continue their fine
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work; but it could equally indicate that their work becomes stale and uninspirad. We make no
attempt to distinguish among these interpretations purely from evidence about experience
However, we contend that high levels of experience indicate a high degree of commitment to the
occupation, which again offers a potential for the development of a profession. According to the
CIJE study, teachers exhibit substantial experience in Jewish education, with only 6% in their first
year at the time of the survey, and 38% with more than ten years' experience when they responded
(Gamoran et al., 1998) Educational leaders reported even more experience in Jewish education,
as 78% had been working in the field for more than 10 years, {(However, only 31% had spent
more than 10 years in educational leadership, and only 55% had even as much as 6 vears'
experience as leaders.)

Data from the SASS suggest that principals of Jewish schools have roughly similar levels
of experience, both in teaching and as principals. compared to principals in public and other
private schools (McLaughlin, O'Donnell, and Reis, 1995} As Table 3 shows, principals of
Schechter and Other Jewish schools had slightly less experience in their current schools and
slightly more experience as principals of other schools, compared to principals in non-Jewish
schools, hinting perhaps at more turnover in these categones of Jewish schools. Principals of
Torah U'Mesorah schools exhibited similar levels of experience in other schools and more years
on average as principals in their current schools, compared to the other Jewish and non-Jewish

categories.

Table 5 about here
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According to the CIJE study, educational leaders in supplementary and pre-schools as well
as those in day schools reporied substantial prior teaching experience. Eighty-one percent of the
educational leaders had taught in a Jewish day, supplementary or pre-school and 61% had worked
in general education before assuming their leadership positions in Jewish education.

Findings on career orientation and experience provide evidence of professional
commitment or, at a minimum, the potential to develop professional commitment. Among
educational leaders, most are full-time, think of themselves as having a career in the field, and
indeed have followed carcer paths from teaching to leadersh.p Among teachers, a majority are
experienced and career-oriented, even among those working part time as Jewish educators.
Summary of Research Evidence

What conclusions can we draw from the rescarch evidence® First, specialized knowledge
among Jewish educators is weak, even weaker than in general education  Whereas general
educators are professionally trained in pedagogy and subject matter, most teachers in Jewish
schools are missing one or the other of these key ingredien:s, if not both. Principals are much
more likely to be trained in education and Jewish content. but most lack formal preparation in
educational administration. Still, professional preparation is not entirely absent, and there is much
to build on, especially in the case of principals.

As in most areas of education, Jewish teachers have substantial control within their
classrooms. Day school teachers influence school policies, even moréio than teachers in public
education. Day school salaries are low for teachers, but not for principals, compared to public
education. Surveys on satisfaction point to pre-school teacher salaries as an area of special

concern. In addition, many Jewish educators -- even those who work full time -- lack access to
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benefits that are the norm in American society. In these aspects of working conditions, the degree
of professionalization is lower in Jewish than in general education, but not fundamentally
different. The one crucial distinction is in the lack of regulation over entry into the occupation of
teaching.

Finally, Jewish educators show signs of professional commitmeant. Even though teachers
are mainly part-time, many are career oriented and levels of experience are high  On the basis of
these findings and in light ot the partial professional preparation of almost two-thirds of the
teachers, we reject the contention that the part-time, unregulated nature of Jewish teaching means
there cannot be a profession of Jewish teaching (Aron, 1990) Teachers now in the field of Jewish
education offer a rich base on which to build an increasingiv professionalized work force, uniquely
suited to Jewish education Educational leaders show strong evidence of professional
commitment, including almost universal career commitment and lung years of experience in the
field. These findings also sugyest that a base exists on which a protession of Jewish education can
be built and enhanced

Implications for Building the Profession

To determine the essential strategies for building the professian, we begin with the facts,
and consider the alternatives We recognize the value of all the strategies listed in 4 Time to Act
(recruitment, training, in-service, salaries/benefits, career tracks, and empowerment), and it is not
our purpose to reject any of them. At the same time, it is crucial to establish priorities for action,

and that is the policy thrust of this paper.



Implications for Teachers

What are the key facts about teachers? First, they work part ime  Second, there are a
great many of them -- perhaps as many as 30,000 teaching positions in Jewish day schools,
supplementary schools, and pre-schools in North America' Third, the professional training of
most teachers ranges from partial to none, as only 19% are trained in both pedagogy and Jewish
content. Fourth, teachers exhibit substantial commitment and stability in their work as Jewish
educators.

Given this evidence -- part-ime work, a large number of teachers, lack of content
knowledge, and commitment -- what strategy should have tae highest priority? The vast scope of
the problem makes pre-service training of professional teachers an impractical solution for the
large scale In our view, however, this does not preclude building a profession of Jewish
education that includes part-time as well as full-time teachers The strong commitment of
teachers and the partial professional training of most provides a base on which to build, a base
that is stronger than many observers have previously assumed

The most promising strategy for building the profession under these circumstances, we
believe, is extensive, ongoing professional development for teachers who are already in the field
of Jewish education Professiona!l development as a reform strategy turns the “accidental” entry
of teachers from a weakness into a strength It takes advantage of the diverse backgrounds of
teachers in Jewish schools, including the educational training of many who had not intended to
become teachers in Jewish schools It also encourages tailoring of professional development to
the particular needs of Jewish educators in the field. Whether part-time or full-time, teachers in

Jewish schools are likely to respond favorably to high-quality professional development, in light of
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their commitment to their work. Financial incentives for teachers and their schools are likely to
en\hance the tavorable response (Gamoran et al., 1997} Viewed from this light, the avocational
"calling” that leads many teachers to Jewish schools is not incompatible with professional
commitment and standards. Indeed. our emphasis on protessional development for teachers is
consistent with the conclusions, if not the conceptual analysis, of the avocational model (Aron,
1997; Feiman-Nemser, 1997} In the avocational model as in our analysis, existing knowledge
and commitment to Jewish teaching can serve as the foundation for enhancing teaching quality

through teacher learning

o~
/ In the ideal implementation of professional development as the primary strategy for
‘ enhanci

ng Jewish teaching, each teacher would have an individualized growth plan tailored to his
r her needs and constraints At a minimum, we call for oppontunities for professional

development organized by schools and communities that improve on past efforts  Instead of one-
shot, isolated workshops. and a tfragmented approach, high-quality professional development
would be coherent. sustained. focused on teachers' specific neads. and rich in Jewish content
(Gamoran et al., 1994; Holtz, Dorph, and Goldring, 1997)
Implications for Educarional Leaders

For principals and educational leaders, the facts are different First, most principals work
full time Second, the total number of principals is much smaller, probably around 3,000.> Third,
current levels of professional training are much higher among principals than among teachers.
Almost 90% of the educational leaders in the CIJE study are formally trained in at least one
essential field Stil, half lack formal preparation in Jewish studies For both symbolic and

substantive reasons, this is a glaring weakness Of course, a principal cannot be trained in all



areas of educational subject matter. But for a Jewish school, it would [seem essential that the
principal carry specialized knowledge in the area of the school's W. Finally, a large
majority of educational leaders lack formal training in administration.

The more manageable number and relatively strong base of tormal preparation, the
sizeable proportion of full-time positions and the overwhelming career commitment of principals,
point to a combination of recruitment and pre-service training as the primary strategy for building
leadership within a profession of Jewish education. This strategy could have four main
components:

(1) Building on existing institutions that train principals for Jewish schools, the

administrative component of the training curricula could be enhanced. In addition, the

enrollment of these institutions could be substantially expanded, through investments in
the institutions and by publicizing the demand for well-trained educational leaders.

(2) Standards for educational leaders could be established and disseminated. These

standards would recognize three essential components of formal training (education,

subject matter, and admunistration), and would emphasize the importance of Jewish studies
for the leaders of Jewish schools.

3
'Jf r f - < f“‘r' -
/ - - . . . - ’
‘/"ﬂ (3) Professional working conditions, including health and pension beneﬁts}. %etter

-/

v/ salaries for pre-school directors, would improve recruitment prospects and bring Jewish

), schools in line with the norm for professions in America.

v
o( (‘ {4) Professional development is essential for principals as it is for teachers; first as a short-

%

term response to the lack of formal preparation among many current leaders, and
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ultimately in the long-term as a component of professional growth that is central in any
profession.
The goal of these reforms would be that within one generation --say, by the year 2020 -- the
leaders of all Jewish schools in North America will be fully prepared for their wark and engaged
in on-going professional development. Because the number of leaders is not that great, and
because the vast majority of leaders already have at least part if not most of this preparation, this

(s a realistic and manageable goal towards which future initiatives should be directed.



Notes
1. The number of teachers in Jewish schools has increased over time, but current estimates are
difficult to pinpoint. In 1927, Benderly (1949 [1927]) estimated there were more than 10,000
teachers in American Jewish schools. By 1959, the estimate was 18,000 (Schoolman, 1966
[1960]), and a similar estimate was given in the late 1970s (Ackerman, 1989). The SASS of
1990-91 estimated close to 10,000 teachers in day schools, but this figure included secular as well
as Jewish studies teachers. A 1987-88 census of Jewish schools in the United States estimated
about 40,000 positions, but this figure also included general studies teachers in day schools. The
CIJE study counted 1192 teachers of Jewish subjects in the day, supplementary, and pre-schools
of Atlanta, Milwaukee, and Baltimore. Relative to the number of Jews in the populations of these
communties, that figure would extrapolate to over 33,000 teachers across North America, but the
estimate may be too high because the systems of Jewish education may be especially developed in
those cities. Including all three types of schools (day, supplementary, and pre-schools}), it is
nonetheless reasonable to estimate conservatively that there are around 30,000 teaching positions

in Jewish day schools, supplementary schools, and preschools in North America.

2. The SASS enumerated 511 day schools in the United States. A 1987-88 census of Jewish
schools in the United States found 532 day schools, 138 preschools, and 1800 supplementary
schools (JESNA, 1992) A4 Time 1o Act estimated a larger nurnber of day schools (800) but a
similar number of supplementary schools (1700). Even taking the higher number from each
report, and allowing for expansion during the 1990s, the total number of positions for principals ts

probably around 3,000.
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Table 1. Average Number of Workshaps in a Two-Year Period

Sefting
DAY SCHOOL
SUPPLEMENTARY SCHOOL

PRE-SCHOOL

Source: Adapted from Gamoran et al.

NUMBER OF WORKSHOPS

TEACHERS LEADERS
3.8 4.4
4.4 5.6
6.2 5.4
(1994},



Table 2. Salaries in Jewish Day Schocls and Other Schools

School Sector
TORAH UMESORAH
SCHECHTER

OTHER JEWISH

TOTAL PRIVATE

TOTAL PUBLIC

Average Salaries, 1990-91

TEACHERS PRINCIPALS

$19,273 $43,624
$18,354 $52,774
$15.911 $42,612
$18,713 $25,562
$30,751 $43,603

Source: Adapted from MclLaughtin, O'Donnell, and Ries {1335).



Table 3. Satisfaction with Salaries

Percentage Very or Somewhat Satisfied

Setting TEACHERS LEADERS
DAY SCHOOL 45% 68%
SUPPLEMENTARY SCHOOL 75% 64%
PRE-SCHOOL 37% 66%
TOTAL 56% 64%
Source: Adapted from Gamoran et al. {1998) and Goldring, Gamoran, and

Robinson {forthcoming).



Table 4. Teachers' Career Perceptions by Hours of Wark

WEEKLY HOURS OF WORK
IN JEWISH ECUCATION

1 -4 Hours
5-12 Hours
13 - 24 Hours

25 Hours or More

TOTAL

Source: ClJE Study of Educators

PERCENT RESPONDING "YES”
JEWISH EDUCATION IS THEIR CAREER

32%
63%
76%

539%

59%



Table 5. Experience of Principals

YEARS AS PRINCIPAL

YEARS CURRENT OTHER
Schoo! Sector TEACHING SCHOOL SCHOOL
TORAH UMESORAH 8.5 9.3 36
SCHECHTER 9.6 40 46
OTHER JEWISH 9.6 4.7 4.4
TOTAL PRIVATE 9.4 55 3.2
TOTAL PUBLIC 10.5 57 36

Source: Adapted from McLaughlin, O'Donnell, and Ries (1995).
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AUTHOR Hochschild, Arlie Russell, 1940~
TITLE The second shift : working parents and the revolution at
home /
Arlie Hochschild ; with Anne Machung. =-- New York, N.Y.
Viking,
cl989.
(ALB5535)

LOCATION College Library Reserve Book Collecticn, 1lst Floor West,
Room 1191

CALL NQ. HQ536 H63 1989 {copy 201}

STATUS For circulation information, please ask staff.

LOQCATION College Library Women's Collection, 3rd Floor East, Room
3250

CALL NO. HQ536 H63 1989
STATUS Not checked cut.

——————————— DISPLAY CONTINUES (MADCAT UW-MADISON). NEXT SCREEN = ns
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topics
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FROM:  Bill Robinson. {74104 ,3335]

TO: Adam Gamoran, AGarnoran

DATE:  6/10/98 10:45 PM

Re:; DASS data question

Adam,

| had to check with Stephen Brougham at NCES..

All schools included in the category of “Hebrew Day" belong to “Torah Umesorah - National Society
for Hebrew Day Schools.” Schoeols thal indicate a Jewish affiliation, but do not belong either to
Sclomon Schecter or Torah Umesorah {such as Reform day schools), are groupd into the "Other
Jewish” category.

Bill



FROM:  lsa Aron. INTERNET.aron@usc.edu
TO: “Adam Gameoran”, AGamoran
DATE: 6/21/98 B:16 PM

Re: nice to hear from you

Sender: aron@almaak.usc.edu
Received: from almaak.usc.edu (almaak.usc.edu [128.125.253.1661}
by hil-img-6.compuserve.com {8.8.6/8.8.6/2.12) with ESMTP id NAA10735
for <AGamoran@compuserve.com>; Sun. 21 Jun 1998 13:16:31 -0400 (EDT}
Received: from [128.125.223.11] {ppp-223—011.usc.edu [128.125.223.11])
by almaak.usc.edu (8.8.8/8.8.8/usc) with SMTP
id KAAD5535 for <AGamoran@compuserve.com>; Sun, 21 Jun 1998 10:16:27 -0700 {PDT}
Message-1d: <199806211716 KAADS535@almaak.usc.edu -
Subject: nice to hear from you
Date: Sun, 21 Jun 98 09:13:36 -0000
x-sender: aron@bef.usc.edu
x-matiler: Claris Emailer 20, March 15, 1997
From: Isa Aron <aron@usc.edu.
To: "Adam Gamoran” <AGamoran@compuserve.com
Mime-Version: 1.0
Content-Type: text/plain; charset="US-AX(1}"

Hi Adam!

It was greal hearing from you. | would love to read vour paper on
teacher professionalism -- it's about lime we had a serious discussion of
whal cur expectations are of Jewish teachers. During the summer. I'm
mostly al home, so send 1t to:

1227 S. Hi Point, LA 90035

As for Lhe research capabilily paper - - now jusl aboul 7 vears old (]

know because | wrote it during mv last sabbatical and am soon coming up
to the next one) -~ | always wonderred what happened to it. | asked
Seymour (iwice) and Karen Barth {both of whom said they'd get back to me.
bul never did}. | also asked Alan, who e-mailed back "no comment.” Ils
hard ) believe it was thal political a document. bul to have evoked
abso)lute]y no response from anycne at the CIE' (Well, at least ] got

paid

In any case. I'm glad you were given it. and found il somewhat useful.
Haven't read it in a number of years, and 1 imagine some of it is
outdated. I'm glad you're working on this issue. which now seems more
critical than ever. In my own work with the Experiment in Congregational
Education I've found thal ii's been nearly impossible to gel a

significant research budgel funded.

Have a safe trip back home!'
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Isa Aron, 07:47 PM 7/3/98 +, Re: reactions to your papers

To: Isa Aron <aron@usc.edu>»

From: Adam Gamoran <gamcoran@ssc.wisc.edus»
Subject: Re: reactions to your papers

Cc:

Bce:

Attached;

Isa,

Thanks so much for your kind words and insightful comments. I will have a chance to
incorporate your points when I revise the paper. As for the research capacity memo, I‘m not
sure if there will be a next draft, but if there is, or if it is discussed, I will take the
opportunity to bring up your suggestion about research on innovations.

I don't know why it is so important to keep the latter under wraps, but apparently it still
is.

Back to the professicnalism topic: I wonder if we could organire some sort of symposium or
"debate" on this topic for the Research Network conference next year. It might be fun.

Best,
Adam

P.S. I can’t comment on your speculation about the Cpen School, axcept to say you are a good
detective!

At 031:05 PM £/30/98 -0000, you wrote:

-

»Hi Adam!

=

>It feels like I spent the day with you yesterday. First, I took my newly
rarrived 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 i work. 1 believe that
>my kids’' elememtary school (which they are long out of} was one of the
»schools in the study -- the Open Scheol (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 Wiscomsin}, so I read
>with extra special interest, though the clementary schools weren't really
»the main focus of your study.

-

>Then your two papers arrived from Jerusalem, and T read them hoth. ¥
»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 educacion isn’'t all that different from
>the state of teacher professicnalism in secular education very
rprovocative., To some extent it is a qguestion 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 gquice fair,
>though I'm not fully persuaded.

>

»I have only 2 points of substantive disagreement 1s wicth 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
»>s5chool 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 octher career), but a serious
*problem is that these teachers are paid by the hour, and would have to
>be paid for parcicipacion 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

Printed for Adam Gamoran <gamoran@ssc.wisc.edu> 1



Isa Aron, 07:47 PM 7/3/98 +, Re: reactions to your papers

»>avocaticonal 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 peoint in your conclusion.
>0ff-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
»professiocnalization 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
>for what you call *middle range" studies, and that is a study of
>innovations and new models, in both formal and informal education in all
>settings. There are now many more cof 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 futile endeavor), but te 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 twc case studies). The ultimate
>point would be to raise the level of the conversation, so that people
>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 reasonably 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 you have a
>relaxing summer.

>

>Take care,

>Isa

>

>

Printed for Adam Gamoran <gamoran@ssc.wisc.edu>
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Prof. Adam Gamoran
Dept. of Soc.
University of Wisconsin-Madison

Dear Prof. Gamoran,

Re: Your article: Towards Building a Profession: Characteristics of Contemporary

Educators in American _Jewish Schools

We are happy to inform you that the editorial committee has decided to accept your article:
Towards Building a Profession: Characteristics of Contemporary Educators in American
Jewish Schools for publication in the volume tentatively titied Challenging Jewish Education:
Reflections and Research that will appear in memory of Prof. M. Bar-Lew.

Publication of the volume is scheduled for the end of 1998.

Sincerely yours,

SN -,J’S/D

Prof. M. Rosenak 13
Hebrew University Bar Ilan University

Editors









yisrael rich, 01:39 PM 8/3/98 +, Re: paper

Date: Mon, 03 Aug 1998 13:39:35 +0300
From: yisrael rich <richyi@mail . biu.ac.il>
Organization: school of education
X-Mailer: Mozilla 3.01Geold (wWin95; I)

To: Adam Gamoran <gamoran@ssc. wisc. edu>
iubjeckt: Re: paper

Adam Gamoran wrote:

>

> Yisrael,

>

> I am pleased to learn that my paper (coauthored with Ellen Goldring and

> Bill Robinson) has been accepted for publication in CHALLENGING .JEWISH

> EDUCATION. Do you know who the publisher will be?

>

> As you'll recall I have a few minor changes to make in the paper. I was

> waicing to see if the editors wanted anything more, but apparently not. I
> will send you the final version by September 1. Is that time schedule ok?
> Please advise.

>

> Adam

Dear Adam,

Thanks for your note.The readers enjoyed your paper. The only comment
that T would like to pass on is the request to expand on the
implications of your results, especially in light of recommendations
flowing from other major policy studies (unrelated to Jewish education)
on the educational work force.

HNo problem with Sep. 1.

The publisher will be Freund and is scheduled to appear by the end of
December, 1998.

Best regards, Yisrael

MZL

Printed for Adam Gamoran <gamoran@ssc.wisc.edu>
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ARV
- . . . . N - \[\M Q M \U\S
1. What policies in support of professional development exist in which DA V\d{ \Wh
communities? o> afwgﬂ\,
Who is doing what? If not, doing anything, why not and what should they v S ’\;fu- <
do? EAY

2.  What are some of the professional development successes?

3.  What are some of the significant obstacles to supporting professional
development?

4.  How have these policies affected the quality of Jewish education and
the recruitment and retention of Jewish educators?

Sunday: 7:00 - 8:30 pm
Session lll: Group Work by Role
What Can We Do?

1. Have we defined the professional development needs of the Jewish
educators in our individual communities - if so, how?

If not, have we begun to take steps towards addressing this?

What issues need to be addressed by our community in order to promote
this agenda - whether we've begun or not?

2. What have been our experiences in promoting and implementing the
professional development of Jewish educators in our community?

What approaches have succeeded? What have failed?

What have been our experiences regarding licensing, certification or
career ladders?

What alternate approaches might we consider?

3. How do we define our role(s), specifically, regarding the professional
development of Jewish educators?

How can we specifically contribute to a vision of professional
development for Jewish educators - what strengths do we bring e.g., in
planning, resources, advocacy, etc.?

4. How do we define the roles or responsibilities of our partners in this
agenda - academicians, national organizations, foundations, lay leaders,
etc.?

Monday: 10 am - 12:30 pm

Session IV: Extended Community Groups
First Steps: What Are Our Objectives?

Printed for Adam Gamoran <gamoran@ssc.wisc.edu> 4/26/01



- Paul Flexner, 05:02 PM 4/26/01 -0400, RE: Conference on May 6 Page 3 of 7

1. What have we learned since yesterday about the issues and challenges
in promoting professional development?

What applies to our community?

2. What successes or failures have we had that we can build upon?
{Anecdotes?)

What are our biggest challenges/obstacles?

3. Do we have any existing institutional or communal policies that can be
of help? What new policies, if any, need to be created?

How do we implement these policies?
4. How can we, as an extended community, be of help to each other?

5.  What role, if any, should foundations, national agencies and academic
institutions play in our efforts?

6. Can we suggest any of the following for how community teams might
begin:

short and long term objectives for planning a comprehensive approach to
the professional development of Jewish educators

specific strategies or 1deas to promote and implement increased
professional development

reasonable benchmarks for success

Monday: 2:30 - 3:30 pm
Session V: Community Teams
Next Steps: Shaping Your Community's Future

1. Who will convene this group for future meetings?
2. What issues did your group identify as pertinent or helpful in

advancing the professional development of Jewish educators in your
community?

0ooco
ST 0

3. When and where will you next meet?
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4. What are your goals and objectives for the next meeting?

apow

5. Who will take responsibility for what for the next meeting?

6. What materials, resources, etc. do you need for the next meeting?

7. Who, not at the table today, should be included in your team?

Paul A. Flexner, Ed.D.

Director of Human Resources Development
JESNA: Jewish Education Service of No. Amer.
111 Eighth Avenue

New York, NY 10011-5201

212-284-6879

212-284-6951 (fax)

flex@jesna.org or paf20@columbia.edu
hitp:/Amww jesna.org

--—-Original Message--——

From: Susan L. Shevitz [mailto:shevitz@brandeis.edu]
Sent: Thursday, April 26, 2001 3:42 PM

To: Adam Gamoran, flex@jesna.org

Cc: nsdchirsh@aol.com

Subject: RE: Conference on May 6

Good suggestion --to start the discussion by email! At elast lay out
expectations, themes, etc.

Susan

At 10:53 AM 04/26/2001 -0500, Adam Gamoran wrote:
>Mon 4/30 at 5:30pm eastern time would be good for me. | could start at 5pm

Printed for Adam Gamoran <gamoran(@ssc.wisc.edu> 4/26/01



















































h_freund@netvision., 12:10 PM 12/3/199, message for Naomi Kingsley

To: h_freund@netvision.net.il

From: Adam Gamoran <gamoran@ssc.wisc.edu>
Subject: message for Naomi Kingsley

Cc:

Bec::

Attached:

On December 1, I received galleys from my chapter for the Rich and Rosenak book, Abiding
Challenges, with a request to respond by November 30, one day earlier!

I have five requests for changes. Please confirm that you received this message, and let me
know if you need a fax or hard copy., or wish me to return the manuscript in addition to this
message:

1) Under the title, please list the authors’ affiliations as follows:

Adam Gamoran, University of Wisconsin and Mandel Foundation
Ellen B. Goldring, Vanderbilt University and Mandel Foundation
Bill Robinson, Mandel Foundation

If you must use only one line instead of listing each author’'s affiliation separately, the
affiliations should be listed as:

University of Wisconsin, Vanderbilt University, and Mandel Foundation

2) Twice in the second paragraph of the acknowledgements (p.23-24), change ®"and a consultant
to the Council for Initiatives in Jewish Education" to "and a consultant to the Mandel
Foundation." (This hold for both Gamoran and Goldring; Robinson can be left as is.)

If you are going to have a separate section for author bios, you can move this paragraph (as
edited) to that section.

3) Page 3, line 7: change U'Mesorah to u'Mesorah
-- I had capitalized the “U" throughout, but I guess the copy-editor changed it to a small
"u" except for this one spot. The small *"u" is fine, I'm just seeking consistency.

4) P.9, caption to Figure 3

a) delete extra left parenthesis before CIJE

b) add the following note to clarify the figure:
Note: Darkened portion of each column indicates trained in administration, white portion
indicates not trained in administration.

5) I did not find any errors in the references, but I was surprised to see that book titles
were neither underlined nor italicized.

Adam Gamoran

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





