Chapter 13: The Internship Guidance
The journey following the Revivim program participants’ development is nearing its end. Previous chapters revealed that participants had entered the program brimming with preconceptions about teaching, students and schools. As they began their first teaching internships, it became clear that the knowledge they gained from practical teaching experiences influenced their declared pedagogical concepts about ideal teaching processes. Earlier chapters also examined the students’ evaluations of their training processes, the theoretical lessons they received, and the framework of their internships during and after the training period. According to their observations, it is evident that the highlight of the entire training program was the teaching internship process. In all years of their studies, the participants received professional training from pedagogical instructors, usually a different one each year. This chapter seeks to examine in what manner, if any, the students needed guidance, assistance, and practical support.

As stated, all program participants agreed that the internship had contributed enormously to their evolution as teachers and was critical for their actual entry into the world of teaching. In discussing the guidance and assistance they received, three situations need to be considered: a teaching internship accompanied by the support of pedagogical tutors; a teaching internship accompanied by the support of colleagues; and a teaching internship without the need for any support. Each of these categories will be reviewed in light of the experiences of the program participants.
Teaching Internship Accompanied By the Support of Pedagogical Tutors

In the first year of his internship, Kfir acknowledged that: “The tutor had very good advice on how to work with students and how to simplify the curricula. The tutor gave me advice on how to write on the blackboard, how to organize the material, how to arrange the lesson, and how to sum up. From the tutor, I learned to differentiate between summarizing for the students and setting the content that they would learn
” (second year). Kfir clearly indicated that he needed and received significant support from the pedagogic tutor. It should be noted that Kfir had no teaching experience before entering the program, and he was quite concerned about the challenge of teaching. Nonetheless, he entered the classroom and, as if by magic, the teaching process flowed, albeit with no lack of problems. For Kfir, the pedagogical tutor served as his backbone: “The tutor helped me to prepare the lesson, and then watched me in class and helped me build the next lesson based on conclusions about the previous lesson. There was a process of close and supportive mentoring” (second year).

The relationship between Kfir and the mentor was good from its inception, and was not confined to the formal connection between a teacher and a student: “I had a good connection with the tutor. We had a chance to talk a few times on the way to the school, to have long conversations. She was interested, starting with personal things. For example, when my girlfriend and I started talking about marriage and were looking for a song for the wedding ceremony, I consulted with the tutor. She suggested some ideas and brought some poetry books and several CDs. That’s how I want to be with my own students: to connect with them” (second year). Kfir, who like his classmates, was negative about the pedagogic workshops conducted by the same tutor (see Chapter 11), was full of praise for the help and personal support he received from her and even considered her a role model.

With the transition to the third year of the program and the second year of the internships, accompanied by an increase in the number of lessons participants had to teach, Kfir still found himself in need of guidance in order to maintain and improve his teaching methods and, on occasion, to find coping mechanisms for overcoming the difficulties. Nevertheless, he concluded that: “Not everything was bleak. I had many good lessons because they were very structured. The tutor was very helpful in helping me diversify the lessons” (third year). Kfir requested and received advice from his pedagogic advisor regarding the details of teaching and ways to improve and do it better. The tutor did not try to fundamentally change Kfir’s teaching approach and style. Instead, through a dialogue that respected Kfir’s needs and personality, the tutor helped Kfir improve his teaching methods. Kfir conceded that he still had problems maintaining discipline. In fact, he apparently was in a stage which the professional literature defines as the “crisis and shock reality stage” or the “survival stage
” (see Chapter 12): “The counselors gave personal guidance on how to stand up in class. But their time is very short. It was not enough” (third year). Yet he emphasized: “From the beginning of the year I have felt an improvement in my teaching and this is thanks to my tutor” (third year).

In the fourth year, Kfir and his friends moved to a new stage in the internships. Every student teacher was placed in a different school, separated from fellow program members. The pedagogical tutors were no longer closely attached to the student teachers, as they had been in the previous years. Instead, the tutors visited the different schools on an irregular basis, their presence being more irregular. The student teachers had to integrate into the school system as Bible teachers, just like any other teacher. As seen in Chapter 12, at this point Kfir and most of his colleagues agreed that the state of “shock and survival” was already behind them, and their responses during this year were those defined in the literature of the “adaptation and completion” stage. The participants’ reactions were characterized by a focus on cultivating and improving their teaching skills. Their reliance on personal help from the pedagogic tutors did not diminish, despite having less time with them: “When the tutor comes to see me, my lessons are better. She helps me with all the things with which I still need help” (fourth year
).
At the end of the fourth year, after completing his studies and training, Kfir began to work as a full-time permanent teacher at a school, away from the Revivim program and from the his colleagues from the program. He definitely missed the guidance he had received from the pedagogical tutors. “The program did provide guidance for those who wanted help as they took their first steps as permanent teachers at school. These were tutors who were not part of the regular staff of the program.” He continued: “I have no pedagogical guidance this year. They suggested one for me (making an unhappy face), but, with the exception of one occasion, I did not use this training.” Kfir felt that he needed guidance and wanted it as a continuation of the process he had experienced during his time as a student teacher in Revivim: “I consulted the tutor during the last year of the program. I still consult with her all the time, but not in an official capacity. Sometimes, we speak face to face, but mostly by phone. Her comments are very important to my development as a teacher” (sixth year).

Tutoring is a significant component in most, if not all, training programs. The pedagogic instructors regularly hold personal feedback discussions with the student teachers, offering observations giving the student teachers advice, advising the students, sharing the tutors’ own experiences and evaluating the students. The training discussions usually take place in  school, at the end of the student teachers’ lessons, and are considered a constructive assessment tool for tutors and student teachers. These meetings create the basis for future professional relationships, enabling the student teachers to clarify and formulate their own professional image as teachers through a process of reflection.

During the feedback sessions, the tutors try to help student teachers learn from the tutors’ teaching experiences, using their own practical experiences as teachers to assist the student teachers. It is important that
 pedagogical instructors serve as role models. In addition, these tutors frequently try to link actual, spontaneous instruction occurances to teaching principles and to formal theoretical knowledge, in order to provide broader meaning to the student teacher experiences. 

The feedback discussion seeks to detach the specific experience from the framework of a singular incident and place it within a broad, inclusive and organizing principle. Pedagogic tutors need sensitivity about what they say and how to say it. They need to examine the students’ teaching not only according to external criteria but also according to the student teachers’ intuitive awareness of what has gone on in the classroom, particularly when the students are unable to verbalize their experiences and judgement. The tutors need to be able to help the students express these intuitive processes in words to the maximum extent possible.    

Naama
, another student teacher who sought the support of pedagogic tutors, related that in order to find solutions to her teaching difficulties, she looked forward to receiving assistance from the pedagogical tutor: “There are a lot of big questions here. There is no culture of discussion in my lessons, no listening to each other and there is a lot of noise. And besides some ‘ping-pong’ in class they do not listen. The lessons just miss the mark and it’s a shame. The tutor and I talked about this but it is still difficult” (second year). As part of the effort to help Naama overcome her teaching problems and improve the process, the pedagogical tutor tried to encourage Naama to employ reflective processes and to write a reflective journal. The resort to reflective processes reflects a trend characterizing teacher education in recent years. Naama, as usual, cooperated, but in her opinion: “This is difficult. I understand that they are trying to make me a more aware person, with a broader view; that I need to learn to look at myself and other people as well. It’s really hard. I’m not used to thinking like that” (second year). 

Like any teacher at this entrance stage of teaching, Naama also sought her own coping mechanisms for managing the teaching process when confronted by disorderly students. It seemed to her that the small bit of advice from the pedagogical tutor and its implementation in the classroom made all the difference. The question of the relationship with the students arose in Naama’s lesson, as  Naama, a member of a youth movement, had sought relationships with her students like those in the youth movement. “The tutor told me that I did not come to be their friend. You are a teacher and not friend. For a child to be able to value an adult, the adult should be an adult; the adult should not be a child. This observation was a kind of enlightenment and it really helped me” (fourth year).

As Naama developed as a teacher, apparently putting the stage of “shock and survival” behind her, she still expected more and more assistance for improving her teaching. While Naama apparently felt confident in her constructivist- based approach teaching approach (described in Chapter 7), she still sought enrichment: “Cultivating things with someone who accompanies you inevitably contributes to growth. I have no problem opening up and talking about things” (fourth year). Naama also wanted to enrich herself in the area of content: “We spoke with the tutor about the reality of the Bible. It was really fascinating to bring in scientific reasons for the miracles in the Bible. This way we create relevancy and the students are interested” (third year).

Like Kfir, Naama found that the meetings with the pedagogic tutors had value beyond their professional-pedagogical content. What she thought “made the difference” was “their personality and our connection with them. There are extremely open conversations. It’s a matter of personal contact with the tutor” (third year). From the perspective of a full-time teacher, Naama related her sense of success arising from all the support she had been given during the years of the program: “The tutors provided us with a very rich experience. We could always call and consult with them. We had a very personal connection, and we received all the guidance we asked for over the years. Even today, it is no problem if I call any of them for consulting. They were always available and there was continuous contact. In my eyes, this led to my success” (fifth year).

At the end of the training stage, Naama felt that she could continue on her own:

“I consulted a lot with the tutors and today I am in a different place thanks to their help” (fifth year). However, she tried to make the most of the assistant that the program provided to her after the program had ended: “I can also manage without these consultations, but they are very, very helpful. I am always assisted by a counselor who works at the school and also on behalf of Revivim. I asked her to watch me in a lesson and to give me comments, and it was very helpful” (fifth year).  Naama focused on the personality of one of her pedagogical tutors, who served as an example for her: “My tutor knew how to do it the best. She was our pedagogical teacher and she was an amazing Bible teacher. She really knew how to make Bible study fun. There are things that I saw her doing and I used them” (sixth year).

Most of the Revivim participants in the program, about two thirds of them, shared the attitudes of Kfir and Naama towards the pedagogical tutors, considering their help essential in enabling the participants to fully benefit from their internships as they developed as effective teachers. The perceptions of the participants who viewed the issue of personal pedagogic guidance differently are presented below.
Teaching Internship Supported by Peer Colleagues

About one third of the program’s participants did not find the need for close support from the tutors and about half of those, or about one sixth of the participants, indicated that their colleagues in the program were a better source of support for them in the process of the internships and their growth as teachers.

Shirley, whose experience during the training years and even two years after leaving the program was characterized by the need to “survive” in classroom, did not think that the pedagogical tutors had helped her: “It’s a personal matter. I wasn’t interested in training. I used friends rather than tutors. The tutors had no clear message” (second year). The tutors’ preference for turning to the reflective process as an accompaniment to help with instruction did not help her overcome her difficulties, but instead discouraged her: “Too much reflection is simply exaggerated. The tutors worked a lot on the agenda of reflection. It could not lift me up. Reflection, reflection and reflection” (second year
). In her opinion, “Reflection is a personal process and there is no need for any direction.” In her efforts to overcome her teaching difficulties, Shirley preferred to replace reflection with matters that she considered more relevant to her growth as a teacher: “How to transmit the subject matter seems to me much more important than all sorts of other concerns” (second year). Consequently, when the pedagogical tutor offered her a practical teaching technique for presenting the text in the classroom rather than a reflective process on her teaching, Shirley found it interesting: “I took the instructor’s suggestion and it helped me. That’s what I need: to take text and understand how to move it in class and how to interest the students” (fourth year).

As mentioned in Chapter 12, at the end of the fourth year of training, Shirley, in contrast to almost all her colleagues, still felt that she was struggling to survive in teaching. At that time, she felt that an appropriate support system or person would have helped her, but that the tutors’ suggestions were not meaningful for her. She found the support she received from her program colleagues preferable and more useful: “I personally did not use the services of the tutors. Unfortunately, their help was not significant for me. I know there will be many participants who will tell you that it was significant for them. But I really did not feel this way. I worked alone or with friends” (fourth year). Five years after completing the program, when she had already overcome the difficulties of the early years and had found her place as a teacher in a highly defined educational niche which suited her and her personality, she re-examined the pedagogical guidance: “Guidance - I really did not want it all these years. It was better to accompany a good teacher. Today I see, unlike what I thought at first, that there were good teachers in the schools. There are negative things in the educational system, but it’s not the teachers. So actually watching teachers in their classes could have taught me much more than we experienced. Our training lacked the opportunity to work as an apprentice to a teacher, but a good teacher, of course” (ninth year). Interestingly, Shirley was the only one of all the participants in the program who thought it would be useful to concentrate on observing active school teachers and participating in teaching with their help.

In contrast to Shirley, Iris began her internship with a completely different attitude: “I feel I have it. Pedagogical knowledge is not something that we need to study. Pedagogy exists; it’s not something I have to deal with” (second year). From her perspective, she had no need for pedagogical support, and that, instead, her colleagues could help meet all her needs. At the beginning of the internship period, the student teachers had three pedagogic courses offered
. The entire requirement was not to her liking: “There is a lot of mess, especially because of the fact that they are constantly changing. There was also something very gender offensive, as if men were professors with knowledge, and women were the supporting companions, without any value” (third year).

Iris refrained from using the pedagogical tutors. She respected them but felt that they did not offer anything in which she was interested. She also did not particularly appreciate their focus on the practical teaching itself and less on the theoretical issue
: “I often felt that the instructors just wanted us to teach well and not spend time on theoretical deliberation. Okay, the main thing is to teach, teach something, so that’s it. My memories of any pedagogic guidance include their being a waste of time; one tutor being a very good woman; and, finally, a lot of tutor turnover and instability without any clear lines” (fourth year). From a distance of two years after the end of her training, Iris also tried to better define the differences in perception between her and the tutors: “I really do not think about classes in a didactic way” (sixth year). Five years after completing the training program, she recognized a point in the pedagogical guidance, but did not agree with it: “Reflection is an internal process. No external intervention or study is required, or it comes out artificial and unrelated to reality. The tasks of reflection in the early years were tedious and ineffective. We are innately reflective types” (ninth year).

Neither Iris nor Shirley demonstrated any interest in personal pedagogic instruction. They both thought that the required reflective tasks did not contribute anything to them and that the reflective diaries they were required to keep were not helpful. However, they each experienced their internships differently. For Shirley, it was a journey of survival, as she was filled with doubts on her suitability to be a teacher. Iris, in contrast, experienced a sense of continued success. In their opinions, there were several other participants who shared their viewpoint that everyone needed support and that their colleagues were the support group from which they could draw strength and knowledge.

One of the common ways training programs stimulate reflectivity in the student teachers is the requirement to keep a reflective journal, in which the student teachers are asked to write down their reactions to the teaching process. The requirement for keeping a reflective diary is based on the assumption that good teachers are the reflective teachers who will succeed in the teaching process. These diaries are also served as an additional communication channel between the student teachers and their pedagogical instructors beyond their personal verbal communications, which were not always possible to have with the optimal frequency. The diaries allowed the pedagogical tutors to follow the student teachers: to get to know them well, to measure the extent of their disciplinary knowledge, to identify weaknesses or strengths in the field of teaching and to uncover other aspects of their personalities, thus enabling them to provide an appropriate support system. After reading the diaries, tutors could make written comments and, if necessary, initiate training sessions. For the student teachers, the diary was perceived as a means for deep self-reflection and for analyzing educational events for the sake of improvement.
As Shirley and Iris contended, promoting reflectivity was a significant aspect, if not the main one, of the pedagogical tutors’ personal guidance. It is interesting that Kfir and Naama, who strongly supported the personal guidance, emphasized a different aspect of it. For them, the most important benefit of the guidance was the constant support they received. Even if the guidance encouraged reflection, they did not perceive reflection as the main goal. While most of the participants were satisfied with the guidance, the personal training and the support, a small number of participants were less enthusiastic in their responses, even about the same tutors. It seems that each participant understood the guidance in a very individual manner, which is certainly a matter for future consideration.

Internship Without the Need for Support

Some Revivim participants served as teaching trainees almost without using pedagogical guidance or any other support, albeit their number was very small, amounting to about one sixth of the student teachers. Already during his first year of internship, Benny was very explicit about his lack of need for guidance: “I feel that I naturally have teaching ability. Misunderstandings and disagreements constantly arise between the pedagogical tutor and me.” Like many of his colleagues, Benny was not happy with the reflective processes emphasized by the tutors and the requirements to maintain a reflective journal and even share its contents publicly in class discussions: “I think there’s no place for reflection. Actually, perhaps there is room for it, but I just want to narrow it. Not to talk all the time, not to do a forty-minute lesson and talk about it for seven hours. It’s terribly exhausting. It does not do any good, I feel drained” (second year).

From the beginning of the internship process in the second year, Benny transmitted the message that he was functioning well and was not encountering the typical problems most teachers experience in the early stages. That too can explain why he was not interested in the involvement of the pedagogical tutors. Over the following years, he maintained his sense of success and continued to function independently without initiating any meetings with the tutors beyond those that the tutors initiated. In the fifth year, the first year he worked as a full-time teacher at a school, he was exempt from any obligation to meet with a tutor and he found he had no need to seek advice from the program instructors. Later, as a full-time teacher fully integrated in a school, he found himself surrounded by teachers from the school where he taught: “I keep learning from the teachers in the school. They are role models and also  anti-role-models, because I decide what to adopt” (fifth year).

In interviews with Benny after the end of the training stage, with his avoidance of the program’s tutors behind him, Benny summed up his attitude toward tutoring: “The tutor had all sorts of ideas, saying it was possible to do something this way or that way. This taught me very little. It did not give me anything “ (fifth year). Benny found only one item of guidance from a pedagogical tutor during the entire process useful: “One tutor gave me advice on the content and I adopted one of these ideas: to link the text to questions relevant to our lives” (sixth year). He still sometimes questioned whether he could have taken better advantage of the pedagogical tutors’ training: “I’m just doing well. But there are all kinds of things I could have discussed with the tutor before class but I did not really do this. For example, all types of practical things: the use of the board, the design of text pages, attempts to develop all kinds of body language, etc.” (fifth year).

While Benny, like his fellow participants, was highly critical of the theoretical educational studies after completing the program, he nevertheless wondered whether the supportive approach of the pedagogic counselors, ostensibly lacking any theoretical basis, was actually an obstacle to the guidance process. “The tutors have a message, but there is a kind of attempt to balance it with a lot of things. There is a need for a person to rise up and knock on a table and present an idea, strongly and clearly. Something more philosophical. What was missing the most was some significant educational worldviews that we would face” (fifth year). These words reflect a positive reevaluation that some participants made about the lecturers in the disciplinary departments, whom the participants felt had articulated clear messages, in contrast to the educational instructors, whom many participants felt were not focused and even inconsistent.

Unlike Benny, who thought that there should be some pedagogical content in the teaching process, even though he himself did not need the instructors in order to learn to use it, Yoel believed that: “Pedagogy, I still do not understand. In my opinion, it is an invention. It is brain confusion. There is no such thing as pedagogy” (second year). Given this attitude, Yoel was not enthusiastic about the demand for reflection, and certainly not about the demand to write reflective reports. “Reflection is not my favorite! Moreover, to demand it is ridiculous. I know some people really enjoy it. Even the reflective diaries; I did not write them. If we constantly look at what we are doing, it borders on sick narcissism” (second year).

As noted in Chapter 8, Yoel conceived of teaching primarily as a content-based process. Everything else, in his opinion, could be resolved spontaneously through the intuition of the teacher: “The distance between intuition and reflection is a very large and unresolved story. When you hear your child crying, you’re not going to ask him what happened; you’re going to hug him. If after that you find out what happened, it’s very nice. There are stories in life that are not suitable for the reflective process, and reflection will not help them. How can reflection help me in class when there is a noise? Reflection speaks in some sense about things that used to be. The effect of this on the future is very problematic. Self-examination is a big thing. But if it is performed more than once a month, especially once a day, it can create paranoia” (third year).

It should be emphasized that Yoel respected the pedagogical tutors: “My connection with the tutor was fine, although not for the pedagogical part. I am not talking about didactics. There is no pedagogic program for imparting knowledge. You have to learn the text or the knowledge deeply and thoroughly as it is written, sentence after sentence in the text” (fourth year). Even one tutor that apparently did not emphasize reflection and instead offered tools of “doing” by presenting questions that were intended to stimulate a process of inquiry, did not attract Yoel’s attention, unlike many of his colleagues: “There was a tutor who offered us guidance questions. However, this approach’s usefulness depends on the learning stage. It needs to come in the second stage, after a thorough understanding of the text. I spent most of my classes focusing on the understanding of texts. About 60 percent of the lesson was devoted to understanding the text.” This was Yoel’s conception upon his entry to the program, and he stuck to it for many years after completing his training.

It is important to mention that those who felt that they did not need pedagogical support from either tutors or colleagues were those who felt they were overcoming teaching problems on their own. According to these participants, they did not experience the struggle for survival that characterized most student teachers and actually succeeded in overcoming disciplinary problems on their own. These are students who were identified in Chapter 9 as having a perception of teachers and educators as “role models” (Benny) or “content-focused
” educators (Yoel), and their teaching approach (Chapter 7) is referred to as “clarified transmission,” which places the teachers and the contents of the curriculum at the center of the teaching process.

There is an ongoing, unresolved debate in the research literature regarding pedagogical guidance. Some believe that pedagogic guidance is marginal and question the value of continuing it in its current format. There are also studies indicating that practical guidance from teachers in the school system is more effective more than the instruction from pedagogical tutors. In contrast, other research emphasizes the important  contribution of pedagogical tutors to the training process, although even this research recognizes that there is great ambiguity in defining the role of such guidance in the two areas of instruction and evaluation. The pedagogic tutors are required to instruct the students to teach and to advance their pedagogical growth. But, at the same time, the tutors are asked to evaluate their students’ achievements and to predict how successful their futures efforts will be. The need to assess often cpmtradocts the role of accompaniment and support. Evaluation according to external criteria does not always encourage the creation of a relationship that seeks to assist each student teacher according to his or her personality and ability.

In reading the stories of the participants, I constantly find myself returning back forty years or more when I was a teaching student of. Terms like reflection and internship did not exist in those years, and the recognition of the importance of teaching experience did not extend much beyond connecting each student with a teacher, who was recognized as a good teacher, and requiring the student to watch the teacher’s classes, teach in them as much as permitted, and receive comments. At the time, this was termed “practical work,” which involved teaching one day per week for the period of one year. I was attached to such a teacher and came to watch his class. The first day of watching was exciting. I saw things that I did not know about and hoped that I would be able to implement them in my future class. The second time I observed the class already felt more routine. I helped the teacher here and there, doing a fairly reasonable job. The third time I observed was already boring. I did not discover anything new, and assuming the role of this teacher and using his methods did not seem to meet my needs. In passing, the pedagogical counselor asked me, “How is the practical work?”  Before I could react, she answered instead: “I remember. It’s very boring.” I did not have to hear much more than that to make me understand that I could absent myself from the day of practical work. And so I did, missing it more times than I attended. (I allow myself to reveal that secret now, assuming that nobody will any longer be able to take my teaching certificate away from me.)

Did I have pedagogical guidance in my work as a teacher? Yes I did, but I received it after completing my studies at the teachers college. In fact, internship, although we did not call it that at the time, was essentially my first year of full-time teaching in the regular school system. I started teaching and felt that I needed help. I met my former pedagogical tutor from time to time in her office. I related events from my class and introduced problems, and we discussed them. While she did not refrain from giving me advice, she did not visit my classת not because it would involve too much effort on her part, but because she we sensitive and intelligent enough to realize that I was not yet ready to open the classroom to outsiders. As months passed, we had fewer and fewer
 meetings, as I began to feel that I no longer needed her as a crutch. Then, one day she suggested that she would come to my class. She did not come alone, but instead brought with her students who were training to be teachers in the teachers’ college. She and her students watched me and my class. After that, these visits became a regular practice, and from time to time groups of student teachers arrived to watch me teach. The highlight of every such visit was the feedback conversation at the end. There is no doubt that I received pedagogical guidance, but only once my formal training had been completed and I had left the teachers college.

Conclusion

If asked to define their training concept, the pedagogical tutors would most likely define it as reflective instruction, as they said in the interviews found in Chapter 3. In contrast, this study shows that most of student teachers, about two-thirds of them, experienced primarily supportive training, which guided and advanced them, and not necessarily reflective instruction.  About one third of the program’s participants stood out for having experienced tutoring that encouraged reflection. It can be assumed that those participants who needed more practical support, which was the majority of the participants in the program, expressed this need to their tutors, whose support was responsive to the students’ needs. Others, who did not feel the need for such practical assistance, apparently had more formal meetings with the pedagogical tutors, with the reflection component taking a central place in them.

It is important to emphasize that there was no connection between previous teaching experience, which some of the program participants who had served in the army as teachers did have, and the students’ self-evaluations of their functioning in the classroom. Yoel and Benny, for example, who declared that they did not need support, had not engaged in teaching before entering the Revivim program. Therefore, their reservations about the tutoring cannot be linked to past pedagogical experience. On the contrary, many of those who needed pedagogical support had already gained some experience in the past as army teachers. Still, they felt they needed guidance in their new role as Bible teachers  in the higher grades of schools. It can be assumed that the need for pedagogical support is largely personality-dependent.

It can be concluded, therefore, that just like the students they teach, student teachers are not all the same. Those who did not need guidance and those who were satisfied with support from their colleagues were not less successful or more successful compared to their colleagues who had been eager to receive support from the tutors. Still, most student teachers were interested in getting support from the pedagogical tutors. Given the fact that the pedagogical tutors were responsible for the student-teacher internship process in the Revivim program and continue to be so in most teacher training today, it is necessary to take into account both those students needing tutors’ ongoing support and those who prefer to maintain a certain distance.

Part Five
Introduction: Towards the Proper Training of Teachers

As we have noted in the book in various contexts, teacher training programs are not perceived as successful for at least two main reasons. The first reason for the sense of failure is the fact that a very high percentage of graduates of teacher training programs leave the profession within five years after completing their studies, most of them stuck in the phase of shock crisis and the effort to survive and unable to move out of it. The second reason is the graduates’ perception that the training program did not prepare them for their role as teachers. This second point emerges in endless studies and, unfortunately, its ubiquity has not waned over the years despite the many changes that have been initiated in training programs during this time 

This book has presented in a great detail the Revivim program’s training process as well as the program’s participants’ appreciation of the training and its contribution to their effectiveness and competence as teachers. Without repeating the findings of previous chapters, it is reasonable to conclude that notwithstanding participants’ criticism of some program elements, which should be taken into account and will be discussed in Chapter 15
, the overall impression of the participants was positive and they felt that the program had prepared them for their roles as teachers. Moreover, examining how the participants developed professionally, as was done in Parts 3 and 4 of this book, especially Chapter 12, reveals that most of them achieved the level of “adaptation, integration and breakthrough” in the school system already during their training period. It appears that for almost all the participants, their sense of crisis, which all novice teachers experience, was already behind them when they integrated into the school system as full-time teachers. The few who had not reached this level of confidence or competence by the end of the training period certainly achieved it during within their first few years of teaching. These findings of the participants’ levels of confidence and competency serve as evidence of the success of the program. An additional criterion by which to measure the program’s success is the extent to which participants decided to remain teachers and educators. 

Chapter 14 will examine the program’s graduates on the tenth anniversary of their entrance into the program, having begun their sixth year of working as full-time teachers in the school system after beginning their Revivim studies
. In this chapter, the participants’ level of teaching endurance, their continuing motivation, and their thoughts about the future will be explored. This will help complete the picture of the training as perceived by the participants. Chapter 15 will suggest an alternative framework for teacher training, drawn from the experiences of the Revivim program participants as presented in this book.

Chapter 14: Motivation and Perseverance in Teaching Approaching the Tenth Year after Entering the Program
The teaching profession is characterized by high dropout rates compared to parallel professionals. Many teachers drop out after their first years of work; others drop out as their feelings of fatigue and the erosion of their motivation accumulates over the years. Even among those who remain, many are constantly considering alternate employment options. Moreover, many of the students studying in teacher training programs will not join the profession or engage in it in any way. In modern western countries, the proportion of teachers remaining in the profession longer than four years after the completion of their training ranges between 50 to 60 percent, a very low rate. 

There is a strong correlation between teachers’ degree of work satisfaction and their level of endurance in it. When teachers are asked to evaluate the probabilities of their staying in the profession, three patterns can be identified. The first involves teachers who declare that they do not intend to change their jobs even if alternative work is offered. These teachers show a high level of satisfaction with their work. The second group includes teachers who have changed their positions within the educational system or intend to do so by moving to another school or to another position within the educational system. These teachers are not satisfied with the schools they work in or in specific aspects of the profession, and they hope to change it by moving to another position. In the third group are the teachers who are seriously considering leaving the profession. These teachers are not satisfied at all and sometimes experience feelings of frustration. This, as can be seen, is a very large and significant group among the new teachers who join the profession.

Studies seeking to identify the most successful teachers have found a positive correlation between the academic performance of teachers and the quality of their teaching. 
Therefore, efforts are being made to recruit outstanding students for teacher training. Additionally, it has been found that dropout rates are particularly high among the more talented participants, and certainly among those defined as outstanding. These results can probably be explained by the other possibilities open to talented people, which can offer more attractive rewards than those offered by the teaching profession. However, teachers who have chosen teaching primarily because of their internal motivation show a higher level of commitment than do teachers who entered the profession as a result of external forces. Accordingly, individuals who are more emotionally involved in being a teacher have higher motivation to stay in the profession.

Remaining in Teaching and Education

This chapter will examine one of the criteria by which it is customary to evaluate the success or failure of teacher training programs, which relates to the degree to which 
teacher program graduates continue teaching and remain in the educational system. The study now looks at all 21 Revivim graduates at the end of the ninth year after entering the program, as they are close to beginning their sixth years as full-time teachers. The graduates are completely free from any formal commitment to the program, which ended after five years
 of teaching, and anyone could have set out on another path. Unlike the general situation in the teaching profession, the program graduates were beginning their tenth year after entering the program fully intending to continue in teaching and education. Three main reasons emerged for their decisions to remain in the field of education.
 Remaining and Satisfied with the Profession
The first pattern of response we called “remains and is satisfied,” referring to those who are satisfied to remain in the field without making any conditions for their continuing work as teachers, since this is a response which does not present any demand for the continued stay in the field: “I enjoy it. The encounter with the students always fascinates me. It’s not always easy, but I’m interested. I like to teach and I’m good at it. Professionally, it’s a place I’m happy to be in” (Naama). Reut expressed an almost identical response: “The decision to join Revivim and to teach has proven to be a good one. I can really say I enjoy teaching.” Similarly, Kinneret, who had experienced difficulties in her first years as a teacher, now evaluated her position and status quite favorably: “I now have much more interest in the other teachers, who all have something to offer. I also am involved with young people all the time. So, to your question, it seems to me that I am satisfied and I will continue in this field.”
As young people about thirty years old, just beginning to build their own families, it was difficult for the Revivim graduates to make confident predictions about where they would be in five or ten years. As a result, they were very carefully in choosing their words about how they saw their more distant futures, although they had few doubts about the near future: “I’ll continue. I’m happy at the school where I work. With God’s help, in five years you’ll interview me and I’ll be better able to tell you my long term plans, but right now, I’m working in school and it is good for me” (Ziva). Assaf, in contrast, already sounded quite certain about his future: “I do not see myself moving away to anything else. I want to be a teacher. I am not interested in becoming a coordinator, nor do I think I would be good at that. I’m not good at organizing and I’m not so interested. Actually, it is not very good reflection on society to ask me about moving forward, away from teaching. As a teacher, I want to move forward in the teaching profession. There is much to develop in the curriculum. There is much to add, there are many improvements I want to make and there are many things to do to function even better as a teacher.”
Remaining and Developing
This pattern of response termed “remaining and developing” characterizes those program graduates who want to continue teaching and remain in the educational field, but are concerned about future developments within the field and the profession. Orna conceded that she had been thinking of withdrawing from teaching at the end of her commitment to the program:                   “Originally, I planned my future thinking I would develop a career outside of teaching. Today I think differently. Today I know that I am willing to take a coordinator job in school, which is extraordinary progress.” Rami also declared that he was satisfied with the decision to be a teacher: “I would make a similar decision today. This is the right job. It was clear to me that I would continue to be teacher after finishing my commitment to the program. What will be five years from now? I think I’ll still be in education. I hope so. I still want to continue to be a teacher.” 

Amos also expressed a very positive attitude toward teaching: “It is good for me to teach. I love what I do. I love the school I teach in.” However, because he felt some frustration about not being able to advance as he wished, he added: “On the one hand, I very much want to continue teaching. On the other hand, it is clear to me that in order to change something in the school system, I cannot do it from a teacher’s position. It may be that if I have the option, I would like to continue to teach and work in the supervision track as well.” Despite his satisfaction in his teaching position, Amos did not want to predict where he would be in fifteen years. He had no doubt that he would deal with education, perhaps by completing doctoral studies and getting involved in research, or perhaps in working in informal education, but he realized that: “I have learned that life often takes us to places we did not even imagine reaching, and I have a lot of goals and many dreams and I don’t know how things will work out.”
Remaining and Uncertainty
There were also some participants, albeit a minority among the graduates, who at this stage had decided to remain teachers, but did not hide the fact that this was a temporary decision for one or two years only, and they were very uncertain about what the more distant future held. Shirley, who had finally become comfortable as a teacher in the school after quite a few years of survival difficulties, remained in her job as a teacher. However, she admitted that she still had thoughts about leaving: “I don’t know if this is the field I would like to work in forever. It demands a serious mental price. Still, right now it would be very hard for me to leave this school. It is really a very special place and I do not think there are many such jobs. Right now it seems to me that I’ll stay here.” In contrast to Shirley, who asked herself if the emotional price was worth the effort, Shira was troubled by other issues: “Maybe today I would decide not to be a teacher because of the lack of social status and financial reward.”
Kfir thoughts echoed those of Shira, but he had not given up on teaching: “My first problem with teaching is that the economic difficulties force me to work in more places in order to supplement my income, which is not simple at all. The second problem is the organization. Give me a classroom, give me students, and I will do what I love to do with them. But everything around the teachers’ work is a lot of nonsense that interferes with actual teaching. I am looking for more directions. It is not relevant for me this year. It’s important for me to continue with my student class until the end of the 12th grade, so if next year everything will be fine, I’ll stop for two years and then I’ll be back.”
It is possible to conclude that upon beginning their sixth years as full-time teachers in the school, ten years after having joined the Revivim program and no longer having any obligations to the program, all the graduates had decided to remain in teaching. This is truly a remarkable result, especially in light of data showing that the proportion of graduates from other  outstanding teaching programs remaining in teaching is relatively low. The Revivim program emphasized excellence, accepting only students with the highest academic credentials which would have qualified them for nearly every other department in the university. Given the participants’ outstanding academic backgrounds, it is important to examine their motivations for remaining in the field of education and teaching.

The Motivations for Remaining in Teaching and Education

This book’s opening chapter introduced the stories of the Revivim program’s participants, focusing on three factors that motivated them to choose teaching and join the program: external motivations
; internal motivation or the desire for self-realization; and motivation arising from their conception of teaching as a valued and worthy field. Now, nineteen years after the inauguration of the program, the factors motivating Revivim graduates to continue will be examined in reference to their three original categories of motives.

External Motives

During the four years of training, the program participants benefited from a generous stipend and from free tuition. They also enjoyed the status of being students who belonged to an outstanding program. The transition to full-time work at school first of all entailed a change in financial incentives. No longer receiving generous stipends, they earned only the standard salary that any novice teacher in the educational system would earn. Most of the graduates had already begun building families and having children by the time they graduated, which increased their financial pressures. With the issues of status and financial incentives in mind, it is interesting to examine the influence of external motives, such as salary, status and others, on the graduates’ decisions to continue as teachers.
Salary
While it may be surprising, some graduates found that their salaries were adequate to provide for them. “I received a very significant promotion and increase in salary. I get paid for at least 32 hours per week, and last year I earned money for 37 hours of work a week. In terms of income, it satisfies me and is more or less sufficient to cover my expenses” (Amos). Rami, teaching in the periphery, earned a little more money: “It’s not bad to teach here. Because of the nature of the place, there are also very, very good benefits. The money was never a consideration for me in deciding whether to be or not to be a teacher. I don’t know if it will be the consideration in the future. I imagine not. First, my needs are modest, so I doubt if the salary conditions would prevent me from working as a teacher” (Rami). Other graduates had become more optimistic about the financial aspects of teaching following the salary reforms of the last few years. “The salaries in total are going up and improving. It is wonderful for us! And that’s something that will continue to get better” (Shirley).

Others were less enthusiastic about teachers’ salaries. In fact, the salary levels were causing some of them to reconsider their futures: “I know that I need more money. If the salary remains the same, I don’t think that I will stay in the profession because it is impossible to make a good living” (Orna). Kfir identified the salary as the painful point for him: “I was very involved last year in the fight during the teachers’ strike, and its results were a little disappointing, to say the least. It greatly lowered my hopes for a significant change” (Kfir). Shira
 emphasized the lack of parity between the difficulty of the work and the salary: “The wage is very low compared to the very hard work.” There were also those who regarded the economics of teaching almost cynically: “I’m not so interested in salary. I act as if I don’t care, as if I’m giving my services as some form of volunteerism” (Yoel). Apparently, this point in their personal and professional lives, the issue of salary was not sufficiently critical or burdensome to break their spirits.

Research literature emphasizes that compensation is an important factor in determining a person’s degree of satisfaction in his or her profession. Low financial rewards lead to  feelings of frustration and sometimes of stress and burnout. In the teaching profession, there is almost no income distinction among employees. Seniority indeed brings an increase in salary with it and there is some limited compensation for having completed academic studies and degrees. Nonetheless, there is little opportunity for a promotion in teaching, and in comparison to other professions, teaching is a field lacking the potential for significant professional advancement. As a result of this lack of a career advancement path, young teachers sometimes find it difficult to see their future in teaching. Moreover, because salaries are not tied to performance, there is no financial reward for a large investment of time or effort or better performance. Consequently, sometimes the teachers who invest efforts in their work feel inadequately rewarded and highly frustrated.

Workload
The graduates of the Revivim program frequently referred to their heavy workloads as teachers, although not everyone saw this pressure as a reason to complain. Kineret, who had struggled for many years to survive in the system, felt at this stage that there was a reward for the workload, although not a monetary one: “So I laugh a bit at myself for saying this, but teaching is Sisyphean work, and teachers are not appreciated. Still, I think it’s a profession that places me in a good place. I’m constantly being challenged. It’s just something very vital.” Assaf, who did not have good relationships with his students during his first years as a full-time teacher, did derive great satisfaction from the workload required of him: “Even now I am still tired to the point of collapsing from the intensity of the work in the beginning. Then, life felt like a cycle of teaching, returning home to sleep and back to teaching the next morning. I constantly felt the pressure of tasks to be done, but there was no tension between the students and me.” Shirley, who also was not pleased with her status as a teacher and had once considered leaving at the first opportunity, found that the advantage of the profession compensated for the workload: “It is a major advantage to work only nine months of the year. No other professionals enjoy this: not nurses or social workers or anyone else.”
Other members of the program resented the heavy workload often required by their work: “In order to be a full-time teacher, you have to teach seven or eight classes, which means there are many pupils. As a result, every time there is a test, there are a lot of papers to check. You are talking about two hundred, even more students, each writing four or eight pages in the exams. That means that I need to read hundreds of pages. I have to prepare many different lessons and remember hundreds of pupils’ name. There are lesson plans to prepare, names to remember” (Kfir). Because of the lower salaries teachers, especially younger teachers, earn, many of them need to seek ways to supplement their income in education or even in other fields. However, Shira explained that it was not possible for her to do this: “In every academic class, ten to fifteen percent of the students are weak, and I usually sit with them after school hours at my own expense. This does not leave me time to look for or work in another job. I taught seven classes and I had two additional jobs at school.” 

The concept of workload refers to how an employee perceives the amount of the work he or she is required to perform. Studies have indicated that an individual’s perception of the workload is a central stressor. Additional related factors adding to employee stress are demands from the employer or organization, lack of positive reinforcement in the workplace, and the absence of stress-free working conditions. Stress is defined as a person’s psychological response to an imbalance between stimulation and the person’s ability to respond to it. In essence, when people feel that they cannot meet the load of their duties and the demands placed on them, they experience pressure resulting in stress. Some view stress as a negative factor caused by difficult or unnecessary situations, while others argue that reasonable pressure is actually a positive factor driving employees to invest more in their work.

The pressure factors that schoolteachers face have both internal, classroom-related sources and external, organizational origins. Internal pressure can arise from classroom problems such as discipline, difficulties in meeting the demands of the curricula, a lack of didactic materials or classroom density. External pressure can result from relationships with colleagues, poor communication with the principal or supervisor, difficult relationships with parents, or the low status and prestige that the community may attribute to the profession. Teachers who see teaching as profession expect a degree of autonomy in decision-making and in their actions in the classroom and school. When this expectation is not met, teachers can experience discomfort and pressure. In addition, many teachers attribute their sense of stress in their work to insufficient intellectual challenges, loneliness and a lack of promotion opportunities. One of the significant factors that can reduce stress and provide satisfaction for teachers is positive, personal, and close relationships with their students and the feeling that they have helped their students achieve success. The degree of stress that teachers feel in their work directly affects their satisfaction with their role as teachers, which, in turn, directly affects their willingness to continue working as teachers.
Teachers’ Status
While Revivim graduates exhibited a wide range of opinions about workload and salary, they were much more in accord in their assessments of the status of the teachers: “First of all, we need more recognition. I know it’s nonsense, but the image of the profession is so poor. We hear it from our students all the time” (Shira). Giora, who had travelled in the Far East for a long time  before joining Revivim, brought back with him some concepts he believed relevant to teachers’ status: “A teacher is like a guru. There’s not a big difference between a teacher and a guru, and a teacher’s status should reflect this.” Many emphasized that there was a connection between teachers’ low wages and their low status together with the non-selective acceptance of anyone into teacher education programs. For example, Rami explained: “At the beginning of each month, when you hopefully get your salary, you have some illusions or false hope. But every month you are disappointed again, and feel hurt and offended.” Shira summed up the issue with a little sadness: “I always compare myself to my friends. They have advanced much more in their lives, and I would like to be like them.” Nonetheless, Shira did not agree that teachers suffered from a lower status, stating: “I never felt that the teacher’s status was low.”
In western society, an individual’s status is determined by his or her achievements and his or her position in relation to others with regard to education, training and profession. Those with more advanced professional or academic degrees and with more respected responsibilities will enjoy a higher social status. In addition, it is common in western society to measure the status of a particular profession based by its compensation and prestige. According to these indices, the status of teachers is lower than that of other academic professionals. Consequently, teachers do not receive professional recognition among their peers and suffer from a poor public image.
Most of the Revivim graduates worked in regular public schools in major cities and in the periphery, indicating that they had to cope with the main educational problems Israeli society faces across-the-board. Only a minority of graduates were working in schools that provided a higher sense of status than the norm. While most Revivim graduates agreed that the status and the salaries of the teachers were low and certainly not proportional to the workload, they nevertheless all decided to continue working in the field of education towards the tenth year after entering the program and free from any formal obligations. While many external factors were certainly stressful for the graduates, at this stage, they were not so burdensome as to lead the graduates to decide to withdraw from the teaching.

Internal Motivations: The Sense of Self-Realization or Fulfilment
The internal motivations of the Revivim students to enter the teaching profession have already been discussed. It is interesting to explore whether after nine or ten years these factors were still important in their decisions to continue teaching. If, indeed, the feeling of self-realization is the determining factor, teachers will continue their work if they feel that they are able to realize themselves or their goals in their teaching work. The first and leading factor undermining teachers’ sense of self-realization is disciplinary problems in the classroom.

Dealing with Disciplinary Problems
Dealing with disciplinary problems, or, perhaps more accurately, being unable to cope with disciplinary problems, is perceived as the primary corrosive factor in the process of entering the teaching profession and one that leads many novice teachers to leave teaching early in their teaching careers. When Revivim participants were interviewed during their first two years of their internships, most of them were concerned with disciplinary problems, which were often perceived as a struggle for survival. In the fourth year and last year of the training program, nearly all the participants, with one or two exceptions, had managed to overcome these problems. At the end of their fifth year after entering the program, having now worked as full-time teachers as part of school staffs, disciplinary problems and the struggle for survival had become mostly memories of hurdles which nearly everyone had already overcome. Of course,  Revivim graduates did occasionally encounter disciplinary problems. But, in contrast to the beginning of their internships, everybody at this point felt that they knew how to deal with them: “I can be a little tough,” Reut admitted with emphasis and some laughter. “It surprises me that I manage to deal well with classes with difficult disciplinary issues, because I’m not a commanding or authoritative personality” (Reut). “I think limits and discipline are very important. I have experienced and learned a lot since my early days as a teacher” (Shirley).
The Revivim graduates were also able to be less emotionally affected by the occasional disciplinary problems that did arise, and to analyze them more critically: “We understand that if the lesson explodes, we should not take it personally, but learn something from it. That is something that has been learned over the years ” (Naama).
Revivim graduates had also developed the ability to analyze why disciplinary problems arose in a specific lesson and not in another: “The only times I had problems with discipline were when I came to class unprepared. When I arrived at the class unprepared, the students saw through me very quickly and created chaos. But when you prepare your lesson properly, you can say to yourself that now there will be a lesson here and no one will interrupt it. Then, the disciplinary problems almost disappear” (Rami). For Assaf, the mastery of didactic matters was the key to his ability to overcome the disciplinary problems: “Sometimes a lot methodical matters are the secret to the success of the lesson, and they are tools that I have acquired from experience. If the lesson is presented in an interesting way, the students are motivated to be involved in a positive fashion.”
Burnout is a state of physical and mental exhaustion in work that results from an imbalance between personal and motivational intentions and actual experiences at work. Burnout is characterized by constant fatigue, feelings of helplessness, depression and negative attitudes of individuals towards themselves, their work and their lives. In such situations, individuals may lose their ideals and the motivations that led them to choose a profession. The more severe the burnout, the more difficult the individual will find it difficult to cope with the demands of the profession, the more distant he or she will become from the work and the organization in which he or she works, and the more alienated he or she will feel from colleagues and clients. In their work in general and in the first few years in particular, many teachers report feelings of physical exhaustion, stress and burnout of different degrees in a variety of situations and contexts. These feelings may occur at any stage of the teachers’ professional development. It should be noted that there are personal characteristics that are correlated with high burnout rates. For example, there appears to be a link between high levels of burnout and low levels of self-confidence and poor self-image. In addition, as people experience more success which is a result of their skills or efforts, the less they report burnout. These people are perceived as more productive by their peers.

Lack of autonomy, lack of sources of support and lack of interest in work considerably aggravate the potential for burnout. On the other hand, teachers’ subjective feelings that they have control and power can positively affect their sense of achievement, resulting in lower levels of stress and burnout. One of the most powerful factors leading teachers to feel stress and burnout is their feeling that they cannot reach or influence their students. In general, the greater the gap between an individual’s expectations and achievements, the stronger that person’s negative feelings and hopelessness about being able to bring about positive change will be. Because most teachers chose teaching out of a belief that they could contribute and help young people, any sense of failure to connect with or contribute to students is especially difficult for them.

For the Revivim participants, burnout was rare if non-existent and nearly all felt that their path of self-realization was through teaching.
The Relationship with the Students
As Revivim graduates gradually overcame the problems of classroom disruptions and discipline, the main cause of teacher
 stress and burnout and the main obstacle to feeling a sense of self-realization was apparently removed. Interviewing the graduates ten years after having entered the program, it was quite evident from their descriptions that they believed that the contact with students was the key to effective proper teaching and to their feelings of their self-realization as teachers.

Ziva, whose teaching approach has been identified as a “tailored delivery” (Chapter 7), with a “teacher as parent
” pattern of education (Chapter 9), chose to teach at a school that had a policy of maintaining constant communication with the students. She chose this school due to her belief that contact with the students would be the key to effective education and teaching: “The individual work with the students creates the connection between them and me. What emerges from this connection educates them far beyond what can be done within the dynamic in a class of forty students, because at the individual level, I can listen to them, and they can share their thoughts with me.” The connections between Ziva and her students did not end within classroom walls: “We are all a community, and we know how to say what we need and what we want as well as what we can receive and give. I feel that they will share with me the significant decisions of their lives.”
Amos, whose teaching approach was identified as “attentive delivery,” with an “educator as a parent
,” pattern of education, believed, like Ziva, that the key to effective teaching and education was a meaningful relationship with the students. Even though he was required to use a curriculum dictated to him by the educational system and to ensure that the students passed the system’s external matriculation exams, his attention to each of the students was central to his educational work: “It is my pleasure to work with the students. Sometimes I find myself thinking about them and wondering how they are doing. Somewhere it’s like a job that a parent does with a child. In fact, sometimes the students call me ‘Daddy,’ which can be embarrassing and somewhat amusing.” Amos found no conflict between his professional commitment to prepare the students to achieve high enough levels to pass the external exams and his personal commitment to educate them in the Bible so that no student would fail the Bible matriculation exams
.
While Ziva and Amos were consistent throughout the years about centrality of the students for them in the teaching and educational process, Rami, with a (“clear delivery” approach and a “role model educator
” pattern of education, believed that teachers and the subject matter were the essential elements of an effective teaching process. Although Rami did find the deep connection with his students: “What motivated me was the understanding that as an educator I had the possibility of direct influencing my students, which is the most important and rewarding aspect. Yoel, with a “clear delivery” approach and a “content-focused educator
” pattern of education, perhaps, more than others, focused on the centrality of the subject matter, although he also emphasized the importance of the connections he developed with his students: “I frequently engage in personal discourse with the students. They talk and I listen. They talk about books they’ve been reading, or tell me about what is happening at home. If there are things that are exceptional, I give advice or something like that or try to check with them what kind of help they need. They always come to my house.” It can be concluded from this that Yoel felt he could influence his students through personal contact with them, and his ability to have these relationships with them made him feel successful.

One of the most prominent characteristics of teachers’ work is the interaction with children and teenagers. Many teachers describe themselves as friendly people who love children and chose the profession out of desire to engage in a field that involves interpersonal contact. The relationship with the students is significant to teachers throughout their careers, and is sometimes expressed by interacting with students outside the classroom and in conversations they conduct with the students on subjects that are not related to the school curricula, which help build a sense of trust between teachers and students. Teachers enjoying more frequent personal interactions with students experience a higher sense of self-worth. Moreover, teachers who  invest time and effort to helping students with school difficulties and who succeed in preventing such students from failing in school, experience a high sense of self-worth
.

The internship and the experience they gained in teaching before graduation in teaching enabled the Revivim participants to concentrate more on the importance of the connection between them and the students: “I did not understand how significant the connection between a teacher and student can be. Now I am a bit more of a believer in it” (Shirley). During the encounter with her students, Kineret became aware of qualities about herself that she had not recognized previously: “At some stage I understood that I could express myself, and give the students a place to express themselves. I try to do it in sophisticated ways: for example, through the text and through the learning materials.” Assaf emphasized the discourse with the students, who taught him about himself and helped him understand that he was more suited to teaching more mature students, rather than the young ones. Perhaps Yael’s words captured that experience of all the Revivim graduates: “I think I am doing a work that is right for me and that I have the ability to do it. I enjoy it”.

Is it Worthwhile to be a Teacher?

As stated in the first chapter, all those who joined the Revivim program saw teaching as a worthy and valued field. They emphasized the importance of education for shaping society and individuals and emphasized that this was an important part of their motivation for deciding to become teachers. Years of teaching and their day-to-day experiences as teachers did not seem to have dulled the beliefs of most of them about education as a worthy and valued field. 
“Teaching is both a life and a mission. Otherwise, I would not be a teacher. But it is very difficult. It takes a lot of time. Still, I really enjoy it. Many times I finish lessons really happy” (Iris). “It’s the right job; it’s the right task. It’s one of the best ways to influence, to help and to advance young people” (Rami). These reflections of the graduates are not theoretical aspirations, like their pre-program statements. Now, the graduates have had many experiences that validate their original ideals: “I have a student who comes from a very secular home. Last year his mother called me and told me that she wanted to let me know that until this year, her son had hated the Bible, and, now, suddenly, he has begun to love the Bible. It even reached the point that on Saturday, he told his family what he had learned in Bible class and afterwards, at every Sabbath family meal, the entire family began discussing stories from the Bible. For me that’s the goal: to bring the Bible into their lives” (Amos). The feeling that it is indeed possible to have an influence and bring about change fuels their commitment to continue being teachers. 

However, for some Revivim graduations, the encounter with reality had eroded their evaluation of educations as a worthwhile and valued field. They still believed in the power of teaching but were frustrated that they had to do things they did not think were effective: “I often have been forced to do things that were completely foreign to me. It is very hard to me to look at the students only according to their academic achievements. They also begin to look at themselves in this way. This does not advance them educationally” (Naama). “Academic excellence here is perceived as one of the school’s values. I do not believe in excellence in terms of receiving a diploma of excellence, but in terms of each individual becoming the best that he or she can” (Assaf).
Graduates considered the ideal school to be one that could provide something for all students, including those defined as having difficulties. But the reality that became clear to them was that “the weak students cannot really survive. When I think about the five weak students in every class, I cannot really reach them” (Vered). Some believed that the obsessive focus on the matriculation exams distracted the school from its proper role: “I remind myself that my goal is not to prepare for matriculation exams. My goal is that they will love the Bible, be interested in the Bible, and enjoy the lessons. They do not hate the Bible. They even come and say, ‘Wow, this is the first time that I have loved to study the Bible’” (Reut). 

After eight or nine years of teaching, including five years as full-time teachers, some Revivim graduates still considered teaching a worthwhile field, and this estimation strengthened their determination to remain teachers. Perhaps their ideals had weakened somewhat since entering the program, as the encounter with reality undoubtedly made them more familiar with and realistic about the limitations of the school system. And yet, the motif of believing that teaching is worthwhile continued to be expressed by them, together with the frustration that schools do not fulfill their missions. While their continued belief that teaching is worthwhile was not their primary reason for remaining in the field of education, it did help their motivation.

Epilogue

I enjoy watching movie and television documentary films that tell about people and human societies. At the end of some of these films, the names of the participants appear on the screen accompanied by a concise written summary of what has happened to them since the filming. I must confess that, for me, this update is no less interesting than the film itself.

Our “film” about the Revivim program has also ended. But our story continues. We will not leave the readers with question marks about what has happened to the “heroes” of our stories since they were last interviewed. A cumulative picture of nine to ten years, as presented in this book, is quite substantial in research terms, and the longer the period of time studied, the greater the intensity of the research argument.

About five years have passed since the end of the data collection phase of this study ended. Since then, the research study has focused on processing the data analysis and writing research reports, most of which have appeared in the form of 17doctoral and master’s thesis papers. Over the past five years, different chapters of this book have been written, with many accompanied by dilemmas about the best way to convey the information and the message of the research to readers. While the work of completing the study was being done, the plot of the story did not end. The heroes of the story, Revivim’s first graduates, continued to work and advance in their careers. Over the years, I have had the opportunity to talk to quite a few people who are interested in teaching and teacher education and I have been able to tell them about the research on the Revivim project. While most people responded with interest to the Revivim story, they were also generally skeptical about the future. A characteristic response was “probably most of them already escaped from education long ago.” This response was not intended to be hostile. As noted in the first chapter, the program participants have talents and academic achievements that would enable to work in almost any academic field. In fact, we, too, have feared that most of the participants would not continue in the field of education for long.
Did our “heroes” flee the classroom? The answer was surprising even for the optimists among us. In 2015, about fifteen years after joining the Revivim program, only one among the 21 original graduates of the program had left the field of education and had done so 12 years after joining the program. All the other graduates of the program continued working in the educational field. From time to time, they do leave for a one-year sabbatical, usually devoted to continuing studies, or to caring for newborn children. A significant number of the original graduates have advanced professionally, with two graduates serving as school principals and, as is customary, combining teaching with educational management functions. In addition, two graduates hold senior positions in programs to promote leadership in education, three graduates have completed doctoral studies and serve as faculty members at universities or colleges of education, and two graduates engage in the field of informal education. As of 2015, all the other graduates who were not on sabbatical were actually still teaching. Some of them also had taken on more advanced roles in the school in addition to teaching, many of them working as supervisors of Bible studies, which also involved teacher guidance, professional guidance and curriculum development. Other graduates who were teaching were simultaneously studying to obtain a doctorate.
Those preferring quantitative research may not be satisfied with a research analysis based on interviews with 21 Revivim program graduates, even if this study provides an impressively in-depth perspective of their educational experiences. However, others will appreciate the comprehensive picture offered, particularly in light of the professional trajectories of later Revivim program participants. Since 2000, when Revivim’s first participants entered the program, a new class has opened every year. As of 2015, the program had reached the 15th cycle, averaging about 20 students per class, with the latest class still in the academic study stage. 

Subsequent Revivim graduates who completed their formal requirements and were teaching out of choice include six classes consisting of 123 teachers. Of these 123 graduates, only two left the program before fulfilling their teaching duties, returning the scholarship money they had been granted. Two others could not fulfill their teaching duties for medical reasons. Of the graduates who fulfilled their formal teaching duties, only four left the field of education and moved to other professions. In 2015, eighteen graduates were on sabbatical and/or were engaged in academic studies. All the rest were continuing to work in education, most of them as classroom teachers, and 19 of them in other educational positions.

Of all the Revivim graduates, including those who have not yet completed their formal commitment to teaching, 210 graduates have completed the program. As of 2015, 86% of the graduates were actually engaged in education, 68% of all graduates served as teachers or principals in Israeli schools, another 14% were engaged in other educational work in Israel, four percent were on an educational mission abroad, and six percent were on a sabbatical or on leave and were likely to return to their educational work. The rest were engaged in academic studies. Only five percent of Revivim graduates retired from education temporarily or permanently.

This book has presented a picture of the first graduates of Revivim. Even the program’s innovators, planners and teachers, who were painfully aware of the professional drop-out rate among graduates of educational training programs, outstanding programs in particular, and had hoped for somewhat better results, probably did not expect such a successful outcome.

Reality, it turns out, may sometimes be even better than the vision.

�Does this accurately reflect the meaning?


�Why are these terms highlighted in yellow?


�Who said this?


�This is the way the name is spelled in earlier chapters and this spelling will be used throughout this chapter.


�Is second year correct here?


�Is this the correct meaning?


�This doesn’t really make sense. Did they focus on practical matters or pedagogical matters?


�Why are these phrases highlighted?


�Is this correct? Or do you mean that we had less and less to talk about in our meetings?


�The book seems to end with Chapter 14. What is referred to here?


�Did they begin teaching after four or five years of study? This is inconsistent in this chapter.


�the numbers are not consistent in these chapters. Is their tenth year of teaching their fifth or sixth year of independent teaching? (see previous comment)


�Is this correct? That they had to commit to teaching for five years?


�Consider adding a short qualifying phrase explaining external motivation, as you have done for inner motivation, as the reader may not recall from the first chapter.


�Kfir’s statement about disappointing results from the strike somewhat contradicts what Shirley said about the salary reforms. Perhaps there should be a footnote explaining the strike and the reform.


�Why the highlights?


�Chapters? Same as for Ziva? Why the highlights?


�This isn't entirely clear: both sides of the "contrast" relate to passing the exams.


�Chapters? Highlights?


�See previous comment.


�Should this paragraph be in bold type?





