Chapter 13: The internship guidance   

[bookmark: _GoBack]We are very close to the end of the journey following the Revivim program participants. In the previous chapters, we learned that they came to the program equipped with perceptions of teaching, Students and school. We followed them into the classrooms and saw that this was not only case of declared pedagogical concepts that present the ideal teaching processes. This is nothing less than knowledge of the practical teaching We listened to their evaluation the processes of their training, the theoretical lessons that were transmitted to them and the framework of the internship they experienced during and after the training period. The picture emerges is that the pick of the entire training process was the teaching internship process. In all years of their studies, the participants received professional training from pedagogical instructors, usually each year another tutor. In this chapter we will try to find out in what manner, if any, they needed guidance, assistance and practical support.
As stated, all program participants agree that the internship has grown them as teachers and is the key to their true entry into the world of teaching. As for guidance and assistance, here we can realize three conceptions: (a) Internship accompanied with the support of the pedagogical tutors; (B) Internship accompanied by the support of colleagues; (c) Internship without the need for any support. We will review each of these conceptions, each representing by two students-teachers.

Internship accompanied with the support of the pedagogical tutors
In the first year of his internship, Kfir said: “The tutor has very good advice on how to work with students, 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, and how to sum up. What is the boundary between summary and prescription to them contentl that they will write. (Second year) From Kfir’s story one can learn that he needed significant support from the pedagogic tutor, and also received it. Kfir, it should be noted, had no experience in teaching before entering the program, and the challenge of teaching aroused him a few concerns. In spite of this he entered the classroom and as a magic wand things flowed, although problems were not lacking. It seems that the pedagogical ttor was the backbone for himn: “The tutor helps me to prepare the lesson, and then watch me in class and helps me build the next lesson with the conclusions of the previous lesson. There is a process of close and supportive accompaniment.”(second year).
The relations between Kfir and the mentor were good in the first place and deviated from official ties between a teacher and a student: “I have a good connection with the tutor. We had a chance to talk a few times on the way to the shool, to develop long conversations. She interested, starting with the little things, like when I and my girlfriend started talking about marriage and were looking for a song, so I consulted with the tutor and she threw us some ideas and brought poetry books and several CDs. That’s how I want to be with the my own students to connect with them “(second year) .Kfir, who like his classmates sounded negative in relation to 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 as a role model.
With the transition to the third year, which is the second year of the internship, and with the rise in the number of lessons the students had to teach, Kfir still found himself as one who has to maintain and improve his teaching methods and here and there also to deal with the need to survive the difficulties. Nevertheless, he says: “Not everything is black. I have many good lessons because they were very structured. The tutor was very helpful in helping me diversify the lesson” (third year). He asked and received from the pedagogic advisor regarding the micro-matters of teaching, that is ideas on how to improve it, how to do it better. The tutor did not try to fundamentally change his teaching approach and its teaching style, but tried to help him improve his teaching methods out of a dialogue that was attentive to his needs and his personality. Kfir testifies that he still has problems of holding discipline and it seems that he is at a stage in which the professional literature is defined as “crisis and shock reality stage” or “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 feel an improvement in my teaching and this thanks to my tutor”(third year).
In the fourth year, Kfir and his friends moved to a new stage in the internship. Every student-teacher found himself in another school, apart from his fellow program members. The permanent accompaniment of the pedagogical tutors, which characterized the teaching in previous years, did not last, and the tutor came to schools in a casual way. The student-teachers integrated in the school system as teachers of the Bible, like any other teacher. As we saw in Chapter 12, at this point Kfir and most of his colleagues testified that the state of “shock and survival “is already behind them, and their responses in this year are defined in the literature as a stage of “Adaptation and completion” and are characterized by a focus on the cultivation and improvement of teaching. The reliance on the personal help of the pedagogic tutors did not diminish: “When the tutor comes to see me, my lessons are better, she helps me with all the things that I still need help.” (Year 4).
At the end of the fourth year, at the end of the period of study and training, Kfir began to work as a full time permanent teacher at school, cutting off from the Revivim program and from the his program’s colleagues. The program provided guidance for those who want to accompany them in their first steps as permanent teachers at school. These are tutors who were not part of the regular staff of the program.”I have no pedagogical guidance this year. They suggest me one (making an unhappy face), but except once I did not use the training.” Kfir felt that he needed guidance and wanted it as a continuation of the process he was experiencing during his time as a teacher-student in Revivim: “I consulted the tutor of the last year with her. it is not officially, but I call her in all cases. Sometimes, face to face but mostly by phone. Her comments are very important to my development as a teacher” (year 6).
In most, if not all, training programs, tutoring is a significant component. The pedagogic instructors maintain personally feedback discussions with the student teachers, advises, observations, share their experiences and evaluate them. The training discussion usually occur at school, at the end of the student teachers’ lessons, and are perceived as a design assessment for tutors and teacher-teachers. These meetings create the basis for a professional relationship, enable the student teachers to clarify and formulate their own professional image as teachers through reflection process.
During the feedback sessions, the tutors try to help student-teachers learn about their teaching experience as they combine their practical experience as teachers. It is important
That the pedagogical instructors could serve as role model. Frequently they try to link the spontaneous instruction activities to teaching principles and to formal-theoretical knowledge, so as to obtain a broader meaning to the student teacher experiences. 
The feedback discussion seeks to detach the specific experience from the framework one-time practice to the broad, inclusive and organizing principle. Pedagogic tutors need sensitivity as to what and how to say. They need not only to examine the teaching of students according to external criteria but also sensitive to intuitive activities students’ awareness, even if it is impossible to express them in words, and to the extent possible, to help them express it.    
Naama, another teacher-student who sought the support of pedagogic tutors, described the her teaching difficulties, that in order to overcome them 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, and no listening to each other and a lot of noise. And besides some ‘ping-pong’ in class they do not listen and it misses and it’s a shame. We talked about this situation with the tutor but it is still difficult “(second year) As part of the attempt to help Naama overcome her problems of teaching and improving the process, the pedagogical tutor tried to encourage her maintain reflective processes and to write a reflective journal, a trend that characterizes teacher educatio in recent years. Naama, as usual, cooperated, but in her opinion: “That difficult. I understand that they are trying to make me a more aware person, with more broad view, 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 stage of entering the teaching, Na’ama also sought her way in dealing with the management of a teaching process in situation of students’ disorders. It seems to her that the little advices of the pedagogical tutor and their implementation in the classroom do all the difference.  The question of the relationship with the students arose in Naama lessons. Na’ama, a member of a youth movement, dreamed of a relationship with her students like 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. It was akind of enlightenment and it really helped me “(Fourth Year).
As Na’ama grew up as a teacher, it seemed that the stage of “shock and survival” was already behind her, she expected more and more assistance for improving her teaching. There is an impression that Naama felt confident in her teaching approach, (described in Chapter 7, as constructivist based approach), but asked to enrich her. “To cultivate things with someone who accompanies you, it has something help to grow. I have no problem opening up and talking about things.” (Fourth Year) Naama also wanted to enrich herself in the content dimension: “We spoke with the tutor about the biblical reality, that it was really fascinating to bring scientific reasons for miracles in the Bible. So we create relevancy, and the students are interested “(third year).
Like Kfir, Na’ama expressed that the meetings with the pedagogic tutors are beyond From a professional-pedagogical perspective. What she thinks “makes the difference” is “their personality and our connection with them. There are terrible 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 with the support she has been given all these years: “The tutors with very rich experience, which we has always been, call and consult with them. We had a very personal connection, every guideline we wanted, throughout the years, and even today, it is no problem that I call each of them for consulting.  They were available and there was continuous contact. It is in my eyes what made me succeed “ (Year 5).
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 the help” (Fifth Year). However, she tried to make the most of the assistant that the program gave her after a period of time the training: “I can also without consulting, but it is very, very helpful and I always assisted by a counselor who also works at the school and is also on behalf of Revivim. I asked her to watch me in a lesson and to give me comments, and it was very good “(fifth year) Na’ama sees in her mind’s eye the personality of one of the pedagogical tutor. As a teacher, she is an example for her: “My tutor knows how to do it the best. She was our pedagogical teacher, she is an amazing Bible teacher. She really knows how to make Bible study fun. There are things that I saw her doing and I use them “(year 6).
Most of the participants in the program, about two-thirds of them, viewed the personal pedagogical guidance like Kfir and Naama – as the means that helps them to make the proper use of the internship on the way for their growth as worthy teachers. The rest of the students - teachers related differently to the issue of personal pedagogic guidance. Below we present the two additional conceptions.

Internship supported by peer colleagues
About a third of the program’s participants did not find the need for close support from the tutors and about half of them (about a sixth of the participants) indicated their colleagues as a source of support for them in the process of internship and their growth as teachers.
Shirley, who testified that during the training years and even two years later she coped with the need to “survive” in classroom, did not see herself helped by the pedagogical tutors: “It’s a personal matter. I’m not interested in training, I use friends rather than tutors. The tutors have no clear statement “(second year). The tutors’ preference to accompany instruction with reflection process do not help her overcome her difficulties, but rather discourage 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.” (Year B.) 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 prefers to replace her reflection on subjects that seem 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). So when the pedagogical tutor offered her a practical teaching technique for presentation the text in the classroom and not a reflection process on her teaching, she found it interesting: “The instructor’s suggestion - I took it and it helped me. That’s what I need. To take text and understand how to move it in class. How to interest the students.”(Year 4).
At the end of the fourth year of training, Shirley, in contrast to almost all her colleagues still felt , as mentioed in Chapter 12, that she tried to “survive” in teaching. At that time she felt that an appropriate support would have helped her, but that the tutors suggested was not significant for her. Better and more successful was the support ‘hich she received from her colleagues in the program: “I personally did not use the service of the tutors. Unfortunately this was not significant for me. I know there will be a lot of guys to tell you that it was significant for them. I really do not. I work alone or with friends. (Year 4.) Five years after completing the program, when she had already overcome the difficulties of the early years and found her place as a teacher in a very defined educational niche which fits her and her personality, she re-examines the pedagogical guidance: “Guidance - I really did not want all these years. It was better to accompany a good teacher, and today I see, not like I thought at first, that there were good teachers in the schools. There are morbid things in the educational system, but it’s not the teachers. So actually seeing a teachers in their classes could teach me much more than we went through. To be like an apprentice to a teacher, but a good teacher, of course. This we lacked in training “(ninth year). Interestingly, Shirley was the only one from all the participants in the program, who thought it would be useful to stick to school teachers, watched them and to function in teaching with their help.
In contrast to Shirley, Iris went into the internship with a completely different feeling : “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 such a position, she feels she has no need for pedagogical support, and alternatively – colleagues will fulfil her needs. At the beginning of the internship period the student-teachers have three pedagogic offerings. The entire concept was not to her liking: “There is a lot of mess. The fact that they are constantly changing. There was something very gender that men were professors with knowledge, and women were the supporting companions, and there was feeling dandruff, about nothing.”(third year).
Iris refrained from using the pedagogical tutors. She respected them but felt that she did hat this is not it. Their focus on the practical teaching itself and less on the theoretical issue did not necessarily evoke her appreciation: “I often felt that the instructors wanted to teach well not spent time on theoretical deliberation. Okay, the main thing is to teach, teach something, so that’s it. My memory of a pedagogic directive is one hand waste of time , on the other hand very good woman, and on the third hand, a lot of tutors turnover and instability, when there is no clear line” (Fourth Year). From a distance of two years from 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 (6th year). From five years after the completion of the training program she recognizes a line in the pedagogical guidance, but does not agree with him: “Reflection is an internal process, no external intervention or study is required. It comes out artificial and unrelated to reality. The tasks of reflection in the early years were tedious and ineffective. We are merely reflective types “(9th year).
Neither Iris nor Shirley found any interest in personal pedagogic instruction. They both thought that the required reflection tasks do not contribute to them and that the reflective diaries that were required from time to time are not helpful. Except that, they both experienced the internship in a different way: one as a journey of survival, with doubts on her suitability to be a teacher, and the other with a sense of continues success. In their opinion, There were several other participants that thought like Shirley and Iris, each for a different reason, all needed support, more and less, and saw colleagues as the support group from which one can draw strength and knowledge.
One of the common means of training programs to stimulate reflectivity of the student teachers is the writing the reflective journal, in which the student teachers are asked to write down their reference to the teaching process. The reflective diary is based on the assumption that the proper teaching and teachers are the reflective teachers. These diaries are also a communication channel between the student teachers and their pedagogical instructors, an addition to the personal-verbal communication, which not always possible in a satisfactory frequency.  The diaries allow 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 strength in the field of teaching and expose other aspects of their personality - and thus provide an appropriate support system. To make written comments and, if necessary, to initiate training session. For the student teachers themselves, the diary was perceived as a self-reflection depth means and an a means to analysis educational events for improve them.
As argued by Shirley and Iris, the promotion of reflectivity was a significant part, if not the main ones, under the personal guidance of the pedagogical tutors. It is interesting that Kfir and Naama, who strongly supported the personal guidance, emphasized another aspect of it. Most of the guidance was in their eyes the constant support, and even if it encouraged reflection, they was not perceived it as the main goal. Most of the participants were satisfied with the guidance, the personal training and the support, a small number of participant were reluctant. However, the tutors both the same... It seems that every one of the participants understood their orientation in his own path. A matter for consideration.
Internship without the need for support
Among the participants in the program were also those who served as teaching trainees almost without using pedagogical guidance or any other support. Here, too, we are talking about very few, a sixth of students and teachers. Benny presented his position explicitly, already at the beginning of the process in the first year of the internship: “I feel that I have the teaching ablity naturally. There are among us, between me and the pedagogical tutor, misunderstanding, disagreements about all sorts of things.” Like many of his colleagues, Benny, disagreed with the reflective processes emphasized by the tutors and the need to publicize these processes in the discourse of the students and even less with the need to maintain a reflective journal: “I think there’s no place for reflection, maybe there’s room for it, I just want to narrow it. Not to talk all the time, not to do a forty-minute lesson and talk about it seven hours. It’s terribly exhausting. It does not do any good, I feel empty “(Second Year).
From the beginning of the internship process, in the second year, Benny transmit the massage that he was functioning properly and did not encounter the typical problems of most teachers in the early stages. That too can explain why he was not interested in the involvement of the pedagogical tutors. In the next years his sense of success was continued, he continued to function independently and did not initiate meetings with the ctutors, in addition to meetings held at their initiative. In the fifth year, the first year he was a full-time teacher at school, he was exempt from the obligation to meet, and did not find the need to advice with the program instructors. This time he was surrounded by the teachers of the school where he teaches: “I keep learning from the school teachers. They are a role model but it’s also anti-role-model, because I decide what to take - I adopt what I think “(year 5).
In interviews with Benny after the end of the training stage when the desire to avoid the tutorship is already behind him, Benny summed up his attitude toward tutoring: “The tutor said it was possible to do this way or that way, all sorts of ideas. That means much less taught me. It did not give me anything “(Year 5). Of the entire process of personal guidance, in all the years, Benny took only one idea: “One tutor gave me advice on the content and I adopted one of them, which links the text to questions relevance to our lives “(6th  year). Sometimes he considers to himself that he might have been able to take advantage from the training: “I’m just doing well, but there are all kinds of things I could possibly talk with the tutor before class but I did not really do them. For example all types of practical things - the use of the board, the design of text pages, attempts to develop a bit all kinds of body language.”(5th  Year).
While in the case of the education classes Benny - like his colleagues was very critical against the theoretical educational studies in the conclusion of the formal training process, Benny wondered whether the supportive approach of the pedagogic counselors, lacking a theoretical avenue, was an obstacle to the guiding process. “The tutors have a message, but there is a kind of attempt to balance with a lot of things. There is a need for a person to rise up and knock on a table and present an idea, deeply and clear. Something more philosophical. What was mostly missing some significant educational worldviews that we will deal with.” (5th  year) These words reflect a return to admiration which characterized some of the participants towards the lecturers in the disciplinary apartments, which they beilived demonstrate an clear view. In contrast the educational academics, including the pedagogic tutors, was not focused and even stuttering.
Unlike Benny, who agree with the tutors about the pedagogical conception in the teaching process, but felt that he himself did not need the instructors to implement 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 (2nd  year). Based on that, he certainly is not enthusiastic about the demand for reflection, and certainly not 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 in sick narcissism.”(2nd year).
As we noted in Chapter 8, Yoel’s conception of teaching is mostly content based. Everything else, in his opinion, could be resolved spontaneously by intuition of the teacher: “The distance between intuition and reflection - this story is an unresolved story is a very big story. When you hear your child crying, you’re not going to ask him what happened, you’re going to hug him, and if after that you’ll find out what happened it’s very nice. There are stories in life that cannot stand with the criteria of reflection, and reflection will not help them. How reflection can  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 a month, or even one day, it can become paranoia “(3rd  year).
Yoel, it should be said, respected the pedagogical tutors: “My connection with the tutor is fine. 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 profoundly and thoroughly as it is, sentence after sentence in the text “(4th year). Even the tutor that apparently did not emphasize the reflection and offered tools of “doing”, that is, presenting questions in a lesson that are supposed to stimulate a process of inquiry and wonder, did not attract his attention, unlike many of his colleagues. “There was a tutor who offered us the ‘guidance questions’. However, it depend on learning stage. It will come in the second stage, after a thorough understanding of the text. I spend most of my classes on the understanding of texts. About 60 percent of the lesson devoted to the understanding of the text.” This was Yoel’s conception upon his entry to the program, and he stuck to it for many years after the end of the training years.
It is important to note that those who did not need pedagogical support, neither from the tutors nor from their colleagues, were those who felt they were overcoming teaching problems on their own. According to them, they have not experienced the struggle for survival that characterized most student teachers and succeeded in overcoming discipline problems in their own way. These are students that characterized in  Chapter 9 as having a perception of teachers educators as “role models” (Benny) or “content-focused” educators (Yoel), and their teaching approach (Chapter 7) is referred to as “clarified transmition”, which places the teachers and the contents of the curriculum at the center of the teaching process.
In the research literature there is an ongoing debate without a decision regarding the pedagogical guidance. Some believe that pedagogic guidance is marginal, and it is doubtful whether it should continue in its current format. There are also studies that indicate that their effect of the schoolteachers - who train students to teach is more effective more the instruction coming from the pedagogical tutors. On the other hand, some emphasize the great contribution of the pedagogical tutors to the training process, although they claim that there is great ambiguity in the definition of its role. The ambiguity stems from two areas: instruction and evaluation. The pedagogic tutors are required to instruct the students to teach and help their pedagogical growth. But at the same time they are asked to evaluate their achievements and to suppose how successful they would be as future teachers. The need to assess is often contradict with the role of accompaniment and support. Evaluation according to external criteria does not always coincide with the creation of a relationship that seeks to support each of the students teachers according to their personality and ability.
As I read the story of the participants, I find myself coming back forty years or more since I was a student of teaching. Terms like reflection and internship was not recognized in those years, and the recognition of the importance of teaching experience did not go beyond much of the need to attach to a teacher who was recognized as a good teacher, to watch his class, to teach in it (as much as he/she could let us) and get his comments. At that days we called it “practical work,” and it took place for a year, a day in each week. 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 and myself hoped that I would implement them in my future class. The second day of watching was already in the routine, I helped the teacher here and there. It was reasonably fine. The third day of watching was already boring. I did not discover new things and the need to get into the shoes of another teacher and to teach using his method did not seem suitable to meet my needs. Accidentally, the pedagogical counselor asked me, “How is the practical work?. “ Before I could reacted 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 can be absent from the day of practical work, and so I did. More than I appeared I did not appear. (I allow myself to reveal the secret, assuming that nobody longer will be take away from me the teaching certificate ... )
Did I have a pedagogical guidance in my work as a teacher? Yes I did, but it happened after completing my studies at the Teachers’ College. In fact in the first year of full time teacher  I started I start to be a intern-teacher even if we did not call in that words. I started teaching and felt that I needed. I met my pedagogical tutor from time to time in her office. I brought events from my class, I introduced problems and we talked about them. Instead of asking for advice, she did not refrain from giving me, but she did not visit my classת. not because of the trouble involved, but because in her sensitivity and intelligence she realized that I was not yet ready to open the classroom. Months passed, our meetings became thinner, it seemed to me that I already did not need crutches. Then, one day she suggested to come to my class. She did not come alone, but she brought with her students who were trained as teachers in the teachers’ college. She and her students watched me and my class. After that it became a tradition, and from time to time groups of student teachers arrived to watch me and my class. The highlight of every such visit was the feedback conversation at the end of each visit. The answer to the question whether I had been pedagogically gudance, the answer is definitely positive. But the training was done
when I had already left the training institution. 
Conclusion
If we asked the pedagogical tutors to define their training concept, they most likely would define it as a reflective instruction. This is what they said in the interviews (see Chapter 3). In contrast, the study shows us that most of student teachers, about two-thirds of them, experienced first and foremost supportive training, which supports them and foster them, and not necessarily reflective instruction.  About one-third of the program’s participants do have experienced a tutoring that encourages reflection, a perception that they are reserved for it. It can be assumed that those who needed their support, most of the participants in the program indeed transmit this need and were given the opportunity to respond. With the others, who did not interested in support, apparently the meeting were more formal, and the component of reflection took a central place in them.
It is important to emphasize that there was no connection between previous experience in teaching, which was for some of the program participants who served in the army as teachers, and the self-sense of functioning in teaching. Yoel and Benny, for example, who declared that they did not need support, did not engage in teaching before entering the Revivim program. Therefore, their reservations about the tutoring should not be linked to past pedagogical experience. On the contrary, many of those who needed pedagogical support has in fact accumulated experience in the past as army teachers, yet they felt they needed guidance to their new functioning as teachers of Bible in the higher grades of school. It can be assumed that the need of pedagogical are largely personality-dependent.
It can be concluded, therefore, that just as schoolchildren are not all made up, the student teachers are also not all the same. Those who did not need guidance and those who were satisfied with support from their colleagues are not less successful or more successful compare to their colleagues who have been very sympathetic to get support from the tutors. Yet, most student teachers were interested in getting support from the pedagogical tutors. Given the fact that the pedagogical tutors are responsible for the student-teacher internship process, so it is necessary to take care both for those who need their ongoing support and for those who prefer to keep a certain distance.


Part Five:
Introduction - Towards the proper training of teachers

As we have noted in the book in all kinds of contexts, the teacher training programs are not perceived as successful for at least two main reasons. The first reason for the feeling of failure is the fact that a very high percentage of graduates of the teacher training programs leave within five years from the end of their studies, most of them stuck in the shock phase, the crisis and the effort to survive and are unable to get out of it. The second reason is the graduates’ sense that the training program did not prepare them for their role as teachers. This argument arises in endless studies and unfortunately did not disappear despite the many changes that were initiated in training programs over the past few years. 
This book presented in a great detail the training process of the Revivim program and the appreciation of the training process by the program’s participants and its contribute to their competence as teachers. We will not repeat the findings of the previous chapters, but it seems that we will not be mistaken to say that despite the participants’ criticism of these or other elements (criticism that should be taken into account and thus we return to it in Chapter 15). The resulting image is certainly positive, and graduates of the program believe that the program prepared them for their role as teachers. Moreover, an examination of the development of the students teachers on the ranking of “enthusiasm – crisis – adaptation”, as reflected in the third and fourth parts of the book, especially in Chapter 12, which deals with the internship, shows that most of them achieved the level of “adaptation, integration and breakthrough” in school system  already in the training period. It seems that almost all of them entered as full time schoolteacher when the crises, which characterize novice teachers, were already behind them. The few who did not reach this competency at the end of the training period, achieved it during the first few years of schoolteachers. We believe that those are evidence of the criteria for success. There is one additional criterion, to evaluate of the program success: the extent of the participant to preserve as teachers and educators. 
Chapter 14 will meet the program’s graduates on the tenth anniversary of their participation to the program (is the sixth year of teaching as regular schoolteachers) and will examine their degree of teaching perseverance, their motivation, and their thoughts about the future. This will enable the completion of the picture of the training, as it by the participants. Chapter 15 will suggest an alternative layout to teacher training, which is reflected from the Revivim program participants, as it presented in the chapters of this book.






















Chapter 14: Motivation and Perseverance in Teaching Toward the tenth year

Teaching profession characterized by high dropout rates compared to parallel professionals. Many of the teachers drop out after their first years of work; others drop out following the accumulation of fatigue sensations and erosion over the years, and many of those who remain are constantly considering alternative employment options. Moreover, many of the students who are studying in training program will not join the profession and will not engage in it at all. In modern western countries the proportion of constant teachers more than four years after the completion of their training, is about 60% -50% only. 
There is a strong correlation between teachers’ degree of work’s satisfaction and the degree of perseverance in it. When teachers ask to tell about the probabilities of their persistence, three patterns can be identified: (a) teachers who declare that they do not intend to change their jobs even if an alternative work is offered. These teachers show a high level of satisfaction with their work; (B) Teachers who have changed their work within the education system or intend to do so by moving to another school or to another position within the education system. These teachers are not satisfied with the school they work in or in specific aspects of the profession, and they hope to change it by moving to another position. (C) Teachers considering leaving teaching at all. These teachers are not satisfied at all and sometimes experience feelings of frustration. This, as we can see, is a very large and significant group among the new teachers who join the profession.
Studies that seek to find the most successful teachers have found a positive relationship between the academic and intelligence of teachers and the quality of their teaching.
Therefore, efforts are being made to recruit for teacher training outstanding individuals. Additionally, it found that the dropout rates are particularly high among the more “talented” participants, and certainly among those defined as “outstanding. These phenomena can probably be explained by the other open possibilities before talented people, who are sometimes accompanied by more attractive rewards than those that the teaching profession offers. However, teachers who chose teaching motivated mainly by internal motives show a higher level of commitment than teachers who were motivated by external motives. Accordingly, the more emotional involvement in the work the greater motivation to stay.

Persistence in teaching and education
This chapter will examine, as stated, one of the criteria by which it is customary to evaluate the success or failure of training programs, which relates to the degree of perseverance
of graduates in teaching and in the education system. We returned and we the program’s graduates at the end of the ninth year, very close to the beginning of the ten year to join the program, (which is the sixth year of their being full time schoolteachers. The graduates are completely free from a formal commitment to the program, which stood at five years of teaching, and anyone could have set out on another path. And yet, the picture is very different from that described in studies of the persistence of training graduates in general and outstanding programs in particular. The image presented in this chapter refers to all 21 graduates. The conclusion is that all the program participants are marching towards the tenth year continuing to engage in teaching and education. To the decision to continue in educational field accompanying three reactions.

Remain and satisfy
The first pattern of response we called “remains and satisfy”, 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 is always fascinates me. It is not always easy, but I’m interested and good and I like to teach. It’s a place I’m happy to be in. “(Naama). Almost identical response we received from Reut: “ The decision to join Revivim and teaching seems to me very justify. I can really say I enjoy teaching. “ Likewise Kinneret, who had previously known difficult years as a teacher, now looks at her place and status “I am much more interested with teachers. They are very interesting. I see the youth all the time, so to your question, it seems to me that I am I will continue in this field. “
For young people, about thirty, who had just begun their family life, it was hard to commit to where they will be in five or ten years, and therefore the program’s participants are considering carefully their words for the distant future. As for the near future, we shall see they have no doubts: “I continue, I’m happy at the school where I work. With God’s help in five years you’ll interview me and I’ll tell you, but right now I’m in school and it is good for me.” (Ziva) Assaf sounds very determined about his place today as for his future position: “I do not see myself moving forward to anything else. I want to be a teacher. I do not care to be a coordinator, nor do I think I will be good at that. I’m not good at organizing, I’m not so interested. Actually, it is not very good according to the codes of the society that asks where I want to move forward. I as a teacher want to keep moving. There is much to develop in the curriculum, there is much to add, there are many improvements I want, there are many things to do about improving my functioning as a teacher.”

Remain and develop
This pattern of response characterizes program graduates who want to continue teaching and education, but think about future development within the field and the profession. Orna testifies that she was thinking of withdrawing from teaching at the end of her commitment to the program: “That’s how I planned my future; I will turn to develop a career outside of teaching. Today I think differently. Today I know that I am willing to take a coordination job in school, which is extraordinary progress.” Rami also said that he was satisfied with the decision to be a teacher: “I would make a similar decision today. That’s the right job. It was clear to me that I continue to be teacher after finishing my commitment to the program.  What will be in five years from now? I think I’ll still be in education, I hope I still want to continue to be a teacher. 
Amos expresses with great warmth his attitude toward teaching: “It is good for me to teach, I love what I do, I love the school I teach”. However, because he felt it that he cannot break through the glass ceiling, he added: “On the one hand, I am 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 place. 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 from his teaching position, Amos does not want to predict where he will be in fifteen years. He has no doubt that he will deal with education, perhaps complete doctoral studies and involve in research, perhaps in informal education, but “I learned that life often takes us to places we did not even imagine reaching, and I have a lot of goals and lots dreams and I do not know how things will work out.”
Remain and unsure
There are also some, and it should be said that they are a minority among the graduates, who at this stage did decide to stay, but did not hide the fact that this is a decision that is ready for one or two years, and who knows what the more distant future holds. Shirley, who found her place as a teacher in the school after quite a few years of survival difficulties, remains in her job as a teacher. However, she said that she still have thoughts about leaving: “I do not know if this is the field I would like, it costs a serious mental price, 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 asks herself if the emotional price is worth the effort, Shira troubled by other issues: “Maybe today I was not going to be a teacher because of the social status and the financial reward.”
Kfir also speaks about thoughts, similar to those of Shira, but does not give up the school. “First of all, it’s the economic difficulty that makes me work in more places in order to supplemental my income, which is not simple at all. The second reason 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’ nonsense is a factor that interferes. I am looking for more directions. It is not relevant for me in 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 on the beginning of the sixth year they are full-time teachers in the school, when they are ten years older than the day they enter the program and are released from any formal obligation to the program, all graduates decided to stay in teaching. It will not be overstate to say that this is a remarkable phenomenon. The picture becomes sharper in light of the records t that the proportion of those who are graduates of outstanding programs are relatively low. In contrast, this program of excellence, which made sure to accept students owners a very high academic characteristics, one of the highest in the university, which almost all the university departments were open to them. In light of this, it seems important to examine their motivations for remaining in the field of education and teaching.
The motivations to remain in teaching and education
In the opening chapter of this book, we brought the story of those who joined the program, focusing on three factors that motivated them to choose teaching and join the program: External motivations, internal motivation - the desire for self-realization, and motivation that arise from the concept of teaching as a valued and worthy field. Now, nineteen years away we will be examined the motives that influence the graduates of Revivim to continue teaching in referring to each of these three motives.

External motives
During the four years of training, the program participants benefited from a generous stipend and from free tuition. They also enjoyed appreciation as students who belong to a outstanding program. The transition to full-time work at school necessitated a transition to a standard salary in the education system for novice teachers. During the last years, most, if not all, have created families and brought children into the world, which he brought up to a considerable extent the financial needs. Against this background, it is interesting to examine the place of the external motives, salary, status and others and the like - in deciding whether to continue being teachers.
Salary:
Strange as it seems, some believe that the salary they get certainly provides. “I received a very significant increase in the position at school. I have not less than 32 hours a week and last year I had 37 hours a week. In terms of income it satisfies me, it more or less sufficient to the expenses I have “(Amos). Rami, who teaches in the periphery, gets a little more: “It’s not bad to teach here. Becauset nature of the place, there are also very - very good benefits. It never was consider whether to be or not to be a teacher. I do not know if that will be the consideration in the future. I guess not. FirsI am a modest man and I am not sure that’s what will keep me from being teacher are the conditions or the salary. “(Rami) There are who become optimistic following the salary reforms of the last few years.” “The salaries in total are going and improved. It is very beautiful! And that’s something that will get better “(Shirley).
Others are less enthusiastic about teachers’ salaries, up to a point of thinking about the future: “I know that I need more money. If the salary is the same, I do not think that I will stay because it is impossible “(Orna) Kfir declares that the painful point for him is the salary. “I was very involved last year in the fight, on teachers’ strike, and its results were a little disappointing to say the least, it greatly lowered the hope for a significant change “(Kfir) Shira places the effort against the salary: “The wage is very small compared to the very hard work.” There is also those who look about this reality in a very cynical position: “I am not so interested in salary, as if I do not care, I give it as some form of volunteerism. “(Yoel) It seems that at this stage of their personal and professional lives the issue of salary is not the only issue either or the main one to break their spirit.
Research literature emphasize that compensation is an important factor in determining the degree of satisfaction of a person in his or her profession. Low financial reward leads to a feeling of frustration and sometimes a feeling of stress and burnout. Teaching profession is an profession, in which there is almost no income distinction between employees. Seniority indeed brings with it an increase in salary and there is very limited compensation for academic studies and degrees, but there is little for promotion in teaching, and in comparison to other professions teaching is a field lacking significant professional advancement. Lack of hierarchy makes young teachers sometimes find it difficult to see their future in teaching. Moreover, because of the lack of scale, there is no financial reward for a large investment or higher performance, so sometimes the teachers who invest efforts in their work feel inadequately rewarded and very much frustrated.

Workload:
The graduates of Revivim usually point to the great workload they are charged as teachers, although not everyone sees it as a reason for presenting complaints. Kinneret, who for many years did struggle for survive in the system, felt at this stage that there was a (non-monetary) reward for the load: “So I laugh a bit at myself for saying this, teaching is Sisyphean work, ungrateful, but I still think it’s a profession that puts me down in a good place. I’m constantly being challenged. It’s just something very vital.” Asaf, that the first years as a full-time teacher did not do him any good in terms of his relations with his students, finds great satisfaction from the workload required of him: “Even now I am collapsing, from intense and tired.It was to go home to sleep and go back to teaching. All time I had a cloud of tasks, but no cloud of tension between the students and me.” Shirley, who was also not pleased with her status as a teacher and considered to leave at the first opportunity, finds the advantage of the profession as compensating for the workload: “It is a very big advantage to work only nine months of the year. No one have it! Not to nurses or social workers or anyone else.”
Other members of the program resent the heavy workload they often require: “In order to be a full-time teacher, you have to teach seven or eight classes. That is many pupils. Therefore, every time there is a test it is a lot to check out. You are talking about two hundred, more students, each write four or eight pages in the exams, and I need to read hundreds of pages. I have to prepare many different lessons and remember hundreds of pupils’ name. Lesson plans to prepare, names to remember.”(Kfir) The lower salary which teaching gives its practitioners, especially the younger ones, often requires searching for supplement income in education or in another field. However, Shira claims that it is not possible: “In every academic class there are also the ten to fifteen percent of the weak student, and I usually sit with them, after the school hours, at my expense. It did not leave me time for another job. I taught seven classes and I had two more jobs at school.” 
Workload is a concept that relates to how the employee perceives the amount of the work he/she was required to carry out. In the literature it was found that the perception of the workload is an central stressor. In this regard, connected pressure factor which are originating from the requests of the organization, in the absence of stress-free working conditions and in absence of positive reinforcements. Stress is explained as a person’s psychological response to a absence of balance between stimulation and the person’s ability to respond to it. In other words: when a person feels that he/she cannot meet the load of his duties and the demands placed upon him/her, he/she feels pressure. There are those who view the sense of stress as a negative factor that originates in difficult and unnecessary situations, while some argue that reasonable pressure is actually a positive factor driving for more investment in work.
The pressure factors that the schoolteachers face come from two sources: inner source, and outer source. Pressure generated within the inner source can arise from class problems such as discipline, the difficulty of suffice the curricula, lack of didactical matterial or classroom density. Pressure from the outer source can result from relationships with colleagues, poor communication with the principal or supervisor, relationships with parents, the status and prestige that the community attributes to the profession. Teachers who see teaching as profession expect a degree of autonomy in decision-making and action in the classroom and school. This expectation, which sometimes is not comes true, leads to a feeling of discomfort and pressure. Moreover, many teachers attribute the sense of stress in their work to lack of intellectual challenge, loneliness and lack of promotion options. One of the factors that reduces feelings of  stress which is a rewarding factor for teachers is a positive, personal, and close relationship with their students and the feeling that they had brought their students to successes. The degree of stress that teachers have feel in their work affects directly on their satisfaction with their role as teachers, and this has a direct effect on their willingness to persevere in teaching work.

Teachers’ status:
If it comes to external factors such as load and salary there is can be found disagreement among graduates of Revivim, when it comes to assessing the status of the teachers, there is more consent among them: “First of all, to get more recognition. I know it’s nonsense, but the image of the profession is so poor, you hear it from our students all the time.” (Shira) Giora who had a long journey in the Far East, before joining Ravivim, brought some concepts that seemed to him relevant to the teacher’s status: “A teacher is like a guru. It’s not a big difference. Our status should be similar. Many emphasize that there is a connection between teachers’ low wages and their weakened status and the non-selective acceptance of everyone to the teacher education programs. Rami sees a connection between teachers’ status and salary of teachers: “At the beginning of each month you get your salary, hopefully, with some illusion, false hope, and every month you are disappointed again, and feel hurt and offended. “ Shira sums up the issue with a little sadness: “I always compare myself to my friends, and they are more advanced in their life and I feel to be like them.” In opposite to the sweeping agreement regarding what appears to be the teachers’ lower status, Shiri claimed: “I never felt that the teacher’s status was low.”
In Western society, the status of a person is determined by his achievements and his position in relation to others regarding the main dimensions of education, training and profession. As far as a person have more  professional or academic degree and more respectable responsibilities, so he/she will gain a higher social status. In addition, it is normal in western society to measure the status of a particular profession based on income and prestige. According to these indices, the status of teachers is lower than that of other academic professionals. Consequently, the teachers do not receive professional recognition among the peer groups and their public image is poor.
Most of the graduates of Revivim took part in regular public schools in main cities and in the periphery, which points to their coping with the main educational problems of society. Only a minority has integrated into schools that provide a higher sense of status than the norm. Although the tone among them is that the status of the teachers is damaged, and the salary is low and certainly not directly proportional to the workload. Nevertheless, towards the tenth year, when they are free from any formal obligation, they all decided to stick at their teaching work. It seems that even though external factors are distress, they are not the reason for the graduates of the program to decide at this stage to withdraw from the teaching.

Internal motivations: the sense of self-realization/fulfilment
We identified the internal motivations when the student teachers jointed the program as the factor, which ultimately made their decision to choose a teaching. An interested question is whether after nine-ten years this is still the dominant factor in the decision to keep at teaching? According to the assumption that the feeling of self-realization is the determining factor, teachers will continue their work if they feel that in their teaching work, they realize themselves. First we turn to the factor that more than any other factor interferes with the sense of self-realization - discipline problems in the classroom.

Dealing with discipline problems:
Dealing with discipline problems, or rather being unable to cope with discipline problems is perceived as the first erosion factor in the process of entry into teaching and as a factor that caused many novice teachers to leave teaching fr in the early years. When we observed the participants in the first two years of the internship and interviewed them, most of them related to disciplinary problems. In the fourth year, the last year of training, it seemed that almost everyone, with the exception of two or three participants, overcame it, which is often perceived as a struggle for survival. When we met with them at the end of the 5th year, when they functioned as full-time teachers on the school staff, the problems of discipline and the need to survive became as a memory passed through everyone. Not that there are no disciplinary problems: as in all classroom and teacher, Revivim graduates occasionally encounter such problems. But unlike the beginning of the internship, at this point everyone already felt that they knew how to deal with it: “I can be a little tough (she emphasizes and laughs.) It surprises me that on the subject of discipline I manage to get along with difficult classes, because I’m not a person of a military commander”(Reut). “Limits and discipline are something that I think is very important. I have experienced and learnt a lot since the early days as a teacher”(Shirley)
The graduates of the program also know how to look at the disciplinary problems that arise from time to time with much less emotional involvement and with the ability to analyze things: “We understand that if the lesson explodes, then do not take it personally, but rather knowing to grow with that. That is something that has been built over the years.”(Naama)
They developed their ability to analyze why the disciplinary problems arose in a specific lesson and not in another lesson: “The only times I had problems with discipline were when I came not ready to the class. When I arrived at the class, unprepared, they saw me very quickly and the students made a mess. But when you prepare your lesson properly, you can say to yourself: Now there will be a lesson here and no one will interrupt the lesson from being existence, the problems of discipline almost disappear.” (Rami) Assaf sees the mastery in didactic matter as the key to his ability to overcome the problems of discipline: “Sometimes a lot methodical matters create the success of the lesson, and they are tools that I have acquired from experience. If the lesson is interesting the students have an interest to be in.”

Burnout is a state of physical and mental exhaustion in work that results from lack of a match between personal and motivational intentions and actual experiences at work. The burnout characterized by constant fatigue, feelings of helplessness, depression and negative attitudes of the individual towards himself, his work and his life. In such a situation, the person may lose his/her ideals and the motivation that moved him/her to choose a profession. The more severe the burnout, thus, a person will find it difficult to cope with the demands of the profession, be distant from his work, from the organization in which he works, and is alienated from his 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 various strengths in a variety of situations and contexts. These feelings may accompany the teachers at all stages of their professional development. There are personal characteristics that are correlated with high burnout rates. A link between low levels of self-confidence and low self-image and high level of burnout. The more people experience situations of success which are depending on their skills or efforts, they report, they report on we reduced burnout and perceived by their peers as more productive.
Lack of autonomy, Lack of sources of support and lack of interest in work aggravate considerably the burnout. On the other hand, subjective feeling of teachers that they have control and power can positively affect their sense of achievement and bring about low levels of stress and burnout. Teachers feeling that they cannot affecting their students is one of the most influential factors in feelings of pressure and burnout. The greater the gap between expectations and achievements, thus the stronger negative feelings and less believing to be able to caused a positive change. Because most teachers chose teaching in the belief that they could contribute and help their students, a sense of absence contact and contribution to students is especially difficult for them.
The story of the participants in the Revivim program shows that the burnout characteristics are far from them and the way to a sense of self-realization as teachers is open to them.
The relationship with the students:
As program graduates overcame the disciplinary problem in classroom interference, it 
The main cause of the feeling of stress and burnout and the main obstacle to the sense of self-realization was apparently removed. When we first met those who joined the program, nine-ten years earlier, it stood out that the contact with students is the key to proper teaching. Nine to ten years later their rich expressions and descriptions they use create the impression that they indeed believe that this is the key to feeling of their self-realization as teachers.
Ziva, whose teaching approach has been identified as a “tailored delivery” (Chapter 7) and the pattern of education as “teacher as parent” (Chapter 9), chose to teach at a school that adopted a policy of constant communication with students. She chose to teach in this school due to her belief that contact with the students would be the key to proper education and teaching: “The individual work with the students does the whole connection between me and them. Something has been created here that educates far beyond what has been created in a class of forty students because I listen to them, and they share thought with me.” The connection between Ziva and her students does not end within classroom walls: “We are all a community, and we know how to say what we need what we want and what we get and give. I feel that in their significance decisions of their life they will share with me.”
Amos, whose teaching approach was identified as “attentive delivery” and the pattern of education was identified as an “educator as a parent,” believes, like Ziva, that the key to proper teaching and education is the worthy relationship with the students. Even though he was required to use an external obligated curriculum and to ensure that the students pass the external matriculation exams, his attention to each of the students stands at the center of his educational work: “It is my pleasure me to work with the kids. Sometimes I find myself think on boy or a girl and ask myself what’s going on with them? Somewhere it’s like a job that a parent has to do with his children. Sometimes the students calling me ‘Daddy’, and there was laughter with an embarrassment.” Amos sees no contradiction between his commitment to bring students to proper achievements and pass external exams, and his commitment to a personal and education passes the matriculation exams in the Bible without anyone failing.”
While Ziva and Amos were consistent throughout the years with a concept of centrality of the students in the process of teaching and education, Rami gave expression to the centrality of the teachers and the subject matter in the teaching process (“clear delivery” and “role model educator”). Even though, Rami finds its main satisfaction in the deep connection with his students: “What motivated me it is the understanding that as an educator I have the possibility of direct touching with my students, which is at least the best thing”. Yoel (“Clear Delivery” and “Content-Focused Educator”), perhaps more than others focused on the centrality of the subject matter, emphasizes the importance of the connections, which he develops with his students: “I conduct Personal discourse oftenly. They talk and I hear. They talk about a book that they were reading, telling me about what was happening at home. If there are things that are exceptional I give advice or something like that or try to check with them the kind of advice they need. They always come to my house.” From his words, it is clear that he believes that the road to the students’ consciousness pass through personal contact with them, and the fact that such a relationship exists makes him feel successful.
One of the most prominent characteristics of teachers’ work is the interaction with children and teenagers. Many of the practitioners describe their selves as friendly people who love children and chose the profession out of desire to engage in a field that involves inter-personal contact. The relationship with the students is significant to teachers throughout their careers, and is sometimes expressed also in the interacting with outside the classroom, in conversations that they conduct with the students on subjects that are not related to the school curricula and the sense of trust between teachers and students. As much as the relationships with the students are more frequent, so the teachers will have higher sense of self-worth. Moreover, teachers that invest energies to promote students with school difficulties and succeed in preventing them from failing in school, are also get a high sense of self-worth.
The internship and the experience in teaching enabled the graduates of Revivim to study about the power of the connection between them and the students: “I did not understand how much the connection between a teacher and student has can be so significant. Now I am a bit more of a believer in it “(Shirley) During the encounter with the students Kinneret realize personal qualities that she were not aware of their existence: “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 revealed the fact that he is suitable for teaching the mature students, rather than the young ones” Perhaps we can e summed up in Vered’s words: “I think I am doing a work that is right for me, that I have the ability to do it. I enjoy it”.

Is it worth to be a teacher?
As stated in the first chapter, all those who joined the program saw the teaching as a worthy and valued field. They emphasized the importance of education for shaping the society and human being and highlighted the fact that this was an important motive in their decision to choose to be teachers. It seems that the years and their day-to-day experience as teachers have not dulled their believes on teaching as a worthy and valued field. However, for several of them, the encounter with reality did not strengthen the recognition that teaching is a worthy and valued field.
“Teaching is both a life and a mission. Yes, if not, I would not be a teacher. But It is very difficult. It takes a lot of time. I really enjoy it. Many times I finish lessons really happy “(Iris):” It’s the right job, it’s the right task, It is the one of the best ways to influence to help and promote.” (Rami). This time, these are not theoretical statements, as it can be attributed to pre-instruction stages. This time the graduates of the program can bring with them many stories that validate their claims. “I have a student who belongs to a very secular home. Last year his mother called me and told me that she wanted to confess me, because until this year, her son hated Bible, and suddenly he began to love the Bible. It reached the point that on Saturday, he told what he learned in the Bible and afterwards at every Saturday family meal they began to talk about stories from the Bible. For me that’s the target to bring the Bible into our lives”(Amos). The feeling that it is possible to influence and cause change is a fuel that drives the desire to continue being teachers. 
On the other side, there are some participants that their view of teaching as valued and worthy has begun to erode. They still believe in the power of teaching but frustrating from the fact that they must act in a way that they do not think is appropriate: “I should have to do things that were completely foreign to me. It is very hard to me to look on the students only according to the academic achievement, they also look at themselves in this way. It does not promote them from an educational point of view (Naama). “Academic excellence here is perceived as one of the school’s values. I do not believe in the matter of being excellent in order to get a diploma of excellence, but that everyone will make the best from himself.” (Assaf)
The school to be aspired to is perceived by graduates of the program as a place that can give an answer to all students, including those who are defined as having difficulties. But the reality that becomes clear to them is that “the weak students cannot really survive. When I talking about the five weak students in every class, I cannot really get to them.” (Vered). Some believe that the obsessive focus on the matriculation exams distracts 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, enjoy the lessons. They do not hate the Bible. They even come and say, ‘Wow, this is the first time that I love to study the Bible.”(Reut). 
After eight or nine years of teaching, including five years as full time teachers of them still believe that teaching is a worthy field, and this fact is a factor that drive them to continue as teachers. Perhaps the melody from which they are now is weaker than that of years ago; The encounter with the reality must have made them more realistic who are familiar with the limitations of the school. And yet, the motif exists, and with it the frustration that the school does not fulfill its mission. However, it does not seem to us, just like years ago, that this is the main motif that determines their decision to persist in teaching. However, it is certainly fuel-stimulating material for their motivation.


Epilogue
I like to watch documentary films in movies and television, which tell the story of people and human societies. When the film is finished, the names of the participants run on the screen accompanied by a concise verbal description of what has happened to them since then. It must be admitted that this is no less interesting than the film itself.
Our “film” has also ended. But also our story has continued. We will not leave the readers with question marks. We will not leave readers without information about what happened to the “heroes” of our stories ever since. A cumulative picture of nine-ten years, as presented in this book, is a huge picture in research terms. However, the longer we can present a picture of time, the greater the intensity of the research argument.
Since the end of the data collection phase of this study around five years were over. Since then, the research has been focused on the processing of data analysis and the writing of research reports (in our case, most of them were doctoral and thesis papers and their number reached 17 works). Various chapters of this book have begun to be written, wondering what type of writing will benefit the information and the message this book wishes to convey to readers. However, the plot of the story did not stop. The heroes of the story, graduates of Revivim’s first cohort, continued to work and progress. Over the years, I have had the opportunity to talk to quite a few people who are interested in teaching and teacher education and to tell the story of the research on which I work. The responses were generally interesting, but generally skeptical about the future. Response characteristics were “probably most of them have already escaped from education long ago ...”. This response was not hostile. As noted in the first chapter, the program participants have characteristics that could place them in almost any academic field. In fact, we, too, have feared that this would be the continuation of the story, at least for most of the participants.
Did our “heroes” flee the classroom? The picture taken is surprising, including the optimists among us. In 2015, about fifteen years after joining the program, only one of the 21 graduates of the first graduating cohort has left the field of education and this happened 12 years after joining the program. All the other graduates of the program continue to belong to the education family. From time to time, they go on a sabbatical, and these are usually devoted to continuing studies, or bring children into the world. A significant number of graduates have advanced on the scale of professional development. Two graduates serve as school principals and, as is customary, combine teaching with an educational management function. Two graduates hold senior positions in programs to promote leadership in education, three graduates who have completed doctoral studies, serve as faculty members at universities or colleges of education, and two graduates engage in out-of-school educational work. All others, as of 2015, if they are not on vacation or other, are actually teaching. Some of them also serve a central role in the school (mainly the concentration of Bible studies), some of which combine, in addition to teaching in the school, teacher guidance, professional guidance and the curriculum development. Some of the graduates continue aside their teaching work in academic studies towards a doctoral degree.
Our readers who are prefer quantitative research possibly will not be satisfied with an research picture based on 21 graduates, even if it is an impressive depth picture. Others will also be happy to read about the cumulative picture from the sequel cohorts. Since 2000, when Revivim’s first cohort began, it has joined an additional cohort every year. As of 2015, the program has reached the 15th cycle, averaging about 20 students per cohort. The last four cohort are still in the school stage. 
The picture presented below relates only to cohort in which graduates completed their formal duties and are at the stage of voluntary employment choice. This is six graduate cohorts with 123 graduate teachers. Only two graduates have left the program before fulfilling their teaching duties and are returning the scholarship money they have been granted. Two others can not fulfill their teaching duties for medical reasons. Of the graduates who fulfilled their formal teaching duties, only four left school and moved to other fields. In 2015 eighteen graduates are on a sabbatical and/or academic studies. All the rest continue to work in education, most of them as teachers in the class, and 19 of them in other educational positions.
As for the picture of all graduates, including those who have not yet completed their formal commitment to teaching: 210 graduates have completed the program. The situation in 2015 shows that 86% of graduates actually engage in education. 68% of all graduates serve as teachers or principals in Israeli schools, another 14% are engaged in other educational work in Israel, and 4% are on an educational mission abroad, and 6% are on a sabbatical or on leave and are likely to return to their educational work. The rest are in academic studies. Only 5% of graduates retired from education temporarily or permanently.
This is the picture of graduates of Revivim. It seems that the program’s innovators, planners and teachers, who were aware of the retirement picture among graduates of training programs and outstanding programs in particular, even if they expected a better picture, they did not expect such a positive picture.
Reality, it turns out, may sometimes be nice than the vision.




