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The Jewish community is seeking ways to support learning that makes a meaningful difference in the lives of students. Professional development is an essential element in the educational system that can make that difference. Seeing the impact that high quality  professional development can have in the lives of teachers and students through her work as an educational director and as the Director of the New York RE-IMAGINE Project, Cyd B. Weissman explores four questions that educational leaders should attend to when making decisions about learning experiences for their teachers.

Professional Development Requires a Discipline for Seeing Wholes

           A diploma in any field is only the invitation to participate. Experience, ongoing learning, reflection and support are the universities of experts. Professional development is the name of that university in the field of education. Teaching is a complex art that must respond to the changing goals, technology and curricula of schools; the developing nature, needs and attitudes of learners; and the varying expectations, support and involvement of communities. Becoming an expert in a field where shifting forces are often at odds with one another requires ongoing focused and intensive learning. To build the university of experts the National Education Association (NEA) notes schools should be places where teachers learn as well as teach. “To improve student learning, we should improve teaching. To improve teaching, teachers must engage in learning continuously as an integral part of their job. Teacher learning cannot be relegated to special occasions, nor can the subject of that learning be divorced from the immediate learning needs of students.” (NEA, 2006) Professional development, rather than being an isolated initiative, must be an integral part of a school’s overall plan, a smart part of a greater whole, for achieving student outcomes.

Jewish teachers work in as complex a field as general education if not more so. Educational innovations and the expectations set by the Jewish community demand that teachers not only learn new skills and knowledge, but that they also re-conceptualize and re-invent the overall nature of their teaching so as to nurture learners of all ages in knowing, believing, living and belonging. Supporting teachers on such a trajectory requires the kind of ongoing, intensive and focused learning called for by the NEA. In response to this call, professionals in the field have begun to refer to professional development as professional learning. The use of the word learning instead of development signals the ongoing nature of the work and a shift away from focusing on teachers’ deficits (Hirsh, 2006). Despite these shifts, the prevailing model of professional learning in the Jewish community for approximately sixty-four thousand teachers in Jewish congregational schools, early childhood programs and day schools (Schapp, Goodman, 2002) consists of sporadic generic workshops or college courses not related to classroom work (Dorph & Holtz, 2000; Stodolsky, Dorph, Feiman-Nemser, & Hecht, 2004). Fragmented, isolated learning for teachers has little impact on professional practice or student learning (Elmore, 1997; Sparks & Hirsh, 2000). A vast gap exists between the professional learning offered and what is needed.

       When meeting the needs of Jewish education, leaders often look to the field of general education. Answers to the following four questions can help decision makers identify applicable and adaptable principles from general education to the unique needs of Jewish education. 

1. What standards and practices established in the field of general education promote high quality professional learning?

2. What are recommended strategies to meet the specialized needs of beginning teachers in all forms of Jewish educational programs and schools?

3. What examples of professional learning in Jewish education reflect the standards and practices of general education?

4. What are the unique needs of Jewish teachers that may not be addressed by practices adopted from general education?

1. What standards and practices established in the field of general education promote high quality professional learning?

General education’s current recommended standards and practices for professional learning are rooted in a systems approach that focuses on identifying and managing a wide range of factors that impact the desired goal of student outcomes. A systems approach requires a “discipline for seeing wholes” and stands in direct contrast to problem solving that attends to singular factors or causes (Senge, et.al. 2000).  Jack Wertheimer has labeled the need for seeing, planning and programming within a framework of “wholes” with the shorthand phrase “linking the silos” (2005). Reference to silos, he notes, is seen in the field of information technology and “characterizes the uni-dimensional manner in which institutions and fields of knowledge operate in isolation as vertically organized operations, divorced from constructive, horizontal interaction with others” (p. 2). When a systems approach is applied to professional learning, the answer to “How will teachers learn to support student outcomes?” is more complex than just “training.”  Leaders who practice a discipline for seeing wholes respond to that question by linking professional learning to a school’s vision, goals, culture and to family engagement. To link the silos for professional learning, educational leaders need to attend to the context, the process and the content of what teachers’ and students’ experience.

     The National Staff Development Council (NSDC)’s standards for professional development, established in 2001, focus on context, content, and process, and have as their goal the improvement of all students. These standards are “generally recognized as one of the most comprehensive and judicious sets of professional development standards available today. In fact, many states have modeled their own standards on the NSDC’s.” (Schramm, 2005)  The standards act as a guide, not a blueprint, adaptable by each school, to create high quality staff learning that improves teacher practice and student performance. They assure that professional learning will be results driven and job-embedded. Educational leaders can use the NSDC standards as a map for seeing all of the factors to be addressed when designing learning for teachers that impacts the learning of students. 

 The necessity of standards in the field of general education arose “because for too long the professional development practices of too many school systems have led nowhere. Year after year, their staff development has amounted to little more than a disparate set of adult learning activities with few demonstrable results other than participants’ mounting frustration” (Hord, Hirsh & Roy,  p. 5). The NSDC standards were developed by representatives of the national education associations who reviewed research, discussed best practices, and reached consensus on the focus for the standards. Three questions guided the establishment of the standards: 

· What are all students expected to know and be able to do? 

· What must teachers know and do in order to ensure student success? 

· Where must staff development focus to meet both goals? 

A review of the NSDC standards follows, including three context standards, six process standards and three content standards. The NSDC standards are not the only rubric for high quality professional development existing in general education. Many groups have adopted or based their standards on the work of the NSDC. Organizations that create their own rubric often justify the veracity of it by comparing it to the NSDC. For example, a rubric for professional development standards established by the University of Pennsylvania Graduate School of Education in 2003, although slightly different, assured the reader it was “consistent with the work of the NSDC” (Corcoran, McVay & Riordan, p. 5). Deeply rooted in current research, the NSDC standards should be considered a guide for creating high quality professional learning as they enable educational leaders to see broadly and deeply. The NSDC standards enable professional development planners to practice a discipline for seeing wholes.

Three Context Standards focus on the set of circumstances that must surround professional learning: Professional Learning Communities, Leadership and Resources. Staff development that improves the learning of all students:

1. Organizes adults into learning communities whose goals are aligned with the school and district. 

Professional Learning Communities (PLC) are formed when professional staff participates in regularized learning, planning, reflections, and observations as part of their daily teaching routine. This requires a total rethinking of the structure of schools and the time provided for focused and intentional professional learning (Sparks & Hirsh, 2000). The gathering and learning of teachers is only considered elevated to the level of a true PLC when its work is focused on student outcomes, not the interest area of teachers, the products promoted by publishers, or new educational trends (Hord, 1997).

2. Requires skillful school and district leaders who guide continuous instructional improvement.

Leadership teams need to send the message that professional learning is a priority in a school environment where shifting demands and requirements can distract focus away from teacher learning. To be the leaders of and the advocates for professional development, educational leaders require their own specifically designed professional development. Principals, in particular, can play, if supported with adequate learning, a key role in establishing a culture that values and integrates professional learning (Roy, 2006). 

            3. Requires resources to support adult learning and collaboration.

Resources need to be allocated to provide the time, money and materials for ongoing professional learning. Leaders need to share concrete data that demonstrates the link between professional learning and student outcomes to assure that decision makers see professional development, not as an extra activity with few visible dividends, but as an important long term investment in quality education.

Six Process Standards focus on essential steps in the creation of professional learning: Data driven, Evaluation, Research-based, Design, Learning and Collaboration. Staff development that improves the learning of all students:

1. Uses disaggregated student data to determine adult learning priorities, monitor progress, and help sustain continuous improvement.
 Data gathered from multiple sources on what students need to learn and have learned should drive a continuous loop of decision making, determining the focus of professional learning. Data-driven decision making contrasts with new-product driven decision making that often occurs in education. Leaders need to develop the skills and knowledge to select and administer reliable tests and perform quality data interpretation (DuFour, R.1999). 
2. Uses multiple sources of information to guide improvement and demonstrate its impact.

Evaluation of clearly stated goals in terms of student and staff knowledge, skills, behaviors or attitudes needs to be established so that staff development programs and processes can be assessed.  Evaluation answers the essential question: “Is professional learning enabling teachers to achieve student outcomes?”

3. Prepares educators to apply research to decision making.
Research based decision making requires leaders to have access to relevant research and to develop the skill of adapting and translating that research to the particular needs of teachers and students. 
4. Uses learning strategies appropriate to the intended goal. 

  Design of professional learning cannot be generic. Within a PLC, design strategies need to be carefully selected based on the learning needs of teachers (e.g. novice vs. experienced teachers) and students (e.g. learning to use computers requires different strategies than learning to write an essay). 
5. Applies knowledge about human learning and change.
Learning for adults should be self-directed, goal-oriented, relevant to immediate needs, and demonstrate respect for a learner’s experience (Knowles, M. Holton, E. & Swanson, R. 1998). Attention should also be paid to managing forces of resistance that will most likely come when individuals are asked to develop new skills and knowledge.. 

6. Provides educators with knowledge and skills to collaborate 
Collaboration is a learned skill. To work well in a PLC teachers need to learn how to build consensus, share ideas, and effectively listen to one another. Effective leaders need to foster common purpose, continuous inquiry, and shared practice if they are to create a collaborative environment (Leonard & Leonard, 2003; Fullan, 2004).
     Three Content Standards on what subject areas teachers need to learn in quality professional development: Equity, Quality Teaching and Family and Communal Engagement.  Staff development that improves the learning of all students:

1. Prepares educators to understand and appreciate all students, create safe, orderly and supportive learning environments, and hold high expectations for their academic achievement 
Equity for all learners irrespective of age, sexual orientation, gender, race, or other family background factors is expected and therefore requires that teachers meet the learning needs of their diverse student body. This includes, but is not limited to, knowing differentiated instruction, varied classroom management arrangements and ways of generating high expectations for all groups of students (Hord, Hirsh & Roy, 2005). 

2. Deepens educators’ content knowledge, provides them with research-based instructional strategies to assist students in meeting rigorous academic standards, and prepares them to use various types of classroom assessments appropriately. 
Quality teaching requires teachers to have deep content knowledge and the pedagogy and assessment specific to that content. As Joellen Killion writes, “What a teacher knows and does influences what a student learns” (2006, p. 1). Content, teaching strategies and evaluation all must be aligned to established student outcomes. 

3. Provides educators with knowledge and skills to involve families and other stakeholders appropriately 
Family and Communal involvement are necessary components for creating a partnership between the school, the home, and the community which enables the students to achieve the best results. Principals and teachers because of their unique roles develop different kinds of relationships with the community and, therefore, need to learn different skills for engaging both parents and the community at large. 

Reassuring, Not Overwhelming
     These standards are meant not to be overwhelming, but to be a reassuring guide to linking context, content and process. Leaders use the standards to see the whole of what is needed for high quality professional learning - to start with the end in mind- and then launch, over time, a continual series of initiatives. Each initiative, however, has to be designed, not as an end in itself, but as a smart-part of a greater whole. Smart-parts do the work set out by the standard and the work of revealing information, raising questions, and providing experiences that enable leaders to connect one standard to another, to link context, content and process. Eventually these smart-parts speak the language of shared purpose, working in their own ways to support common goals. 

 
Schools take years to develop this approach. It is messy and complicated. To briefly illustrate this way of working imagine, for example, a school that rearranges schedules so teachers can regularly learn together and observe one another (Context Standard: Professional Learning Communities [PLC]). Because leaders are working with a bigger picture in mind, they don’t see the PLC as the end goal. Rather they use the PLC not only to bring teachers together, but also to provide information that will inform subsequent work, such as which teachers work well together, and which teachers can take on leadership roles. Professional learning planners also listen for and work to address the questions raised by the PLC such as: “What should the PLC focus on? How do teachers translate the learning into the classroom?” (Content Standard: Quality Teaching). Then, when challenges arise among staff, professional learning leaders, guided by unfolding information and the standards, address a new question: “What are the best ways to help staff learn to work together?” (Process Standard: Collaboration). Evolving over a two to three year period, requiring continual development in subsequent years, each step, naturally and by design, would lead to another standard. The NSDC Standards equip educational leaders to keep an eye on the whole, while working on smart-part initiatives that, over time, create an integrated system transforming staff, culture, and learners.

2. What are recommended strategies to meet the specialized needs of beginning teachers?

One third of beginning teachers in public schools quit within the first three years. Continually recruiting, training and losing staff is a drain schools can ill afford. Beginning teachers, both novice and experienced, but newly hired, have special needs that, when met, can increase retention. Both require special attention. Novice teachers have an invitation to teach, but lack the experience to translate what they have learned into effective action. Novice and experienced teachers need to learn the norms, practices and goals of a new school.  Induction, a program specifically designed to “enculturate” and support new staff, should be considered a focused part of a school’s established professional learning, not a program that can exist successfully in a school that has an unhealthy learning and teaching culture (Feiman-Nemser, 2003).  


 Beginning teachers need emotional and personal support, task-problem focused support, and practice in critical reflection on teaching in order to achieve success and overcome the challenges of being a new professional. Stress, confusion, isolation and emotional discomfort are frequently the results when a new teacher does not receive these supports. Specific challenges include lesson planning, arranging parent-teacher conferences, responding to a disruptive student and deciding what materials are appropriate for a specific student with a particular need. These examples highlight the range of challenges that go from administrative details to classroom management to important educational decision making. Beginning teachers also need to develop an ability to reflect on their teaching, identify their challenges and act as independent educational problem solvers. This includes being able to prioritize challenges, consider alternative strategies to address them, and then develop the confidence to take action. Clearly, induction programs need to offer multiple options of support if they are to carry out a sincere intent to respond to the wide variety of needs exhibited by new teachers.


Recognizing the importance of an induction program is the first step for a school to fulfill their wish to support new teachers. Only when educational leaders value the results that can be achieved with induction programs will resources be allotted.  Additional strategies, specifically appropriate for beginning teachers, include mentoring, coaching, demonstration lessons, mini-courses for specific needs, and portfolio collection (gathering evidence of teaching for analysis).  Each of these strategies requires learning for the beginning teacher and for the established staff. For example, when mentoring is a designated strategy, master teachers need to learn specific skills on how to support their protégés. Collecting and reflecting on teacher work also requires learned skills.  By establishing a culture that promotes collaboration and learning, schools will support naturally occurring and thoughtfully designed opportunities for connecting the veteran and novice teachers, for regularizing reflection, planning and analysis and for deepening skills and content (Stansbury & Zimmerman, 2001; Feiman-Nemser, 2003). Focused sustained commitment to supporting the unique needs of new teachers within a larger commitment to supporting the needs of all teachers will increase retention rates of staff and improve the quality of learning for students.

3. What examples of professional learning in Jewish education reflect the standards and practices of secular education?

Today an increasing number of Jewish schools are discarding long-held inadequate professional learning practices. Experiments in creating quality professional learning that ultimately impacts students are emerging in day schools, day care centers, congregational schools and early childhood schools across the country. “Congregational Schools Focus on Teacher Training,” is the bold headline from the August 11th, 2006 Forward article (Zeder) reporting that after decades of offering a smorgasbord of workshops for teachers that produced few results, communities are beginning to invest in serious, focused, and intensive professional development. However, high quality professional learning is far from the norm today. By sharing the stories of Jewish communities that are designing professional learning as smart-parts leading to a greater whole where context, content and process are being addressed, a new norm for quality Jewish professional learning can be established.  Examples of these new initiatives include: 
Project ENGAJE! Enrich Nourish and Grow through Adult Jewish Education, 2004-6

Creates a Professional Learning Community (NSDC Standard, Learning Communities); Deepens Educators Content Knowledge (NSDC Standard, Quality Teaching); Uses Learning Strategies Aligned to Intended Goals (NSDC Standard, Design); and Provides Teachers with Skills to Involve Families (NSDC Standard, Family Involvement)

Project ENGAJE, sponsored by UJA-Federation of New York, worked with two hundred and fifty early childhood teachers from the Metro New York community in a two year initiative to strengthen teacher knowledge and pedagogic skills. Eleven schools, including Jewish Community Centers, synagogues and a day care facility, participated in the program that was developed and administered by the Board of Jewish Education (BJE) of Greater New York and the Suffolk Association of Jewish Educational Services (SAJES). Teachers attended bi-monthly one and a half hour on site sessions before or after the school day. Mentor teachers from settings of higher Jewish learning in the New York area led learning sessions on Jewish content and pedagogy. The mentor teachers were selected for their content knowledge and their ability to model adult commitment to ongoing Jewish learning. Teachers participated voluntarily, were paid a stipend for each year, and went on a group trip to Israel. By creating ongoing focused learning for teachers, led by highly qualified instructors, Project ENGAJE laid the groundwork for establishing professional learning communities within each school.

 The initial year of the project focused on enriching the Jewish knowledge of teachers. During the second year, teachers worked to incorporate their personal learning into the classroom with the help of a newly created “integration specialist.” Parents and families were also engaged in the second year through the development of a three part series designed to enrich parents’ Jewish learning.  

Early results indicate that each site successfully created the beginnings of a PLC. Teachers reported increased feelings of being valued; increased use of Hebrew in the classroom, and increased “liveliness” in the teaching of holidays and life cycle events. Additionally, planners recognized that subsequent versions of the project should address the larger school culture. Investing in how teachers work and think, it was reported, without a parallel investment in how the school works and thinks minimized results. As Executive Director of the NSDC, Stephanie Hirsh notes that when you “Put a good person in a bad system, the system will win every time” (2006). Based on the evaluation and gleaned insights, the next iteration of the project will keep many of the initial design elements with an added focus on the context for professional learning with a new focus on leadership, resources and vision. SAJES will administer an expanded version of Project ENGAJE with five new schools in 2007-9. In each of the participating schools a task force of lay and professional leaders will work to establish common vision and goals for the early childhood school. By creating a culture and governance that values and supports early childhood education and teachers, the scope of professional learning will be expanded beyond what teachers need to know and do. This project began with smart-parts that have opened doors to additional standards that will further deepen professional learning in the schools engaged. 

Sharsheret: A Program for Congregational Religious School Excellence, 2005-present 

Develops Skillful Leaders to Guide Continuous Professional Learning( NSDC Context Standard, Leadership); and Uses Learning Strategies 
Appropriate to Intended Goal (NSDC Process Standard, Design)
Sharsheret is a training program for seven congregational school principals to become instructional leaders who will create and lead professional development in their congregations.  The initiative was created by the Center for the Advancement of Jewish Education (CAJE) in Miami with funding from the Greater Miami Jewish Federation. The program is in its second year of design and implementation and is being customized to the particular needs of each congregation. Principals spent the first year with NSDC and CAJE consultants learning and reflecting on the standards of the NSDC. They also worked to identify teaching strategies for implementation that were appropriate for congregational schools. In the second year, principals, with the help of an educational consultant from CAJE, are delivering individualized professional development plans that have as their ultimate goal improved student learning. In schools that do not have clearly defined goals or shared ownership of education, this initiative has spurred principals to engage their boards in answering key questions like, “What does the ideal graduate of our school know, believe, and practice?” Sharsheret’s Program Coordinators are open to continual revision, positioning themselves to respond to the evolving needs of principals. By focusing first on developing the leaders who can create quality professional learning that is aligned to the specific needs of a particular school, this project recognizes that the time for generic professional learning has passed. The NSDC Standards and this project replace generic fragmented learning with professional learning designed to the meet the specific needs of each school. Details of the progress of the program including evaluation reports are available at www.CAJE-Miami.org. 

NESS - Nurturing Excellence in Synagogue Schools, 2001-present

·  Develops Skillful Leaders to Guide Continuous Professional Learning( NSDC Context Standard, Leadership); Create a Professional Learning Community (NSDC Context Standard, Learning Communities); Uses multiple sources of information to guide improvement and demonstrate its impact (NSDC Process Standard, Evaluation);  and Deepens Educators Content Knowledge (NSDC Content Standard, Quality Teaching) 

         NESS, a four year initiative for strengthening congregational schools in Greater Philadelphia, is funded jointly by private donors and Jewish Federation of Greater Philadelphia. The original NESS project was the creation of the Auerbach Central Agency for Jewish Education (ACAJE) in partnership with the University of Pennsylvania’s School of Education and Foundations Inc., a national non-profit organization that offers technical assistance to schools. Six schools participated in the first cohort of NESS (2002-6). Six additional schools have formed a new cohort (2006-2010). 

      NESS is a systemic initiative that addresses over time a school’s professional learning, leadership, curriculum and culture. The project attends to the professional learning of the principals, the lay leaders and the teachers by providing them with twenty to thirty hours a year of learning for three years and reduced support in the fourth year.  Teacher mentoring, up to twenty hours a year, is also provided. The content of the learning for all participants is primarily determined by the NESS curriculum and can be influenced by the results of an assessment tool administered in the first year of the project. 

       Early reports from JESNA’s Berman Center for Research and Evaluation indicate that teachers are utilizing strategies learned through NESS in the classroom. The research report notes that teacher learning was relevant to the classroom work and teachers gained a new appreciation for ongoing professional learning. Early indicators are that students who participate in sessions led by NESS trained teachers feel more positive about their Jewish identity and learning experiences (Tigay, 2006). More information can be found at http://www.acaje.org/content/ness/Ovrvw.shtml  

Boston MTEI-Mandel Teacher Education Institute 2002-2004

· Develops Skillful Leaders to Guide Continuous Professional Learning (NSDC Context Standard, Leadership); Creates  Professional Learning Community (NSDC Context  Standard, Learning Communities); Provides Educators with the Knowledge and Skills to Collaborate ( NSDC Process Standard, Collaboration)
Boston MTEI was a two year initiative with eleven schools: three days schools, seven congregational schools and one after-school program, sponsored by the Mandel Foundation, the Mandel Center for Jewish Studies at Brandeis University, and the Bureau of Jewish Education of Greater Boston and supported by the Combined Jewish Philanthropies. MTEI created school-based teams that learned together for a year in order to design and implement learning for their schools.  Educational teams including principals, department heads, lead teacher and/or individuals responsible for professional development met once a month for five hours with follow up support from an advisor. Gail Dorph led the staff of advisors who worked with school teams to transfer the learning in the group seminars to a design of professional learning in the individual schools. Learning experiences for the teams were designed to model quality PLC’s so that leaders would then create them in their own schools. Teams learned ways to increase collaboration among teachers on instruction through ongoing professional conversations, observations of one another and continued content learning that was relevant to the work in the classroom. Teams also learned ways to promote a culture of learning to be valued by all stakeholders. 

After two years, The Research Team of the Boston MTEI noted increased self-understanding in teachers, increased understanding of student learning, and an increased openness to thinking about teaching and learning. They also reported increased collaboration among teachers, and a sense of shared purpose. This project began with a primary focus on developing a context for ongoing professional development in each school so that process and content could be more fully developed in subsequent years. Following the two year funding cycle of Boston’s MTEI, most schools have continued developing professional learning in their schools (Lieberman, 2006). 

Presently MTEI is working with a cohort of fourteen schools (early childhood, day schools and congregational schools) in the San Francisco area. Gail Dorph noted, “We try to achieve the greatest leverage from our project. Instead of working with a national cohort of individuals as we did initially, we are now seeking to work with communities. We want to create a tipping point where newly developed communal norms about professional learning are established (2006).” 

For more detailed information about Boston MTEI see the project report at: http://www.brandeis.edu/centers/mandel/Mandel%20Documents/BMTEIprojectreport.pdf
Smart-part Initiatives Lead to Integrating Context, Content and Process

     Although only one of these programs, Sharsheret, directly reported using The NSDC Standards as its guide, all of the programs are working to balance thoughtful first steps with keeping an eye on the big picture. Each program stated a clear expectation of expanding the scope of initial work over time. A Sharsheret Director said, for example, “We understood that some schools may not have visions and goals, but decided to begin with professional development knowing we will have to address that when we come to it” (Mitrani, 2006). First steps in all of these initiatives are intentionally designed to open the pathways to next steps. Some projects are positioning themselves to respond to emerging needs. NESS, on the other hand, begins with a four year plan to address many of the parts of the whole school. Either way, it is clear that the antidote to one-shot programs is not just a series of workshops. 

Moving Jewish professional learning from one-shot workshops to becoming an integral part of a school’s overall plan for achieving student outcomes will take sustained attention, resources and experimentation. It also requires leaders to expand their scope of attention from what traditionally is thought of as “what teachers need to know” to include attention to leadership, goals, governance and culture. As of now, there are no established standards or recommendations for standards that are appropriate for the field (Dorph & Holtz, 2000). It is yet to be determined if all of the NSDC standards are appropriate for Jewish education or what new standards need to be created to support the mission of Jewish education. Forums are needed to enable early experimenters with new models of professional learning to learn from one another’s successes and misses. Consolidating and disseminating this work is essential if other communities are to join in the work of developing the context, process and content of professional learning in Jewish schools. 

What are the unique needs and circumstances of Jewish teachers that may not be addressed by practices adopted from secular education?

The Nature of Jewish Learning is different than general education and therefore may require standards, research and practices for professional learning that do not easily translate from the field of general education. 

Research-based strategies are needed that align with the particular goals of Jewish education (e.g. faith development)

Teachers, according to the NSDC standards should be trained to employ research based strategies in their teaching. However, proven strategies of how to achieve the kind of goals promoted in Jewish education are poorly identified or known. A great deal of Jewish education strives to go beyond a learner’s mind into a learner’s heart, spirit and sense of self. Jewish schools aim to create life-long learners, or makers of meaning, who exhibit faith, identity, and commitment. Little research exists and/or has been translated for the field of Jewish education for how teachers can shape learning experiences that achieve these types of goals (Moore & Lippman, 2005).  Until the research is readily available for how to achieve goals such as the spiritual development of youth, Jewish teachers must be trained themselves as action researchers. Professional development for Jewish educators needs a “hot house” emphasis where teachers can build on the research in the field of faith and identity development and experiment with strategies to inform their own practice and contribute to a body of learning that can benefit the larger community.  

Short Term Evaluation for Long Term Goals needed in order to direct the content of Professional Learning

             Quality professional learning, according to the NSDC standards requires a feedback loop between what students are achieving and what teachers need to know. Data collected on student achievement should, in the best circumstances, direct the learning for teachers. But Jewish education is limited in its ability to evaluate its long term goals. Long term goals, often at the core of Jewish education, include outcomes like “love of Israel,” or a “relationship with God.”  Short term benchmarks for this kind of learning and ways to evaluate them need to be developed so schools can have a clear feedback loop between what students are gaining and what teachers need to learn.  Without reliable means of evaluating the core outcomes of Jewish education that go beyond what a learner knows, teachers are swinging at a golf ball without ever knowing if they hit it or where it lands; there is no correction to the swing. The Jewish educational system requires more research on identifying short-term markers and ways of evaluating them for long-term goals such as increased faith development, identity building and applying learning to daily living. Established short-term benchmarks and the means for evaluating them would, in turn, inform appropriate professional learning strategies based on real, not imagined, data gathered from students. 

 Dugma Ishit - Need to Nurture the Jewish Journey of Teachers so they can deeply understand and model what they teach


Can a Jewish educator with little or no connection to God, Shabbat or prayer effectively teach others to be prayerful? Left as a rhetorical question, professional learning in Jewish life may well need to include a professional learning standard that addresses the need to nurture teachers’ Jewish connections. Teachers need a clear framework of how to represent the difference between their own Jewish perspectives and the value of the host school/organization. The Jewish community needs more examples of how schools can not only develop teachers’ content knowledge but also enrich teachers’ personal relationship with what they teach. Schools who want their teachers to be living role models of life-long learning and people striving to live what they learn will need to develop ways to support the Jewish journeys of their teachers.

The Structure of Jewish Education differs from general education. The part time nature of congregational schools, the lack of unified standards and goals, the limited resources and the non-traditional settings for learning are unique conditions for how Jewish learning is structured and may require action not addressed by the NSDC standards.

Undefined standards and goals

          Unlike public education where student outcomes are legislated, Jewish education often does not have clear student outcomes.  Without clear goals for students there are no clear goals for teacher learning. Schools must develop clear visions, goals, and student outcomes so they can institute professional development plans that make a difference. In conjunction with clearly stated goals, Jewish schools need to work on clearly articulated points of view about theology, values and Jewish practices. The school’s theology and values, not the belief system of individual teachers, should guide teacher practice and learning. Jewish schools will need complimentary strategies for developing their visions, values and student outcomes so that professional learning is anchored in the belief system and goals of the school/organization.

Resource poor

 The part time nature of staff and school schedules make it difficult for individual schools to offer the quality professional learning that has been described by the NSDC. Difficult, however, does not equal impossible. Success stories of how schools and communities are creating new staffing structures, new scheduling and funding resources need to be shared so that the struggles and the successes of others can inform decision making. These stories can help Jewish educators and leaders believe that change is possible and necessary. Early experiments (e.g. UJA-Federation of New York awarded grants to the Jewish Theological Seminary and Hebrew Union College and to The RE-IMAGINE Project of New York of the Experiment in Congregational Education to help congregations create professional learning that attends to content, context and process) happening around the country will help establish an unchallenged assumption that a singular program, workshop or conference can not achieve the change that is needed in professional learning. 

Presently most of the educational support networks, such as central agencies and educational movement offices, are not staffed, trained or resourced to support the kind of professional learning prescribed by the NSDC standards. New expectations for quality professional learning will set new expectations for how educational support agencies work with congregations. Offering sporadic workshops will no longer be seen as acceptable. Initiatives, such as the Coaches Training Institute sponsored by JESNA to re-envision how bureaus support educational innovation will be needed to create an educational infrastructure to support the adaptation of these standards to Jewish school settings.

Learning outside the school model

Today important Jewish learning is taking place at camp, in coffee houses, in homes and in museums for learners of all ages with varied needs. New models need to be developed that support both professional and avocational teachers in non-traditional settings for non-traditional learners. 

Striving for Oneness

 
Deeply rooted in Jewish tradition is a discipline for seeing wholes. Long before professional learning standards were established, Jews were practiced in a relationship to Oneness. Responsibility for identifying fragments, mending brokenness and creating wholeness is a Jewish standard for working in the world. A standard that informs the context, content and process of Jewish professional learning might read:  Professional learning that develops the Jewish  knowing, believing, belonging and living of all learners: Nurtures educators’ relationship to Oneness, enabling them to see and create an integrated-whole learning experience for teachers and students 

Highlights

· The significant gap that exists between the professional development offered in the Jewish community and what is needed to achieve educational goals can be addressed when educational planners develop a discipline for seeing and addressing the whole picture that impacts teacher knowledge and skills

· The National Staff Development Council has identified twelve standards for high quality professional development that address context, process and content.

· The NSDC Standards will help build a system that supports common goals for each school as opposed to fragmented and isolated workshops for teachers
· Beginning teachers, new to the field and new to a school, will benefit from specifically designed professional learning known as induction and mentoring programs.

· A number of professional learning programs are emerging in the Jewish community as early experiments in applying current standards and practices in secular education to Jewish education.

· Jewish education has unique circumstances and needs that may require specially designed professional development that is yet to be created. 

The Larger Context

Jewish learning is at the foundation of our tradition. Valuing teachers is at the core. And yet, today, we are still searching for ways to bring our traditions and values into alignment with the lives of learners.  The broken pieces in the field of education litter our agendas with curriculum, professional development and family education as if they were separate entities. We are past the time of trying better programs. Departmentalized thinking has generated departmentalized actions. Systems thinking can direct systemic action that produces results for teachers and for students. This approach makes the difference we seek because whole vessels, not broken fragments, can carry our tradition in meaningful ways for learners of all ages.
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Fullan, M.. (2004). Leading in A Culture of Change Personal Action Guide and Workbook. San Francisco: Jossey-Bass. Educators who see to develop a culture of innovation as the context for professional learning will benefit from identified leadership practices in Fullan’s book. Experimentation and journaling opportunities are provided for in the companion workbook. Leadership practices include: Establishing moral purpose, understanding change, building relationships, knowledge building and coherence making. 

National Staff Development Council Web site: http://www.nsdc.org/ is a invaluable resource to people responsible for professional development. It includes a library of articles, projects and events given by NSDC to support ongoing professional learning, a bookstore with relevant materials and in-depth discussion of the standards that support systemic professional learning. They offer a three month free membership on the web site to their journals including “The Learning Principal” and “Tools for Schools”

Senge, P. (1999) The Dance of Change: The Challenges to Sustaining Momentum in Learning Organizations. New York: Doubleday.

This book is written for leaders who are ready to go beyond the first steps of change and build smart parts of a greater whole. It helps leaders move from first steps to generating profound change. It addresses the challenges of initiating change, sustaining transformation and developing new ways of working and thinking.
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