Part 2: When and How Does a Teacher Come into the World?
For my generation, the question of how babies came into the world was shrouded in continuing silence. The official story was the traditional one that storks brought the babies. A friend of mine had heard from his parents that storks brought ducks, not babies, a discovery that he rushed joyfully to announce to all of us. We passed numerous different explanations about how babies are created among ourselves, but, because we considered them "dirty stories," we barely dared to utter them aloud even to ourselves, and we certainly could not repeat them to our parents or our teachers. Then one day, a rumor began circulating about a new book telling the whole truth about the matter: A Baby Comes into the World.  Any of us fortunate enough to get a copy of the book, either from a parent or as a birthday present,  became the hero of the children for a long time. It seemed that finally the truth had been disclosed and the mystery had been solved!
The question of how and when teachers are created is never accompanied by exciting myths. Yet strangely, this issue, too is wrapped in mystery, with many and divided opinions about the answer. The official story, that teacher training institutions create teachers, just as medical schools create physicians, is so self-evident and conclusive that it does not require exploration. However, evidence gleaned from research suggests that graduates of teacher training institutions do not believe that they learned much there to equip them to be teachers. Consequently, we still have no answer as to how teachers are created, particularly in light of the testimony of graduates of such training institutions that they had not learned to be teachers there. While the question of how babies come into the world has long been resolved, even for the young, who no longer have any need for the stork (or duck) story, the issue of how teachers are created remains a puzzle, still begging for credible clarification.
Why is it important to determine how teachers come into the world? Apart from this being an inherently interesting and intriguing question, the search for its answer or answers may hold the key to addressing very practical issues of whether it is possible to train teachers in such a way that ensures their ability to function effectively and persist in the field of education and teaching, and, if so, how. Clearly, learning how teachers are created holds significance for the process of teacher training and the teaching experience.
The first chapter of the book and the two chapters in this section are based on interviews with members of the first group to participate in the Revivim training program.
 These chapters reveal that to a large extent, participants in the program had already "entered the world" as teachers even before beginning the teacher training program. Their attitudes and how they expressed them indicate that these young students, who in many ways had already experienced the “inner workings” of the education profession, already held strong and well-founded perceptions and beliefs about teaching and education. 
Any institution engaged in training teachers has the responsibility of taking the students’ attitudes and beliefs about the profession into account. Indeed, this book opens by addressing this issue.
This part of the book has two chapters. The first, Chapter Four, examines the participants' opinions about the characteristics of good teachers and the elements of good teaching. Chapter Five examines whether the participants were interested in making any changes to schools or to teaching methods and whether and how they see themselves integrating into the existing school system.

Chapter 5: Change or Continuity 

"I do not remember any of them; not the name of even one teacher; total suppression. I do not remember one lesson that left me with anything of value. I have not really had any genuine learning experiences. It sounds sad. I think that studying and school still have very, very negative associations for me. In fact, I think that the educational system is fundamentally broken." With these disturbing words, Orit summarized her experiences in school. Orit related that during high school, she changed schools, hoping to be exposed to something better, but her negative impressions of school remained the same. Orit came to Revivim with both hope and commitment for making fundamental changes in the school system, believing, apparently, that a revolution was needed to create educational institutions that  imparted values ​​rather than being satisfied with dully transferring content knowledge.

Reading Orit’s words, I am reminded of myself before I began my teacher training. I could almost repeat the arguments of Orit, word for word. Like Orit, I, too, had hated school. While I remember the early classes of elementary school as somehow being more tolerable, with time, the experience deteriorated in the higher classes. For me, school meant unbearable demands to absorb knowledge, memorize, and suffer through exams to show what I had managed to absorb. Sometimes I found comfort in personal projects we were asked to prepare, with which I was able to express my creativity and personal choices. Perhaps it is no coincidence that the only memorabilia I have kept from my school days are two of these personal projects. Any scholarship I acquired I can attribute not to school but to the youth movement, where I was an active instructor, devoting many hours to collecting material in order to prepare activities and cultural events. So, yes, when I was about to enter the teacher training Institute I knew, just like Orit, that I wanted to see a revolution in the school system.
In the previous chapter, the participants presented their thoughts about what the goals and emphasis of teaching should be, with most of them focusing on the connection with the students and on inspiring and maintaining students’ attention. Only a minority of the participants considered the central function of teachers as that of conveying content knowledge, the work traditionally associated with schools.  What were their attitudes toward the schools and educational systems they would soon be joining? Did they envision themselves integrating into the existing educational system as it was? Did they see any need to revise the school system and did they think they had the ability or power to make changes or corrections to the system? Did they aspire to teach in schools that were different than those that they had experienced as students? Perhaps they thought, as did Orit, that schools were in need of a total transformation and change.
The Revivim participants did not necessarily share identical outlooks about the character of school and the degree of change required. The following reflects their different ideas and perspectives.
1. Change as Revolution at School
Orna, like Orit, related that she had completed her twelve years of schooling without any positive educational, moral or social experience: "My school was an example for nothing! Apart from yelling at the break, I remember nothing about my school. Not even one memory of a teacher remains with me today. None of the teachers were a source of any values or had any interest in culture at all. I doubt if even one of them had ever gone to the theater or any other cultural event. All of them remained fixed within their narrow frames of reference. If you prepared your homework, you were a good student; if not, you were a bad one. This is not a way to encourage young people. Instead, we should give them a chance to expand their horizons." For Orit, the ideal school would be completely different than the education that she had encountered. 
Other participants, like Vered, had held more positive attitudes towards school when they were studying, and only subsequently reassessed their education more negatively. Vered related that: "School has a very strong atmosphere of anti. Now it is clear to me that the school system is defective, and rather than understanding the students, is actually hostile to them. But the truth is that I did not really feel that way at the time. When I was studying, I didn’t really suffer. It was only after I left school, that I became aware of what I had missed.”
As a result of their scathing criticism of their educational experiences, Orit, Orna, and Vered developed attitudes toward education that entailed revolutionizing everything they knew in the school system. Believing that schools could play a significant role in the development of students and in shaping and improving society, these participants wanted to fundamentally change the school system. Noting the ignorance and loss of direction shared by so many young people, the educational vision of these three Revivim recruits focused on seeking to influence the students' moral world and exposing them to significant alternatives. 
"I think it's terribly important that there will be good teachers, and that the level of instruction will be better. I would like to try to help mold the next generation; that is, make a difference." In line with this thought, Vered wanted to completely change the educational system: "There is a value in knowledge. But that's not the point. I would appreciate someone who does something for the society, and I also want to educate my students towards this goal." Orit envisioned herself as a significant role model for students in the future. "Education is ultimately the product of what you do. A true educator must set a strong personal example, striving to be a good individual and a positive force in the community. This then radiates to the students."
Orna also contemplated a revolution in the school system, expressing a desire to work in a school radically different than those in which she had studied. Orna believed that focus of the revolution should be in the area of acquiring knowledge: "Today the youth are ignorant and I think that serious knowledge is very important to their development!" To realize this goal, Orna recommended a more integrated, multidisciplinary approach: "A teacher must know. Lots and lots of lots! That's what I think is missing in teachers. They know one chapter from Genesis but they do not know the second. They should to be open to multiple areas." Judging current teachers as narrowly-specialized professionals, Orna wanted to see their antithesis, multidisciplinary teachers equipped with a rich store of knowledge, operating in schools.
However, according to Orth
, the strength of teachers' knowledge was not sufficient to transform schools. Teachers also needed qualities which she found absent from schools today: "A good teacher has the ability to listen to the questions, to know to say 'I do not know and I'll check and get back to you with an answer.' A good teacher should be able to conduct a discussion and to stimulate students with his or her own enthusiasms and passions. Good teaching entails the ability to stand in front of a class, hold a lesson and demonstrate respect, even esteem for the students. Teachers can be friendly while still knowing how to punish students but in clever ways that make the students understand how they was wrong." Orna believed that the revolution in education should not be focused only on changing teaching practices, but should also involve the relationship between teachers and students: "You should not simply enter a classroom for three hours a week and that's it. Students have lives outside the schools, and teachers must be prepared for students approaching them outside classroom hours to talk about what's bothering them and seeking help. Teachers should be willing to take workshops on their own time even without compensation before their examinations.” 
Skeptical readers may underestimate the weight that should be given to attitudes of those just joining the Revivim program, dismissing their viewpoints as a collection of “stories” that are not dispositive of future teaching practices. And the skeptical could add that these students have not yet even tasted serious training studies and or entered the classroom to teach. These participants have yet to be exposed to the great philosophers, sociologists, psychologists and pedagogical experts, studies that will also shape their perceptions of education and teaching. Until then, their “stories” are viewed by skeptics as vague and random. Because this reservation about students’ attitudes is often voiced, either openly or covertly, the weight of the “stories” of the student teachers in shaping their conceptions of teaching should be examined.

Psychologists and neuroscientists tend to distinguish between two types of human knowledge and  conscious
 memory. One type is semantic memory and knowledge, which is abstract and objective in nature. The other is episodic memory and knowledge, sometimes called autobiographical, which is narrative in its character. The significant difference between semantic and episodic memory and knowledge is that semantic knowledge is devoid of any context while episodic memories and knowledge are contextually specific. Episodic knowledge is stored in the memory as scripts or stories which include their context. Teaching students’ concepts of teaching and teacher education are stored in their memories within narrative stories with specific contexts of their past experiences. This episodic memory is the foundation of the autobiographical self and therefore individuals express it more frequently than they do their semantic memories and knowledge of the world, even if they are not always aware of the presence and influence of the episodic memory. 

A basic feature of human nature is that people are innately creators and storytellers. Our lives are organized by and can be best understood through stories. When talking about their life experiences, people create autobiographical narrations and these stories are saved as episodic knowledge and memory. Student teachers’ depictions of their pasts as students and their futures as teachers are based on episodic memory and knowledge acquired through the process of "apprenticeship of observation" over many years. Just as historians construct their narratives about the past using objective data, giving meaning to facts by placing them within a coherent narrative, student teachers discuss their pasts, giving contemporary meaning to their stored episodic memories in light of new situations and experiences. In the course of day-to-day life, we ​​interpret our environment, using narratives as the interpretive tools for observing the world around us and giving it meaning. Narratives are easier to remember, because in many ways they serve as storage for most of our biographical experiences. As a result, they become our primary means for explaining, planning, predicting, and looking to the future.
Narratives are prevalent enough in our culture that it is safe to say that they create the reality in which people live. People commonly use stories to explain and justify their thoughts and actions. While the "truth" of these narratives may indeed lie in historical or objective scientific evidence, each individual experiences the world in his or her own way, and this individual experience is the  "narrative truth." Narratives not only reflect current situations, but flow from the past to the present and the future. Experiences from the past are not closed away in a kind of memoir, waiting for someone to open and read them. The past is created anew through each story, and stories from different contexts need not resemble one another. The connection between the individual and the narrative is usually manifested in one of two ways. Narratives can be comfortable and appropriate for describing ordinary life experiences, or they can serve as ideals for how people want to build their lives. In a sense, life experiences and narratives communicate one through the other, and life takes on meaning according to the narrative script an individual chooses to live at any particular time.
The narratives of the Revivim participants are the means through which they reveal themselves. These stories are historical, reflecting their experiences as students in school, but they also express a vision of the future in terms of how they hope to teach. It is likely that their narratives about their past school experiences and the way those narratives influenced their future intentions could change when faced by the challenges of actually teaching in the future.
 These narratives help provide us with a more accurate picture of the student teachers’ authentic perceptions about teaching than would any theoretical abstract ideas with no relationship to their personal histories. It is not surprising that since the 1980s, researchers have increasingly been emphasizing the importance of stories and case studies as a means for teacher training.

The three students quoted above held visions for education that were shaped by their opposition to  they had experienced at school, but they nevertheless did not seek to abolish the institution of school, a type of solution radical thinkers sometimes offer. They still believed that educational institutions could be improved and transformed. In his classic book, The Culture of the School and the Problem of Change, Seymour Sarason asserts that teachers tend to teach the way they themselves have learned. While the three above-quoted students had not yet encountered the reality of classroom teaching and once they having done so, their ideas may have changed, but there is no doubt that upon embarking on teacher training, their pedagogical ideals challenged the existing norms of the school system and of the teaching profession, seeking wide-ranging if not revolutionary changes.
Other Revivim participants presented different interpretations of their school experiences and provided diverse definitions of what good education entails.
2. Supporting Continuity 

In contrast to the prior three student teachers who essentially sought a revolution in education, seven other program participants not only expressed positive attitudes towards their own educational experiences, but also wanted to replicate those experiences for their future students and within the existing educational system.
Naama frequently often described and commended the significant interpersonal encounters she had enjoyed in school, including interaction among different populations, which inspired students to challenge themselves: "My class was composed of a heterogeneous population, which made it positive and interesting. It forced me to rethink about my preconceptions. Many of my fellow students did not think as I did, and I had to learn to explain myself. There is not enough independent thought if you don’t have to contend with other opinions." Assaf referred to his school as a social system. Assaf had studied at a school with a defined ideological identity, with which he felt totally in accord: "I remember it as a positive experience, not only because it contributed to my studying a lot academically, but also because of its social climate. There was a connection between teachers and students, a feeling of shared responsibility. As a result, we did not feel any need to rebel." Because of his experience, Assaf favored a  school conveying clear social messages. "We need to build a common social environment. Truth is not necessarily something dogmatic. My example of truth is that of interaction with people."

It is doubtful whether other students would echo the accolades Sefi lavished upon one of his schools, in contrast to other schools in which he had had negative experiences: "I loved being in classes. I hated the break. Class was exciting. I was lucky. I had good teachers, one by one." The love of knowledge that Sefi had enjoyed at school shaped his vision as teacher. "I want to teach students who want to learn and educate them to aim even higher. There is always a dilemma between equality and excellence. I think schools tend neglect excellence. But without it, it is impossible to move forward."
Chen remembered her high school as an institution that demanded serious study: "I knew that these were studies that demanded hard work. But the school managed to highly motive students and create the feeling that the studies were worth the work.“ Ziva, who had attended the same school as Chen, felt much the same way about it and her description of how one particular teacher characterized the school’s teaching style completes the picture drawn by Chen: "In his way of teaching and presentation, as well as his choice of lesson content, he always treated us as mature individuals. He was always creating dialogues with us. This approach deeply influenced what I chose to do later in life." The school that Chen envisions is remarkably similar to the one that she experienced. She believed that school should set a framework and principles, demand discipline and build its core around significant educational work: "I think it's very important to give the students their place and space as well as respect all their backgrounds, but this should all be done within an established framework." Ziva also believed that a school should mirror the one she had experienced. "Of course I want my profession to  entail more than merely transmitting knowledge and I hope to open new worlds to my students. But first and foremost, I want to be able to educate them and provide them with important tools, whether in the area of values or in the area of encouraging educated, independent thinking."
Two types of change can be distinguished, each of which goes by different names: branch versus root change; rational versus radical change, evolutionary versus revolutionary change; and more. This distinction resembles the difference between first order and second order change. First order changes are those made within the framework of values, interests, assumptions, and norms of the system that we want to change. First order changes don’t involve breakthroughs or fundamental transformations, as they take place within a given system, which itself does not alter. First order changes involve ongoing internal repairs, and are therefore referred to as "more of the same." These changes generally reflect stability and continuity; sometimes they are not seen as change at all. In contrast, second order changes are those seeking to alter the fundamentals of the paradigm and involve overturning the foundations of the concept, structure, assumptions, values, goals or direction of a system, and forging a new and fundamentally new system. Second order changes offer no clear continuity between past and present, before change and after change. Those seeking revolution in the schools can be defined as second order changers, while teachers satisfied with changes that don’t shock the system but integrate it organically are defined as first order changers.
Because the Revivim program was established in response to a demand for a second order type change in the teaching of Jewish subjects, one might expect more Revivim entrants to express a desire for revolutionary change than those basically satisfied with the system and wanting to maintain its continuity. Nonetheless, about one third of the program’s entrants sought continuity, albeit with some adjustments, and explicitly stressed that their own educational experiences had been a crucial factor in their decisions to choose careers in teaching. While an argument could be made that the Revivim participants seeking revolutionary change would be more suited to implementing Revivim’s vision, a closer examination of the two groups of entrants indicates that both groups, those advocating second order change and those satisfied with incremental change, still envisioned an educational approach which was different from and offered an improvement over traditional schools. In addition, perhaps the seven students seeking continuity had had the good fortune to study in schools that were islands of quality, enabling them to enjoy experiences they wanted to replicate and share with others, or perhaps the three seeking revolutionary change had had the misfortunate to study in particularly bad schools.  Even those students upholding the system had passed through a number of schools and teachers, and could discriminate between the schools and teachers they wanted to emulate and others that had left less positive impressions on them. 
In addition, we will discuss a third group of students who had had negative experiences in schools but did not express clear visions about schools and teaching quality, in contrast to their colleagues who had developed a desire for revolutionary change in response to bad educational experiences.

3. Ambivalence about the Character of Schools
Tamir, unlike his colleagues in Revivim, had had no direct educational experience of his own other than instructional duties in the Army. His attitudes towards education had been acquired as a student within the existing school system and from his interest in the periodic public discourse about education in the media. Tamir had been exposed to Bible teaching before joining Revivim, which presumably played a role in his decision to join the program, and had been active in a movement encouraging dialogue between secular and religious Israelis. His memories from school, even those about social encounters, were mostly negative, but they were not etched into his memory as something significant: "I'm someone who does not like big social gatherings. I didn’t go to school to find friends.
 All in all, I didn’t like school." He specifically referred to a bad experience in his Bible studies at school. "We had an extremely orthodox religious teacher. The experience was one of missionary work on her part and sustained rejection on our part. She tried to present the Bible as a system of rules of do's and don'ts. By insisting on giving religious rationalizations for all sorts of things that we considered secular, she destroyed many of the students’ interest in the Bible."

Perhaps because of the negative model he had been exposed to in school, Tamir conceded that he had  not yet formulated any concept about teaching and education:"I have a lot of doubt about most of the things I say, and this can be a disadvantage as a teacher. I’m not certain if a teacher should come with cohesive ideas or whether this confusion is a healthy thing. It's something I have to think about." Tamir was the only one of the five students expressing ambivalence about the appropriate character of the school who had graduated high having completed all the final matriculation exams despite his negative experience. 

Amos, with a religious background, had been educated in religious schools and had been a member of a religious youth movement. Amos testified to the many internal frustrations throughout his school life: "Every time I fought with children, I would hit a lot. Teachers always told me I could be doing better, asking why couldn’t I be more like my brothers. But I was upset all the time and had a lot of frustrations. I felt a lot of anger. People wouldn’t dare argue with me." Looking back, Amos understood his situation during his school years and was aware of the unwillingness of his teachers and the school system to deal with his situation and assist him. His breaking point and complete loss of confidence in the educational system occurred during the matriculation exams. "My external math exam was actually really good. I got a score of 100. But my internal score from the school was a bit lower because the teacher said I had not attended all the classes. This sealed my antagonism towards my school and towards the entire educational system." With such a background, Amos felt that he had no opinion about what made for good teaching or good schools. "I don’t know. I simply have no idea. I believe I will learn what the elements of good teaching and good schools are from the instructors in the program."
Hila’s story involved changing schools in search of appropriate school for her: "I didn’t finish school. I left late in the middle of the eleventh grade. For a while, I was in what was called a democratic school very far from my home. The travelling was crazy and eventually I quit completely. The material simply bored me. I was absorbed in searching for answers about all sorts of things, and the school simply didn’t have any. I also had a problem with the system’s rigidity as well as its lack of understanding and empathy." Hila complained that teachers focused only on imparting knowledge and did not pay attention to students' personalities or dignity. "I do not remember ever during my school life that I returned home happy or pleased. I was constantly disheartened by the teacher's fundamental incomprehension of how the students thought." Hila stressed that her frustrations with the educational system motivated her to join the Revivim program in an effort to prevent her experience from being repeated with future students. Nevertheless, Hila was unable to suggest any operational ideas for changing the system that she had criticized so explicitly.
Each group of students-teachers recalled and related their experiences as students differently. Is it possible to explain the divergence of opinion about schools between the group of seven who were positive about their school experiences and were endeavoring to maintain continuity and the groups who had very negative recollections of school and either sought revolutionary change in the school system or were ambivalent about what changes to implement? Perhaps the educational system includes so many different types of schools and teachers that some students enjoy their schools and others find schools problematic? This diversity in the school system may explain the differences among the student teachers to some extent, but it is not the whole picture. It does not take into consideration the  personalities and unique personal characteristics and backgrounds of the student teachers What one student finds commendable in a school might be unappealing, even repugnant to another. With school memories playing such a significant role for future teachers, we believe this issue should be examined and understood in depth, as the impact of these memories should be referred to by teacher education institutions.
As mentioned above, every teacher and student teacher has his or her personal narrative. This narrative, largely based on past experiences, is contained within the personal or episodic memory and influences the individual’s attitudes about the present and the future. Examining the memory process may provide some enlightenment about the differences among the student teachers. For quite some time, scientists believed that memories were like books in a library, assuming that in order to remember something, our brains would simply "find" the right book stored in the library of the brain, and then "read aloud" the relevant chapter. However, this is no longer the approach to memory.
The human brain contains a vast amount of information, some of it innate and some of it learned. This information forms the foundations of our personalities and beliefs. It also enables us to save valuable time in identifying events, objects and people from the overwhelming amount of material we receive through our senses. Our minds use their stored memories, whether they are real memories or faulty memories, to constantly produce perceptions and predictions about everything we see, feel, and hear at any given moment. When we, as school children, watch our teachers in real time, our brain uses its stored information to interpret, for example, a smile, physical gesture or anger, thus allowing us to make sense of the image of teachers standing in front of us. Based on our memories, we often prejudge an experience before actually experiencing it. As a result, some of us may enjoy an opinionated teacher and while others feel that the same teacher is a dictator trying to indoctrinate them. The way we experience our environment is not only a product of our senses, as we might think. Rather, our perceptions are formed from a combination of what we experience through our senses., and predictions that our brains draw from our memories. For this latter purpose, the brain integrates the many details fed to it by the senses and compares them to prior knowledge already stored in the memory. This process not only characterizes our perceptions of school while we are students there, but it also affects our perceptions of that same school experience over time.
There is a price for the supremacy of the mind over the senses, as the mind could prevent us from absorbing significant events in ways that are not connected to us in memory. Perhaps we missed the positive points about a certain teacher about whom we had stored a general negative memory, or failed to notice problematic aspects of the charismatic teacher whose image is so appealing as a role model for us. As the brain becomes more confident in its grasp of reality, it tends to rely on stereotypes and conceptual deceptions, so as to not be “confused” by the facts. As a result, our brains can allow prejudice to filter reality and withhold new data for absorption. We do not always see what our eyes are exposed to, but rather what the brain determines should be seen. In essence, our view of the world is not direct, but is the result of the processing of sensory information in the brain. The way we see the world becomes deeper or fuller as we return to the past and re-examine school memories, with our present experiences re-constructing our school memories and our perceptions and beliefs about schools and the educational system. It is with these complex ranges of experiences and layers of memories that the student teachers enter their training institutions, presenting a challenge for those responsible for educating them. Teacher educators need to take into account that the messages they are conveying in the training program may be construed in many different ways, even changed, by their students.
This chapter has examined the experiences of 15 of the 24 students who joined the first Revivim program. The remaining nine student teachers did not want to continue the model of teaching that was familiar to them, nor did they want to revolutionize schools. These students simply wanted to improve the existing schools.
4. The Search for Improvement
Students in this group basically had positive memories of school, but, unlike their peers who wanted continuity, they expressed an interest in improving schools while maintaining the existing framework. Benny described unique learning experiences arising from contacts with two different teachers. About the first: "He was one of the smartest man I've ever met, I felt I could ask him anything and he'd have plenty to say, and the way he said it made me think about it. He spoke with us as equals. I mostly remember that sometimes he said: 'I do not know. I'll check it out.' And he always checked. He was the ultimate teacher. He was anti shows that he had no concept about what material should be sufficient
.” About another teacher, Benny recalls: “She had unusual opinions and she encouraged us to express our opinions. I think that even a week after she would say something, it would still echo in my head."

Kfir talk about a teacher who came to one lesson and gave him the feeling that the teaching profession could be something else, something better: "The fact that I'm here is because of a particular person who gave me a personal example of a model I’d like to emulate. In class, we asked that he explain to us a little about the holiday. When he did it, I felt, “Wow, interesting! While other teachers had made me ‘anti’ throughout my life, in one lesson he managed to completely change my attitudes. He showed us how to use what was suitable for us from this subject and interpret it in a way that related to us."
While the students seeking improvement in the schools within the existing system probably did not refer to all the teachers they had encountered over the years, the few good role models they had met were sufficient to provide positive experiences and convince them that existing schools could be improved with a number of adjustments. The questions then arise as to what adjustments and in what areas they should be made. In answering these questions, these students referred to school experiences which they remembered as problematic. One student seeking change within the system offered that: "It seems to me that our youth have been crying out for valued teachers, teachers who can help shape the students.” and should not be those who have chosen hat emphasize value ​​education plays surprisingly said
: In contrast, another student teacher in this group offered the following criticism: "From first grade to twelfth grade, I studied at a school with a spirit of values. My criticism is that it was more spirit and values
."

With these insights and memories, this group of students formulated an educational direction that would preserve the existing school structure, but improve what needed repair. The change they sought was therefore first order change. Giora maintained: "I think that a truly good personal example is the best teaching tool. If you are a good person, students recognize and respond to that." Rami added that personal example shouldn’t end at the level of individual teachers, but that schools as a whole must transmit values: "I think that a personal example is the foundation of moral education. I do not think I have the right to teach something if I'm not practicing it myself. It is also the school’s responsibility to try to establish a school climate that will encourage and lead students to develop democratic and humane values." Shirley also felt that: "It scares me not to see the individual. A good teacher needs to know what is happening to each of the students. A bad teacher is one who does not see the individual’s potential. It seems to me that the greatest injustice is a teacher who does not recognize the potential of every student and instead stigmatizes a student with an image of being incompetent."
These students felt that the direction suggested by Revivim program, teaching Bible and value education, was indeed the right path to good education. Revivim participant Rami agreed: "Education is very important to me. The Bible is very important to me. The combination of both seems ideal to me."  In a similar vein, Giora suggested that: "I think there is a problem with cultural identity. I'm going to teach Bible, which I think will help precisely in this area. And in order to contribute to building cultural identity, I find that the Revivim program defines the problems and offers ways to solve them that suit me.” Benny, like Giora, recognized the crisis of cultural identity and wanted to shape schools to meet this challenge: "The society is in a crisis of identity. A deep and meaningful education should help try to shape the student’s identity within the society. This does not mean taking people and forcing them to believe or do all sorts of things. Quite the contrary. The educational system should offer the students the tools for making changes in themselves and in society."
Conclusion

This chapter examined how the Revivim participants’ perceptions about good teaching influenced how they envisioned the kind of teaching they would like to achieve and the type of schools with which they would want to affiliate. Most of the students, 16 out of 24, had enjoyed positive school experiences. The seven students seeking continuity in the educational system wanted their own students to experience the kind of education to which they had been exposed. The eight students seeking to make improvements in the existing system also wanted their students to benefit from the same kind of experiences they had enjoyed, albeit with some necessary changes in the schools. These 16 participants can be defined as students wanting first order change. In contrast, eight students had suffered negative experiences at school. Three of them expressed support for revolutionary charges in schools and hoped to provide their students with educational experiences completely different from those they had experienced. These students wanted to ensure second order change in the school system. The remaining five students were ambivalent, albeit still seeking solutions to problems in the school system. Although strongly aware of the problems they had encountered, and highly committed to making changes in the existing system, they still had not decided what direction or shape the change should take.
The testimonies of these students indicate that all the participants, even those supporting continuity, were in agreement about the desirability of making significant changes in school culture and teaching and of creating new kinds of schools or institutions in which to pursue their futures.
This Chapter has reviewed the declared perceptions and beliefs of the Revivim students before they began teaching, rather than their operative believes as reflected in the instruction process. Research shows that prior to actually teaching, student teachers are characterized by optimism and a profound desire to change the school system. This optimistic phase is defined in the literature about teacher training as the idealistic stage of student teachers’ development. Most teacher training programs treat their students as blank slates with no preconceptions of teaching and schools, similar to other professional training programs, which their trainers are not experience a process of "apprenticeship of observation
'. However, research shows that student teachers come to the training institutions with perceptions and beliefs and the training programs do not devote enough time, if any, to these pre-existing attitudes.
The challenge facing teacher educators is not at all simple. It turns out that the experiences that shape the beliefs of the student teachers do not have a single universal effect on them, but that every student has his or her subjective experiences and unique beliefs. Any training process must be sensitive to individual personalities in order to address their experiences and beliefs. What appeared to one person as a worthy model is many times seen as problematic or negative by another who participated in the same or similar situation. Among those joining the Revivim program, there were a few that had studied in the same school but had left it with very different impressions. It is well known that psychologists and social workers who use narratives as part of the treatment process focus on trying to reconstruct the patient's memory and thereby help the patient integrate the memory into a better understanding and a new approach. Is it possible and important for student teachers to undergo a similar process?
It will be interesting to examine the perceptions of program participants once they have actually begun teaching, in comparison to their previously declared ideas. Will their actual perceptions be the same as their declared perceptions? Can they maintain idealistic attitudes? Will their past experiences as students continue to accompany them and influence their perceptions and functioning as teachers in the process of teaching practice? These issues will be examined starting in Chapter 6, in the third part of the book.
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