Part 3: jump into the cold water
After I finished my study in the teacher education institute I started to work as a teacher like every other teachers with no transition period or any guided escort. I can say that I was waiting impatiently to end of the training period and to lead my students and show everyone who wants the wonders that I wish to make. During the summer vacation I was sitting in my house and I prepared very thoroughly the first month or two. Everything was tailored according to the desired dimensions. I thought about everything, every problem will made solution, but I did not think at all that within days I would find myself deeply into the cold water, striving forward and asks survival. Guidance is not received, neither I nor my colleagues, who graduated with me in the training institution. Fortunately, I kept connection with my pedagogical tutor and occasionally I'd met her to recount her troubles and to consult. I didn't keep connection with my colleagues who graduated with me and later I heard that many of them have abandoned teaching and others flowed with the school routine.
The end of my personal story that I was able to keep my head above the water and in a short time strive forward more insured. However, the literature that deals with teacher training teaches us that graduates of training institutions have a tough time at the time that they entry to teaching in schools. Although in recent years there has been more awareness of the difficulties of graduates and they have proper training and guidance as they enter the school, it is impossible to be impressed that the absorption difficulties disappeared and new teachers crossing the entrance without dealing with the scars. The percentage of dropouts in the early years of teaching is still great, not to mention those that after did not enter to school at all. 
With entrance to this part of the book, the story of REVIVIM program goes further stage. So far I examined the motivations of the participants to choose teaching and join the program (Chapter 1) the perceptions of the program initiators, planners and teachers (chapters 2-3) and the perceptions of the participants with at stage of joining it (Chapters 4-5) This part of the book takes us another step in the story of the program,  a stage that starts with the actual entry of participants into the classrooms as interns in the process of teaching. Most of the participants will see this course as the highlight of the program.
The first year for the program was focused on studies in the university campus, with the main emphasis and demands were reasonable in the subject matter courses, taught in departments of the Faculty of Humanities and one additional day focused on education. In many ways their students' life, even if it was the most intense, was similar in style to that of other university students. Their study program could similarly continue in its style, and that they are more or less expected. But with the end of their first year, they greeted by a surprise.
Contrary to all expectations, at the beginning of the second year they begin to function as teachers with all intents and purposes, yet limited and controlled framework. The demand to function as teachers at this stage of the training caused the participants to significant turmoil. While the conventional route in teacher training was based on the existence of internship after the completion of undergraduate studies and teacher education studies, the students REVIVIM required to start their internship in the second year of their studies, very far from the end of undergraduate studies and training. The internship process has become part of the training and not a right granted to those who have completed the training process. 
This part of the book introduces the readers to the functioning, experiences and perceptions of participants during the first year of internship in teaching, from the perspective of the program participants themselves. Described the perceptions and feelings of the participants in the program before they start the internship and their initial functioning as teachers (Chapter 6), characterize their implicit and explicit teaching approach (Chapter 7), their content knowledge and pedagogical content knowledge (Chapter 8) and their perceptions towards educational goals which are beyond the purpose of transmitting subject matter (Chapter 9).

Chapter 6: Getting Started
Let's are Imagine the following situation: Medical students who have completed first year of study (or even, second, third, or fourth year ) after being exposed to the study of theoretical durability and precise, but without any clinical practical and they will asked  to operate, even a routine operation that does not require a long-standing expertise or months. Let's imagine even ia less dramatic situation when medical students, have not yet been trained for the clinical, wearing on their doctor's smock and sitting in the clinic and patients enter one by one and they must make a diagnosis and propose appropriate treatment and medication, before they have learned and experienced in a guided and controlled how to handle these clinical cases. These conditions are probably a fruit of imaginary scenarios that are likely not to materialize (unless the doctor's training teachers lost their minds or their responsibility).
Now we turn our eyes to what happened in REVIVIM. The world of teaching and education, envious, not a little, on the medical world and its status and want to adopt some ideas of training doctors, mainly the idea of ​​strict long internship, which is a precondition for getting medicine license. This medical practice lies after they completed a long course of medical studies and received their M.D. However, the participants in the REVIVIM program, not not like the medical doctors, will be required in their second studies year  to function independently in front of classrooms as teachers and to make decisions independently as any school teacher. Some say that bringing samples directly from medicine into the world of teaching, it does not acceptable. Decisions of medical doctors fateful human life and death. Decisions of the teachers, as that will affect the lives of the children are not so dramatic, and they are usually reversible.
We turn our eyes to another area, to the field of justice, that its professional status often arouses envy among education professionals. Let's try Imagine a situation in which law students had just completed the first year of theoretical studies and are called to stand in court. TV channels show occasional series in which sharp lawyers stand before judges. Not difficult to describe a situation in which beginning law students absorbed all television programs tricks and make presentation to the judge. It is difficult to imagine such a situation and it surely will end reprimand judges not to say the accusation is equivalent to contempt of court. Can we conceive an architect serving for approval construction plans before a process of carefully studied all the components of such a program and how to prepare and submit such plans? Is any a construction authority willing to accept his work and his signature?  Similarly, we could point to other professions which is impossible to imagine that  their trainees are required to function as professionals after a year (or two or three) of theoretical studies without serious practical training.
Towards the Educational internship
Despite all written above, and despite these persuasive arguments, the cases described in this book will tell the stories of student teachers which have recently finished their first year of university, without any practical training, required to undertake teaching independently and with full responsibility throughout the year, in their own class, they stand alone in front of their student. 
In their first studying year, the students-teachers attended the courses content knowledge, still far from the acquisition of a critical mass of content knowledge. They attended educational theoretical courses, as the philosophy of education, educational psychology, sociology of education, and more. In addition, they participated in workshops dealing with educational issues and teaching issues, they participated in educational tours in schools, and educational, culture and society institutions, were attend sporadic observations of classrooms and school activities. The students were required to write a reflective diary reflecting their views and experiences tours, observations and workshops. During the first year of training, the students have not yet been exposed intensively to school classroom. Students were experienced with peer teaching situations that require planning and teaching practice and even they get the opportunity to teach in a school lesson or two. They have not deliberately learned important didactic issues of classroom instruction and even uncovered to the school curriculum that they will deal with in the near or distant future. All must agree that what passed in the first university year did not prepare them to stand independently in front of a students' classroom throughout the year. This too was the feeling of the student-teachers at the end of the first year when they were told that within two or three months they will have to teach independently throughout the year. It is treated by them just as throwing into the cold water without any prior preparation.
Those who have had past teacher education studies certainly argue that there is no novelty in teaching done by student teachers, certainly not when they are in the second year of training. The process of training in teaching classrooms accepted from time immemorial. Since the stablished of teacher training institutes the student teachers require to teach several classes under the watchful eyes of experienced teachers in their class. Current literature in the field of teacher education even stresses that this process has intensified in recent years and is reflected in the establishment of "professional development schools" (PDS), where students are supposed to experience the school in all its elements which should be parallel to some university hospitals. But the students of Revivim are required to dealing with a condition known in the training language training as a internship, a condition teaching independently all over the year while supervising and training of pedagogical tutors. There was one main difference between the demands addressed to tenured teachers and the program's participants, the student-teachers were required to teach an hour weekly during their first year of teaching parallel to their required academic theoretical studies. In the next years of training, the number of teaching hours as part of the internship will increase accordingly and arrive to five hours in the last training year.
As it mentioned in chapter 3, the pedagogical tutors were those who decided to throw the student-teachers to the cold water.  Among the other two groups of teachers, there had been reservations, explicitly or explicitly to this course. "After all, they have not yet completed a major portion of Fundamental Studies of subject matter", thinks for himself or even says Professor stature, expert in his field. "They have not even studied the adolescence psychology course, and you send them in the classrooms of teenagers?" Says the professor of educational psychology, and leaves no doubt about its reservations. "And what about observing in lessons of outstanding teachers, and reflective discussion after it?", says who is theoretical  expert in teaching.
The reservations of these academic teachers were not worthless and follow the background of cultural and academic tradition that characterizes the academic thinking then as now. Do not expect a lecturer-researcher in the field of discipline, who believes that worthy mastering in the subject matter is the key to proper teaching that would give his blessing to the entry of student teachers to teach in classrom, before acquired, at least a bachelor's degree in the field of knowledge. More interesting, but not surprising, is the reservations of the theoretical educational staff, reservations that deeply rooted in the perception of academic science education and teacher education.
Abraham Flexner, who become known in the revolution he led in the early 20th century in the field of training of medical doctors, criticized the teacher training process and argued that the content knowledge and humanistic education are necessary and sufficient basis for teaching, everything else, he says, will be learned from apprentice experience in classroom. Indeed, before the foundation of training institutes, it was agreed by scholars that a teacher needs a general humanistic training (liberal-arts) and knowledge of the subject matter and its a suitable basis for the proper teaching.
During the 20th century, the idea of priority and superiority of theoretical continued to develop and was reflected in the adoption "layers approach" in the training programs. Under this approach, the training programs are based on a hierarchical structure built on layers in sequence follows. First layer the fundamental subjects (psychology, philosophy, sociology, etc.) and the disciplinary content. The second pillar are studying subjects belonging to general pedagogy and didactics: theories and teaching methods, curriculum, theories and methods of evaluation, organization and classroom management, teaching heterogeneous classes and more. The third pillar is the teaching methodology of specific subjects. Here incorporated pedagogy and didactics with disciplinary fields of knowledge. Above this pillar was built the fourth pillar, the practicum - experience in teaching. At this time the student-teachers are expected to implement in practice what they learned in class. The fifth pillar is the internship, which occurs after the end of the formal and access to teaching as a profession. Logical relation between the various layers is the logic of the assumptions resulting from the higher strata into the one in below, which is  top-down implementation.
According to the logic of access courses, training programs are structured logically-linear. The supremacy of fundamental studies and educational disciplinary prominent and clear and have a crucial role in the functioning of the teachers. The purpose of teaching philosophy of education, for example, to give teachers the ability of examination and judgment of problems in education and teaching. Education, history taught to students of education will draw them relevant examples of successes and failures in teaching, of dealing with problems and effective solutions of all kinds. Future teachers are required to be members of a research, thought, language, ways of thinking and vocabulary of basic subjects through pedagogical and deal with questions of education and teaching practical. Here there is an ethos of education. This belief deep controlled, high-quality, comprehensive theoretical knowledge of all types lies in the ability to solve practical issues of teaching. What is needed is to apply classroom teachers actually know these principles. This approach also assumes that teaching relevant knowledge can be perceived as having general validity and can be disconnected between educators and specific instruction.
According to the logic of the layers approach, the training programs have linear structured. The supremacy of disciplinary and fundamental educational are prominent and clear and have a crucial role in the functioning of the teachers. The purpose of teaching philosophy of education, for example, is to give teachers the ability of examination and judgment of problems in education and teaching. The history of education is taught to give the student-teachers relevant examples of successes and failures in teaching, of dealing with problems and effective solutions of all kinds. Future teachers are required to be members of a research, thought, language, ways of thinking and vocabulary of the specific subject matter and basic pedagogical subjects and to implement them to deal with practical questions of education and teaching. Here there is an ethos of scholarliness. This is the deep belief that controlled, high-quality, comprehensive theoretical knowledge of all types lies in the ability to solve practical issues of teaching. What is needed is to apply it in classroom. This approach also assumes that relevant knowledge for teaching can be perceived as having general validity and can be disconnected to specific educational and teaching situations. 
In recent years, the layers approach is criticized by some and instead place the logic that sees all the components of the teaching, the content, theory and practice as intertwined. This is reflected, among other things, in emphasizing on pedagogical content knowledge (PCK) as a key component of the instruction. Proponents of this approach are not satisfied with the mastering of disciplines, but expect that teacher training will focus on translating the content areas into pedagogical contexts. Holding this approach assume that there is no standard teaching methods and proper teaching methods are the result of the judgment, taking into account all the components of the situation of teaching. This approach is accompanied by emphasizing the processes of teaching experience and is manifested, among other things, referring to the schools as centers for professional development.
One who examines what actual happened in teacher education institutes in recent years is impressed by the change of the discourse of the training teachers. Concepts such as constructivism, reflection and PCK and others, have become very prominent. But strange as it may seem the layers approach effectively continues to control the training process. Pedagogical foundation courses and other theoretical pedagogical icourses, continue to constitute the bulk of the training institutions. Even the majority of courses dealing with the "schools of professional development" (PDS), continue to see the classrooms college or university as the cradle of pedagogical knowledge and teaching skills. Student teachers are required as part of the experience in schools to implement studied and formulated in the training classes. It seems that in practice, academic culture which holds that the supremacy of the theoretical process  on the actual teaching process continues to characterize the training institution.  
Against the background described above, it seems that the pedagogical tutors have had quite courage, to face the comprehensive waves of reservations or even opposition and bet on the training process so unpopular. Equipped with their experience as teachers and student teachers, articles and studies that may justify this approach , and much common sense, and more than a lot of concerns, the pedagogical tutors directed the process of student teaching internship. The challenge was to locate the internship approach within the system that function according the layers approach. And it's not an easy at all.
Before we describe with detail what happened in practice we expose the ear of the reader that as the months and the years went on, it turned out that participants in the program see in process of "throwing into the cold water " and the demand for them to function as teachers in every respect, while receiving full responsibility for the teaching process, the most significant element to the training process. But first things first, and the beginning was not so joyful and promising.
Internship approach in between layers approach 
How to conduct the internship approach in training institute that operates according to the logic of the layers approach?. As told, because of time pressure, it was not possible to implement the idea of actual teaching; already starting on the first year of training, therefore the tutors have to prepare an alternative plan. How can it be apply the internship approach, not through an actual teaching of students-teachers in the classroom?. The truth is that just cannot be. There is no substitute for actual teaching. Still, one should think of something. Below is the description of the first week of participants in the program.
On the first day of the study there was the opening ceremony of the program. The president of the University, the rector, the dean, the academic director of the program, all sat on the stage and was preceded the students with warmly words. There were heard sentence like "You are the future of education", "you will bring the change to school", "Thanks to you, Bible studies will have a place of honor and substantial" and so forth words that pleased all the students. Even a 15-year later, with a degree of cynicism that has nit declined since then, I can judge and say that all the speakers expressed truly their hidden thoughts. Everyone had the feeling that something important happened in the university and the education.
Immediately after the opening ceremony, the students contacted classrooms or have to say lecture halls, start their learning journey. School week has spread over six days and it was pretty intense. Wednesday was devoted to the study of education and school classes took place in the school of education while the other days devoted to discipline courses in the Faculty of Humanities. The disciplinary courses were mostly part of the department's regular program and not unique to students of REVIVIM, but the fact that the 27 students of REVIVIM attend the course gave their presence a significant weight. The participants took their place in the lecture halls and encounter with the best lecturers; which gavelecturers according the usual structure of university studies. The students listened, recorded, and were impressed and by the customary get 10 minutes (sometimes a bit less ...) at the end of the lesson for questions. The truth must be told, the program participants were fascinated. Exposure to the best lecturers and researchers left deep impression on them. The fact that during the lecture they wrote and recorded all the information submitted, and thus fill many pages, only intensified the impression.
Then came Wednesday ...
How to have the internship experience without actual internship? Against the widespread claim of student teachers that finds its expression in numerous research publications that teachers education programs present an unrealistic utopian model of school, the idea was to expose the students at the beginning to the complex and gray reality of the instruction, a far away from the utopian picture. If training programs tend to view theoretical knowledge as a starting point to the training process (following the layers approach), the idea was to expose them to practical and problem teaching issues. If the university culture has a hierarchical system that moves from the lecturer with the receptive student knowledge to the students receiving the knowledge, the idea was to create a relationship of equality and partnership in presenting knowledge and especially in its interpretation. It could be assumed that these students are not just opinionated, but with quite strong views about education and teaching, which actually reflected in chapters 4-5 of this book. There was also reasonable to assume that students of the program will receive this procedure happily. It is sounds interesting, compelling and promising. But maybe that was the first mistake?
To implement these ideas, the course was held in the format of a workshop. The classroom was with a round table around which sat the students. To create a suitable atmosphere and emphasize the equality and partnership discussion, the workshop facilitator took his place around the table like the students not at the board and so did other pedagogical tutors (second mistake?). It should be noted that the workshop meeting was well prepared, bibliographic material was prepared and also a suitable reading material for enrichment for those interested. What more is needed? But the developments were not as expected. The moderator opened the meeting and introduced teaching field problems, and mentions the difficulty to make changes to the school. He had planned to present the issue for about 15 minutes and invite participants to present their views. It seemed to him that such a presentation will be a challenge for discussion (third mistake?).It took only 8-10 minutes, and the schedule was disrupted and turned to surprising and unexpected direction. First broken through one of the students that  say loudly something like "you need to know before whom you stand" (Did he was fascinated over what was said by the heads of the university, a few days earlier, at the opening ceremony?) After it, other students shouted, with more or less politeness, some words like "You are destroying our dream." The curious reader may perhaps think that in other educational theoretical conventional  courses, which are similar in style the courses in the faculty of Humanity, the picture was better. It seems that the participants' responses about other educational courses were fatal (that widely read in chapter 10).
Even later in the year the picture was not exciting. The activities that facilitated by pedagogical tutors based  on a lot of educational tours for recognition of the educational system closely on a variety of manifestations as an introduction for the teaching in the second year. The students were very critical of what is happening in these. The school teachers and the principal and we are with them, were quite embarrassed by this criticism. After each such visit was held a workshop meeting with a discussion following the visit, what can be learned or even adopt, what is worthy of criticism. Sometimes the discussions were better sometimes less. The students were asked to write reflection diary. A few of them liked it; most of them were not excited. In part of the workshop meeting, the students themselves were asked to process theoretical articles and to present them in creative ways to their colleagues. The liked these activities, but it was important to them that the faculty had not proclaim critical remarks. In tis way the year has passed ups and downs ("You are destroying our dream.").
The concerned reader should know even now, that the positive turnaround will come. We come back to what we started this chapter – The jumping into the cold water.
Preparation to the internship in school classes
The student-teachers were informed at the end of the first year that immediately after the summer vacation, at the beginning of the school year, they are expected to enter to school and to take full responsibility as independent teachers in every respect. The Participants quite surprised by the announcement. Some of them were very concerns and others even expressing disapproval. The task of whom they were told did not match their expectations, was not consistent with what they knew about the teacher training process, not what they heard from others who have participated in training programs. Their expectations were to enter to classroom after a long process of observation of classrooms and teachers, accompanied by experienced teachers. They expected that in the first phase the experienced teachers would be present their classed and if necessary they intervene to restore order in the lessons. There were claims of "you did not prepare us for teaching" or "you throw us into the water without preparation", "it is irresponsible" and so on. 
In early September, while all the university students are during the summer vacation, the students of Revivim began their teaching process that lasts throughout the school year. Two schools with a heterogeneous student population were selected, which is not considered a slight population for teaching. However, because it concerns the first year of work as teachers, each class was divided into two, creating classrooms comprising 15-18 students, (but only those who actually experienced teaching knows how difficult it is to control even at such a reduced class ...). With dividing the classes there were a need to find other classrooms: shelters, laboratories, workrooms of teachers, were improvised successfully into regular classroom. Each of the student-teachers was in charge of teaching for the entire year, while fulfilling all the tasks required from a teacher: teaching curricula, maintenance of order and discipline in the classroom, treating students as a group and individually, evaluation, contact with the colleague teachers, with the school administration, and contact parents and so on. If they cannot attend school because of illness or other reasons, they had to work as a regular school teacher and ensuring alternates appointed. The student-teachers taught weekly lesson, some of them taught in junior high and other in high schools. Each of them was able to create a curriculum in their understanding and make the process of teaching tailored according their abilities, to the needs of students and school policy.
The student-teachers accompanied by pedagogical tutors,  and if necessary by additional teachers from school staff. All seven or eight students were under the responsibility of one pedagogical tutor, so that twenty-three participants were under the responsibility of three pedagogical tutors. Each group is teaching at the same school on the same day and in the adjacent or parallel hours, so that the tutors was fully available at any moments they are requested. The pedagogic tutors provided training in two ways. Individual training to each participant, which is carried out before and after class, when once in a while the pedagogic counselors, and sometimes school staff teacher in suitable, observed classes and held discussions following the viewing. The individual training was somewhat formal based on weekly schedule , but also informal, including telephone conversations initiated by participants, mainly before transferring lessons, chats before and after classes and support calls (or "Fire extinguishing") in situations where those participants feel a sense of crisis. Once a week, there were discussions of group workshops that focus on issues that seem necessary for the teaching process, and some general issues (for example, how to prepare a worksheet?, What kind of homework? etc.). The workshop meetings were held on the campus of the school, and therefore, often they devoted to crisis response of one of the participants.
During the summer vacation, a month before the start of school year, there were two seminar days devoted to prepare for teaching. Within this framework, the students were instructed to plan the teaching process and the pedagogical tutors raised some issues deemed relevant to teaching. Two study booklets were offered to the student-teacher that deals valued issues. However, they were given the option to create their own curriculum relevant to their understanding of any topic they choose. Each and every one of the students-teachers select and / or create the curriculum according to their taste and understanding, with more help from pedagogical tutors, with less help, and some even refrained from asking any help or guidance. Ready as possible, each of the participants started to teach classes, they opened the process of teaching and familiarity with students and began the long walk of the teaching. Truth be told, according to accepted notions of training programs, these student-teachers apparently were not prepared with the task of teaching. In many ways they are actually "thrown into the cold water" and it is necessary to add "thrown" intentionally.
First steps in teaching 
The freedom given to them to choose the curriculum and their teaching ways, that aroused concern among many of them, seems exciting challenge after a few teaching: "I love this freedom to build my own lesson and not to teach according to a book. It was good for me" (Naama). Rami was not served as a. Nevertheless, he did not show special concern prior to entering the classroom. "I did not know what to expect, this age the hormones are running. So I was expecting something a one and got something of a different kind. They are interested and they also ask questions and they also concentrated. And that was a pleasant surprise." While Ziva experienced in teaching in the past as Soldier-teacher, but the as religious person the encounter with a non-religious school was her first experience " I was very afraid of this first meeting with the children". However, skirt, she walks to classroom and lessons are conducted as regular for better or worse. Benny, who also has not served as a teacher sums up his first lessons: "The work was very interesting, like fun so far. I feel something good between me and the students," Amos, lacking any past experience as a teacher, says of himself after a few lessons that "it is quite easy for me, it naturally flowing, I think. " And Assaf concludes his feelings: "For me, this is the most important thing in the program. There is no doubt that the it is the center around which everything moves."
Yes, there were still some voiced complaints, although they are a minority. Shira says, "One of the things I really critical on this experience is that we should choose the 'what' to teach and I feel it a little bit too much for me. I do not know all the beautiful treasure sources." Shirley has also criticism on the preparation for teaching "in terms of pedagogy studies I feel that I cannot learn a lot from them." Nevertheless, Shira, Shirley, as well as other colleagues, came to classes and things flowed, sometimes more successfully, sometimes less and sometimes even with a sense of failure. Watching the young group took up her teaching role cannot avoid the conclusion that in each and every one of them is already an inner teacher that helps them to navigate properly the task of teaching. Otherwise, how can we explain the fact that even without training and guidance each of them functioned reasonably as a teacher. Despite being thrown into the cold water, accidental drowning did not occur.
Chapter 4 reveals the beliefs of the participants in the program about teaching proper presents the phenomenon of "apprenticeship of observation" assumes that those who attend the classroom for 12 years of schooling, while they watch their teachers (its come to more than 10,000 hours of "observation") acquired knowledge and beliefs about teaching process. Thus, it was surprising to see the protest, when they learned they would have to accept responsibility as teachers, just like every other teacher at the school for a whole year without deliberate didactic training. And in view of this, it was even more surprising to find that in a lesson or two, the classroom teaching is almost stream on its own and an optimistic tone and encourages began to be dominant.
Look through the literature on the knowledge accumulated in the process of "apprenticeship of observation" indicates that this knowledge is generally seen as the knowledge, perceptions and beliefs which is essentially a conscious knowledge, if its acquisition is not necessarily intentional. The interesting question is why it was not given the same attention to examine the direct effects of "apprenticeship of observation "on the acquisition of actual instructional and not just the acquisition of knowledge and beliefs about teaching? We can assume that the answer to that is that according to the logic of academic, earlier insights are prerequisite to any action and they are the drive for action and deed. Therefore, if we were understand the perceptions and beliefs of teachers and student teachers, we can conclude also about perceptions and beliefs as reflected on instructional at practice (and this is the sources for layers approach to teacher education, which we discussed above). It turns out that the picture is much more complex and the layer of expressed knowledge and beliefs, is not the same and does not reflect necessarily on layer of instructional at practice, and the knowledge and beliefs which are reflected in the instruction at practice.
The latest research in psychology and brain science exhibit complex and interesting picture about the learning process. We learn that one must distinguish between explicit learning processes and implicit learning processes. At explicit learning, we expressed awareness of the knowledge acquired and often the way we acquire it, implicit learning is a process of acquiring knowledge unconsciously and lack of knowledge of what is acquired. Strangely, the major part of our learning processes is hidden from our consciousness. We do not know that we have learned and we are not aware of what we have learned. This is done without awareness and without apparent effort. Most of the learning from experience, the process by which we acquire information, based and takes place automatically. This knowledge is acquired by observing the world around us and interacting with the environment - often without awareness and without overt intention to do so. The term "unconscious cognition" says that much of what occurs outside the mind is unconsciousness. In many cases, certain experiences affect our behavior and our belief without having to remember them consciously and many of our behaviors are we do not aware that we have acquired them and in many cases we are not aware to their existence. The fact that we cannot to express in mind something explicit, does not mean that we do not know what happened (unconsciously), and it does not mean that we will not act according to this knowledge.
The knowledge that guides the Instruction is often unconscious and the process of the teachers' decision-making is intuitive, even if after the fact, teachers will offer a scholarly explanation of their actions. knowledge in action, or rather knowledge which  is expressed in action, is by its nature, often, implicit and unconscious knowledge, compared to knowledge on action (or about action), or rather knowledge that attempts to explain the action before or after its implementation, is largely knowledge visible and explicit. Teachers' knowledge in action is often called practical knowledge or personal practical knowledge. Knowledge in action, which is silent and hidden, manifested in routine processes of classroom life that exist naturally without the teachers give consideration to this. Knowledge in action is difficult to describe, often it is expressed in images. People often know how to do things without being able to express what they know. Teachers and researchers have not dictionary that can describe the practical knowledge, most of which stated implicitly. If we press the teachers to describe what they did, they often use academic language which does not reflect the real world and the actions of teachers. It seems that the knowledge gained through the process of "apprenticeship of observation " is mostly knowledge in action of instruction and learning, process that takes place largely through imitation, albeit an unconscious imitation.
Learning through imitation, through unconsciously process is very common in different places, different cultures throughout the history and in our day. The past stories of medieval are full of apprenticeship training stories. Even nowadays, in modern Western society, some professions are generally esoteric subjects, such as building violins, rare wine production type, unique cheeses and more, are acquired from parent to child in this way. The professional training model, characterized mankind throughout most of its history, was not particularly sophisticated model. If you wanted to learn something, you become someone's apprentice who had the skills or knowledge on the subject. Despite of the emergence of "teaching theories" and turning them into sophisticated learning process, still the unconscious imitation way is through a significantly teaching / learning process. It turns out that these processes play a central role in learning teaching, even in a situation where observer are not intent to acquire the teaching ability, something that all of us experienced as a student at school, a situation that the participants of Revivim program also experienced in their life as school children. 
Inside the internship classes 
We are entering to Kfir's class, 8th grade in integrated school. The observed lesson is it one of the first Kfir's lessons in his teaching internship. Before joining the program his significant educational experience was as a youth movement training but with older youth. To stimulate the interest of these students, Kfir decides to teach the story about a meeting between Moses from the Bible with a school which located hundred years later. Kfir realizes that to bring together people who live in periods apart, many hundreds of years, it should translated the story into the world of students, talking in their terms.  Therefore it opens and asks:
Kfir: Have you ever seen the movie "Back to the Future"?
Students (in unison): Yes.
From this point Kfir feel that there is a basis to display the text.
Kfir: Think like Moses is in a time machine. He lands and suddenly finds himself in a new school. It's like the movie "Back to the Future" that. Moses came in, and did not want to interfere, went to backward and did not understand what they say. Actually God gave the Bible at Mount Sinai in the sense that it is their now and do with it what you want, interpret it how they want. That is what we are trying to say here.
Student (breaks in to Kfir talks): He may understand the language, but do not understand what they say.
Kfir sounded pleased with the reaction of the student
Kfir: I think that is what they mean, that's what they're talking about, he understands the language but do not know what they're talking about. The students asked their teacher how do not you? What's your proof?  And the teacher answer "this is what Moses got at Sinai" But Moses himself did not know and understand it.
The students listened with interest, it sounds pretty fascinating story. In light of their experiences with the popular movie "Back to the Future" and the imaginary stories about time machines, it even sounds plausible. We do not know if they caught the moral of this story but probably Kfir will explain it later in the lesson.
Before we will try to understand the "secrets" behind the functioning of Kfir, we enter to another class of Kineret. In the past she was a youth movement instructor but not a teacher in a classroom. The students are in eighth grade. At the beginning of the class Kineret distributed worksheet  dealing with the names of human beings. The students were asked about their names, names of parents and siblings, the source of the names and so forth questions. After a few minutes in which the students responded to questions appearing on the worksheet,  Kineret opened the discussion:
Kineret: Well, I want to ask about the names. When we got our name?
Students: When we were born.
Kineret: Who gave the name?
Students (in unison): My mother. Parents.
Kinneret records the answers on the board, and highlights the line of what seemed to her important and promotes the objectives of the lesson then continues to direct the debate
Kineret: I want to ask about your involvement in choosing the name. You chose that name? Or that ....
Student (breaks in to Kneret talks): No. But you can change it at 18.
It seems that kineret  was surprised by the reaction of the student, she tries to skip this comment and get through it safely without harm the purpose of the lesson. 
Kineret: Okay. Let leave this cynicism, the answer is that we born into our name. We were born, we got nait was written in our identity cards.
Kinneret continues to navigate the conversation and encourages students to bring examples from their own world. After that ishe considers that the personal examples are repeated and this phase of the lesson, which should be Introduction to the story has extracted itself, Kineret moves to the second stage and introduces the story:
Kinneret (read the story) "you find three a person get: the one that from his father and mother ...". Today we talked a little bit about name that got from father and mother "and one which he buys to himself"
Following the reading of the story that discussion continues, usually to the satisfaction of Kineret and according of her "script". 45 minutes of the lesson was over and  Kineret gave her students homework.
 Kineret: The first question to try to understand the third name in the story. The second question….
Kineret wants "to combine the story and day to day examples. I saw that they also understood the story. Of course, as I said, we can understand it in all sorts of ways, the question is in what level they understood it." The task that Kineret gives for homework require the students to think and to cognitive processing of the content to ensure meaningful learning. As her colleague Kfir, she focusing on providing information, but it does so at the level of sophistication and relatively high cognitive demands, in an attempt to emphasize what she believes as relevance to the world of students.
How can we explain that Kfir and Kineret, both without any previous experience in teaching, were able to plan and carry a lesson with quite expressive level of complexity, more than transmitting informational purposes only, a lesson that required  relatively high cognitive level , linking content from distant place and time, style and culture, to the world of contemporary students. How do Kfir and Kineret managed to do so, without having learned intentionally cognitive psychology and without participating in didactic training. Surely, the readers of these lines will not understand why I do admire the functioning of both of them. Many will say (perhaps rightly) that many others can do the same. Indeed, many of those who do not chose to be teachers can do similar things (After all, they all have experienced the process of "apprenticeship of observation "). However, if things look so natural and spontaneous, like a lot of activities we do very naturally seem utterly simple, whether it might seem unlikely that the teacher training system is not based on knowledge and capabilities already existing in these student-teachers preparing themselves to teaching?
To further understand the unconscious teaching skills of those entering to training program (as well as those who did not join the training programs) it should be use the distinguish suggest by Gilbert Ryle in his classic book "knowing how" and "knowing  what". This distinction classifies what humans learning and knowing into two categories: knowledge of content and knowledge of procedures. Contents relate to the facts, beliefs, knowledge about different things, and so on. A lot of this information is explicit. Procedures, however, represent the knowledge of how to do things. Knowledge of procedures can be perceived as a set of instructions or algorithms that human uses them to do things. This knowledge is existed in the memory, even if it was not aware and was obtained through unconscious procedures. This is the memory of motor- conceptual skills. Many such skills are assimilated in us until we are not aware of their existence, we unaware of their expressions in everyday life.
The implicit Knowledge and memory includes schemes of motor skills (biking, or walking down stairs) perception skills (processing written words when reading), cognitive skills (mathematical calculations) or skills that include sensory-motor components, and activities involving coordination between the perception system and the motor system (eg writing). Many of these skills have been assimilated within us until we do not attribute them to the realm of memory. This memorized knowledge the brain can generate and retrieve out of our conscious. For example, we do not consciously think about where to place our fingers on the keyboard when typing, not consciously think how to stabilize the balance bike and with the experience car driving action becomes more and more automatic and unconscious. Joseph LeDoux points out that learning of procedure shapes the our most fundamental qualities: our way of walking and speech, what we see and what we ignore and what are our emotional response when things go wrong. 
Our knowledge and memories are dispersed in many brain systems, not always, or even usually, they are accessible to consciousness. The knowledge of  content, the "what ", is partially a and semantic memory. This type of knowledge is objective knowledge without any personal dimension and does not necessarily represent personal experiences. In teaching world, the educational semantic knowledge is acquired in academic courses and literature, but does not generally reflect the world of practical teaching of teachers but the picture of the world that have acquired in academic courses and professional literature. Michael Connelly and Jane Clandinin call this knowledge "the sacred story of teachers", as an expression that this knowledge is available, but not used in instruction. In addition, there are episodic knowledge and memory, which are also conscious knowledge, but are based on human experience. The knowledge and conceptions of those who join REVIVIM, presented in chapters 1, 4-5, actually represent their episodic memory. This knowledge reflects the world of the student-teachers more than their semantic knowledge.
Procedural knowledge and memories are in type of "how to" which are reflected the teachers' teaching methods. The human brain functions in a way that different types of memories are gathered to a single action. For example, it is common to refer to two systems which give the ability to use spoken language. One based on the words and the other on the rules and attaching them together gives us the opportunity to speak. Our memory of words is explicit memory, semantic or episodic memory and our language rules is procedural implicit memory. Also in the process of teaching a similar combination is occurred. The subject matter, the "what" are explicit memory and knowledge, while the teaching process, the "how to" is often implicit procedural memory and knowledge.
In view of the distinction between knowledge the "what " and knowledge of "how to"", Zvi Lamm offers a distinction between teaching content and teaching methods, as the content reflects the "what" and methods of teaching the "how". He argued that political ideology dictates the content and educational ideology focuses on "how. Lamm stressed that the results of educational activity largely determine more by methods ("how") rather than to the content ("what "). From a political vision the weight of the contents seems more important than educational methods. However,  the teaching methods do not change with "what". When transmitting knowledge (which by nature is a method "how"), continues to be used as central teaching method (even without a conscious decision and controlled), its influence is more dominant than the new contents to be served. For example, the effectiveness of teaching contents dealing with democracy (component of "what ") will be minor until canceled, if the teaching method (component "how") will be clearly undemocratic. In conclusion, as Zvi Lamm argued, the methods ("how") are the contents of education.
Conclusion
This chapter describes the encounter of the Revivim's students with the internship situations in the beginning of their experience in school classes. Chapters 4-5 described  the educational beliefs and outlooks of those who join the program, which developed mainly through the process of  " apprenticeship of observation " in their experiences as school students. This knowledge is based on episodic memory and is accessible and aware to the students-teachers. So when they are interviewed, before they enter teaching, they present those concepts with no difficulty.
This chapter highlights the argument that student teachers come to the training process when they are holding not only the explicit knowledge and beliefs about teaching and education, but no less knowledge of teaching methods and education. While the knowledge and beliefs on teaching is essentially episodic explicit knowledge, the knowledge of teaching methods k is procedural knowledge, mainly tacit knowledge and implicit. Knowledge of the teaching procedure, knowledge "how ", is also acquire in process of processes of  "apprenticeship of observation ", a result of thousands of hours of sitting in front of a school teachers. We have seen, therefore, that not only knowledge and beliefs were acquired from the experience as school students but also, and perhaps primarily, teaching methods gained through this observational.
In the following chapters: 7-9, we examine a number of key elements in teaching and how they are reflected in the functioning of the program participants, in the early stages after the "throwing into the cold water. "
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