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were  already  several  families  wtio  were  extremely  active.  A whole  network

had  evolved.

By the  Tall of 1983,  the  Abraham  Joshua  Heschel  School  opened  it's

doors  to 28 children.  There  were  5 teachers,  one  secretary  and a director

on staff.

People,  many  people,  came  to visit  the  newly  formed  Heschel

School.  The  enrollment  for  the "1 984-85  year  rose  to 83 and by late 1983  it

was  obvious  that  the school  needed  more  space  and more  money.

ln December  1983,  the Executive  Committee  found  a relatively

abandoned  building on West 89th Street. $150,000  was needed if they

were  to become  involved  in the  bidding  war  with  the  developer.  First,  Peter

and Rebecca  went  to see Mike  Gruss.  After  a variety  of  business,  legal

and real  estate  questions,  Mike  proclaimed,  "This  is a crazy  idea.  You

people  are  just  getting  started  and  you're  going  to involve  yourselves  in a

physical  building  with  all the  the  debt  that  entails-this  is going  to kill you"

(Geffen  interview,  7/23/93).  After  further  discussion  Mike  said,  "If  you insist

on doing  this,  I'll give  you $50,000  if you can  get  two  other  people  to give

you  $50,000"  (Geffen  interview,  7/23/93).

One  early  contributor  to the  school  was  an interesting,  imaginative

26 year  old man  named  Josh  Mailman.  Josh  and  several  other  "children  of

wealth"  (Geffen  interview,  7/23/93)  who  grew  up in the  sixties,  formed  the

Threshold  Foundation  to use  some  of  their  money  to fund  interesting

projects-"things  of  meaning"  (Geffen  interview,  7/23/93).  They  were  some

of the  first  people  to back  environmental  and ecological  causes.  Josh  had

a close  friend  and fellow  member  of  the Threshold  Foundation  named  Alan

Slivka.  Josh  suggested  that  Peter  set  an appointment  to meet  with  Alan.

Peter  and  Rebecca  Shahmoon  Shanok  went  to Alan's  apartment.  They
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filled  Alan  in on the  details  of  the  school  and Mike  Gruss'  proposal.  Alan

asked,  "What  did Mike  say?"  (Geffen  interview,  7/23/93)  He was  told  that

Mike  Gruss  had offered  $50,0000  if they  could  find  two  other  people  who

would give $50,000  each. And Alan immediately  said, "Put me down for

$50,000"  (ibid).  Needless  to say, the fund-raisers  managed  to raise

enough  money  to put a bid in on the 89th  Street  building.  After  a

protracted  legal  procedure,  the bid was  accepted  and a mortgage  was

secured.  In the  summer  of 1984,  the  Heschel  School  moved  ail it's

belongings  and personnel  to 270  West  89th  Street  where  it still  operates

today  (see  Appendix  F).
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PHILOSOPHY

It was  Peter  Geffen  who  first  envisioned  a Jewish  school  that  could

be independent  of any  Jewish  movement,  pluralistic  in its approach  to

Judaism  and egalitarian  in the classroom.  He was  searching  for  a way  to

integrate  the  worlds  of  Jewish  and  secular  studies.

The  integration  piece  is critica1  because  it has  to do with  that  picture  of

what  American  Jewish  life should  be all about  or what  is an effective

way  to ensure  the possibility  that  Jewish  life will  have  some  viability  and

attraction,  and I was  convinced  that  would  only  come  through

integration.  (Geffen  interview,  7/23/93)

For  example,  Jewish  schools  taught  about  Israel.  In the Park

Avenue  Synagogue  High  School  in the 1970's,  Peter  believed  in teaching

courses  about  the  Middle  East  and  using  words  like  "Palestinian".

'Palestinian'  was  a political  word,  loaded  and not  used,  even  on

television.  I was  convinced  that  there  was  no way  to have  Jewish

education  be meaningful  and relevant  and  touch  lives  if it wasn't  part  of

a integrated  whole.  To teach  about  the  Arab  world  in order  to more

fully  understand  the Israeli-Jewish  world  we saw  as being  critical.

(Geffen  interview,  7/23/93)

The  philosophy  of the  school  was  also  influenced  by the  need  for  an

"alternative  Jewish  school"  (Lerea  interview,  7/12/93).

'Alternative'  in this  sense,  more  than  anything  else,  means  an

alternative  to the  presently  existing  schools.  There  are only  two  types

of  schools  in Manhattan-  several  Orthodox  schools  and a Reform

Hebrew  day  school.  All of  the  existing  schools  were  affiliated  with

movements.  'Alternative'  meant  not  only  an alternative  to the  existing
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institutions,  which  I think  there  is a subtext  to regardless  of  what  else  is

out  there,  we're  going  to do it ourselves.  'Alternative'  also  means  a

school  which  is not affiliated  with  a movement  as a self-conscious

decision.  The  school  did not  want  to be bound  by a movement.  (Lerea

interview,  7/12/93)

The  attempt  to be a pluralistic  school  "which  would  be able  to appeal

to Jews  of a wide  variety  of affiliations,  backgrounds,  beliefs,  and

practices"  (Lerea  interview,  7/12/93)  appeared  to some  peop!e  to be a

defense  against  organized  religion.  As the mandate  of  the school

broadened  out, the policy  also  broadened  out  to begin  to accommodate

some  of the  people  at the  other  end  of  the  spectrum  who  really  cared  about

the Halachic  interpretations  of  things"  (Tumin  interview,  7/1 8/93).

Regardless  of  their  differences,  everyone  involved  with  shaping  the

philosophy  and policies  of  the  school  agreed  that  tliey  wanted  to form  a

community  of children  and  families  in which  they  continually  assert

that  they  have much  in common  with  each  other.  (That)  it's more

worth  their  while  to iron  out  their  differences  or live  with  their

differences  in order  to be together  than  it would  be to separate  from

each  other.  (Lerea  interview,  7/12/93)

This  remains  a powerful  part  of  the  school's  mythology  to this  day.

The  founding  philosophy  also  translated  into  an educational

philosophy  that  holds  true  to this  day.

The  educational  philosophy  of  the  Abraham  Joshua  School  is grounded

in a view  of the  child  as an active  shaper  of experience  and a seeker

of  meaning.  Our  concern  for  the  whole  child  is reflected  in ongoing

conscious  attention  to intellectual  and emotional  growth  and  the

20



interplay  between  them.  (Educational  and Religious  Policy  Manual

1993-94,  p.l)

From  early  on everyone  involved  felt that  helping  kids  develop

autonomy  and self-esteem  was  of paramount  importance.  This  was,  in

some  ways,  the foundation  of the curriculum.  Some  early  programs  were

deliberately  crafted  to create  an atmosphere  that  encouraged  the whole

child  to develop  and flourish.

There  was  a lot of consciousness-raising  then. Part  of our  job  was  to

help kids  recognize  differences,  that  not all of them  were  good  at

everything.  That there  was  no stigma  in not being  great  at something.

You  had some  talents,  not others.  That  was  the way  of the world.  Part

of that  was  helping  every  kid discover  that  they  did indeed  have  some

talents,  and that  meant  creating  classrooms  which  recognized  more

than  a kid's  academic  career.  (Tumin  interview,  7/1 8/93)

This  philosophy  of education  represented  the way  the school  saw

children  and the way  it expected  its' teachers  to work  with  children.  It was,

and is, expected  that  the classroom  be a "child-centered  world"  (Tumin

interview,  7/1 8/93). In the beginning,  this philosophy  of education  included

classrooms  of mixed-age  groups  which  were  treated  as if they  were  "a

single  age group.  A curriculum  was  crafted  for  them  as a community  with

a larger  spectrum  of individual  needs.  We  really  believed  in communities

of learners  learning  together"  (Tumin  interview,  7/1 8/93). Ultimately,  the

mixed-age  grouping  didn't  work.  According  to Judith,  "When  you treated

(the groups)  as if they  were  an entity,  it worked  fine. When  you treated

them  as if you had to run two curricula  side  by side  and they  were  different,

it didn't  work. It made  the teachers  crazy"  (Tumin  interview,  7/1 8/93).
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Throughout  the  years,  the  philosophy  has  remained  intact.  The  main

difference  between  1983  and 1994  is that  the  words,  ideas,  ideals  and

dreams  have  been  woven  into  a concise  statement  that  reflects  the

knowledge  and experience  of  those  years.

We  seek  to educate  our  students  to function  competently  in and

contribute  to the  world,  as Americans  and Jews.  Our  emphasis  on

integration  extends  beyond  the  Jewish  and secular  to the  wide  range  of

intellectual,  academic,  ethical,  artistic,  athletic,  sociai  and emotional

realms  in which  we asSiSt  students  to achieve  competencies.

Integration  can  refer  to the  way  we perceive  ourselves  and others,  the

way  we understand  problems  and attempt  to solve  them,  or the  way  we

think  about  experience.  It means  recognizing  the  many  facets  of

ourselves  and  of  each  other,  of a problem,  an observation,  a question,

or an experience.  (Educational  and Religious  Policy  Manual  1993-94,

p.1)
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ORGANIZATIONAL  LEADERSHIP

Prior  to the establishment  of the Heschel  School,  there  had been

numerous  attempts  over  the years  to start  a new  Jewish  School.  The

constituency  of the organization  was established  during  meetings  in Peter

Geffen's  living room. Peter  recalls  at least  ten such  gatherings  and

described  the structure  and outcomes  in detail:

The  structure  (consisted  of) a group  of parents  (who)  would  invite  a

bunch  of people  that  they  knew  and some  people  they  didn't  know.

They'd  sit around  and they'd  say, you know  we're  hosting  this  evening

because  we're  really  interested  in creating  some  alternative  Jewish  day

school,  radical  Jewish  day  school.  There  was  language  of the times.

Let's  go around  the room  and find out what  everybody  thinks.  So they

would  go around  the room.  By the time  they  were  done  with  going

around  the room  the project  as anything  beyond  that  meeting  was

completely  dead  because  everybody  had a different  idea,  and there

was  no way  to pull all those  things  together.  So once  I took  a step  in

the direction  of creating  a school,  it was  clear  to me that  the only  way  in

which  this  was  going  to work  is if two things  happened:  I ) if I articulated

what  the school  was  going  to look  like; 2) then  invited  people  to )oin it.

That  way  those  who  didn't  like it were  obviously  free  to do something

else.  I created  a descriptive  document  that  my very  close  friends  and

colleagues  would  agree  to. It was  clear  that  I was  not going  to write

something  that  everybody  in this sub-group  couldn't  subscribe  to.

Once  it would  go out, it would  be a take-it-or-leave-it-thing;  it was  not

open  for discussion.  That  was  it. That  was  what  it was.  Well,  that
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was  very  important  because  that  was  the  critical  thing-to  get  beyond

those  endless  living  room  discussions.  (Geffen  interview,  7/23/93)

The  document  Peter  wrote  eventually  became  the first  brochure,

including  a picture  of Dr. Heschel  and Dr. Martin  Luther  King  Jr.  It was  a

statement  about  progressive  education  that  also  included  a "very  clear

range  of concerns,  directions,  and  options  that  are  all pretty  well  defined"

(Geffen  interview,  7/23/93).  This  was  the starting  point  (see  Appendix  G).

Originally,  there  was  just  an advisory  committee  that  consisted  of  the

names  of  ten of Peter's  friends.  State  papers  were  obtained  a volunteer

attorney,  Alan  Bandler,  filed  For incorporation  as an educational

corporation.  For  this  purpose,  it became  necessary  to have  a list of  people

known  as "trustees"  (Geffen  interview,  7/23/93).

You  have  to have  names,  and  you  have  to have  a plan. You  submit  a

budget;  in those  plans,  basically,  we said  school  was  going  to be at the

Park  Avenue  Synagogue,  but  basically  you  have  to say  where  it's going

to be and  what  your  budget  is, what  your  tuition  is going  to be, and

what  your  school  program  is. Then  in almost  every  case,  you  get  a

temporary  provisional  charter,  which  is good  for  three  years  and

renewable  and  eventually  has  to become  a permanent  charter  by which

time  you  have  to produce  much  more  serious  stuff,  (but  not  too

serious).  (Geffen  interview,  7/23/93)

Several  levels  of interrelationships  between  people  began  to form.  A

parent  leadership  was  Formed  and  orchestrated  by Harriet  Bograd.  She  did

most  of  the recruiting  the first  year.  "She  came  aboard  early,  and she  was

an incredible  force...  she  was  another  person  the  school  could  not  have

opened  without  (Tumin  interview,  7/1 8/93).  Harriet  was  on the  phone  day

and night  building  the  population  of  the  school.  Also,  a Board  of  Trustees
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was  established  with  Rebecca  Shahmoon  Shanok  as its President  and

Peter  Geffen  as the Executive  vice-president.

There  has  to be a Board  before  there  can be a school.  It can't  be the

other  way  around.  Often,  it happens  in other  Jewish  day  schools,  there

are two  boards.  There's  what  we call a Board  of  Education,  and  then

there's  a Board  of Directors.  The  Board  of Directors  is the business

people,  and  the  Board  of Education  are educators.  Heschel  was  not

structured  that  way  on purpose.  Peter  very  much  wanted  there  to be a

board  which  would  be a coalition  of  business  people,  educators,  other

professionals,  people  in the mental  health  professions.  And  that,

indeed,  was  the  composition  of  the Board.  But  in any  event,  there's

needs  to be a board  prior  to the establishment  of  the  institution  so that

there  can  be some  type  of  financial  base  whether  in myth  or reality  or

potential  or  whatever.  So that  there  was  a board  and  then  what  there

was  going  to be was  a number  of  committees  of  the  board  and  one  of

the  committees  would  be a religious  and educational  policy  committee,

which  I was  asked  to join  before  the  school  year  opened.  Once  I was

really  hired,  I was  asked  immediately  to participate  on that  committee,

and I've been  on that  committee  for  the last  10  years.  (Lerea  interview,

7/12/93)

The  Executive  Committee  drew  up a budget  and  began  to interview

people  for  the headmaster  position.  Once  the  interviewing  started,  a

whole  new  arena  of decision-making  that  would  be critical  to the  school

began  as weil. After  the director  was  chosen,  it became  necessary  to

hire  the  teaching  staff. Staffing  decisions  "would  need  to be tempered,

or at least  scrutinized  and looked  at. There  needed  to be some  sort  of

monitoring"  (Lerea  interview,  7/12/93).
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Michael  began  contacting  Former  colleagues  regarding  available

teaching  positions.  IT he decided  on someone,  that  person  was

interviewed  by Peter  and Rebecca.  It was  important  to the Executive

Committee  that  the incoming  staff  be aware  of the school's  philosophy

and beliefs  as well  as being  able  to support  that  ideology  in their

classrooms.  "It's  important  for  the Board  and educational  professionals

and staff  to watch  each  other  and respect  each  other  and challenge

each  other"  (Lerea  interview,  7/12/93).

It became  obvious  mid-way  through  the first  year  that  there  was  a

need  for  some  kind of  written  curriculum  "to  show  to the public  or to a

committee  of the Board  for  reflection"  (Lerea  interview,  7/1 2/93).

As the school  grew  there  were  more  people  to work  with and a need

arose  to "articulate  goals  and create  systems"  (Lerea  interview,  7/12/93).

Systems  upon  which  staff  could  rely  for  the most  basic  daily  needs,

supplies,  protocol  for taking  trips  or for scheduling  coverage,  there  was

a sense  that  the more  you need  to create  those  types  of infrastructures

the further  away  you were  getting  from  the magic  of that  first  year.

(Lerea  interview,  7/1 2/93)

A conflict  arose  between  the growing  need  for  structure  and the

desire  to retain  the grassroots  ideals  the school  was  founded  on.

There  was  a type  of nostalgia  for  the magic  of that  early  year,  or the

first  two years  rather  than  a drive  to try to project  the vision  that  would

be very  clear-future  directed.  Plus  the staff  and students  really  did

grow  very  quickly.  We  went  from  28 to 83 to 103  and suddenly,  you

had a lot of people.  You needed  a lot of systems,  and there  was  a lot

of resistance  to creating  positions.  Names.  Assistant  Principal,  this  is

your  job,  this is what  you do. There  was  a resistance  Every  point
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along  the  way  has  been  difficult  in the  sense  of a continuity,  a

uniformity  of  vision  and  working  towards  it methodically.  It's always  a

goulash.  A lot of  things  going  on all the  time,  and it tends  to say  it can't

only  you  can't  just  say  like this  month  we're  going  to just  eat  the

carrots  in the goulash  because  that's  what  we're  attuned  to doing.  In

other  words,  you  have  to step  back  and take  a look  at the  whole  thing

and then  decide  where  you're  going  to work,  set  priorities,  and if you

set  the  priorities  every  year,  that  means  you're  not  going  to set  them

over  there,  and  you're  going  to have  to live  with  that,  and  that's  just

okay.  We  never  seemed  to be able  to do that  for  one  reason  or

another.  In other  words,  if staff  said  that,  four  members  in committee

would  say  not good  enough.  We're  a big school  on the  West  Side  of

Manhattan  people  coming  to see  the  school  have  to see  a mature

program,  and someone  from  the Board  would  say  hold  on, let them

focus  over  here  not  over  there.  Teachers  would  say,  where  are  we

going?  What  are  we doing  over  here?  Maybe  that's  it, something  like

that,  maybe  because  it's a pluralistic  school.  (Lerea  interview,  7/12/93)

Peter  did not  see  these  discrepancies  as a problem.  His approach

was  to listen.  He realized  that  a lot of  things  needed  to be done.  The

Peter  Geffen  approach  was:

Look  at the  vision  of this  school,  look  at where  this  school's  taking  us,

and look  what  the needs  are  for  the next  generation.  That  plus  never

lose  sight  of  the  bigger  picture.  The  bigger  picture  is basically  in place;

it's basically  being  put  there  by people  who  have  that  vision  and don't

ever  forget  that.  This  isn't  getting  done  over  there,  so we'll  work  on

that. Okay,  so now  we  know,  so let's  move  Forward,  but  never  forget
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this is basically  the big picture.  I think  that's  a very  important

perspective.  (Lerea  interview,  7/12/93)

Out  of this  emerged  certain  values  of leadership:

The  director  needs  to help move  the staff  towards  that  implementation

in very  specific  ways,  in ways  which  inspire  and engender  trust  and

also  reflect  educational  ability  to do that  in specific  ways. The  staff

needs  to be in concert  with  each  other.  (Lerea  interview,  7/1 2/93)

In the beginning,  Michael  sat  on the Education  and Religious  Policies

Committee  and then  it broadened  out  to include  Dov. It was  two more

years  before  a classroom  teacher  was  included.  When  the Personnel

Practices  Committee  was  formed,  Mel Evans  the school  treasurer,  was

Chairman.  Michael  was  the administrative  representative  and Judith  the

teacher  representative.  The Committee  also included  an "Argentinean

unionist"  (Tumin  interview,  7/1 8/93)  from  the Melton  Center  and a lay

person  named  Gladys  Grunwald.

They  would  write  these  policies  that  would  take  months  of arguing  over

sentences  in the policies.  For  the most  part, they  were  observed  more

in the breach  than  in the observance  because  they  were  nice and they

spoke  well  about  the values  and the underlying  philosophy,  but they

didn't  talk  a lot about  implementation.  Sometimes  they  were  hard  to

implement  and sometimes  they  were  (useless).  (Tumin  interview,

7/1 8/93)

In the past  eleven  years  the organizational  leadership  along  with  the

educational  and religious  policies  has been  refined,  defined  and put into

manuals  that  are distributed  at the beginning  of every  school  year. The

confusion  has been  eliminated  and replaced  with  very  clear  guidelines.
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Judith  Tumin's  final  reflection  takes  one  on a journey  from  the  days

that  the  school  was  defining  itself  to the present:

I think  the  school  is both  more  and less  than  we ever  dreamed  it would  be.

It was  hard  to look  at those  rented  classrooms,  over  the heads  of 28 kids

and imagine  a school  of  350  kids  in its own  building,  with  facilities,  with  a

full range  of specialty  teachers,  with  kids  you  weren't  ever  going  to know,

with  an office  staff  of  thousands. It's hard  to go from  intimacy  to

bigness.  lthinkwehavegreatnostalgiafortheintimacy..  toknow

something  about  each  one of  those  kids  and their  families We  were

building  something.  When  you build  it and  you  build  it in your  own  image  of

it, you're  invested  in that  in an enormous  ways.  As  the population  gets

more  diverse,  as more  people  are building,  you  have  less  ownership  of  the

image  Individual  contributions  are  less  visible  in the larger  group  and,  on

the other  hand,  there  are a lot of  other  people  to share  the  work  to bring

new  ideas  and to refertilize  it. I think  we are serving  a different  community

now  than  we  did 10 years  ago. Ten  years  ago  we were  serving  a

community  almost  entirely  composed  of leftover  Sixties  people  who  were

raising  their  kids. The  school  they  needed  looked  a little  different  than  the

school  our  population  now  needs.  We  live in the real  world;  we are

sending  kids  into  the real  world,  and I think  we  are  sending  kids  well

prepared  for  the  real  world,  and I hope  still with  some  innocence  and  some

real  idealism  about  what  they  can  do in that  world.  I hope  it's a long  time

until  they  get  very  cynical There's  plenty  of time  to find  that  out  for

yourself.  As long  as we haven't  misled  children,  which  I don't  think  we

have,  then  I think  we've  blessed  them  by allowing  them  to have  some

years  of childhood  in which  their  beliefs  are  powerful.  I think  as the  school

has gotten  more  stable,  it has  in some  ways  also  gotten  more  formal.  In
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an effort  to bring  things  to a standard  because  we had many  things  that

were  well  beyond  standard-they  were  brilliant-and  a fairly  large  number

of things  that  were  less than  we might  desire We  never  wanted  to be

like the competition.  We  want  to be distinctly  ourselves,  so there's  a lot of

balancing.  Now  the balancing  doesn't  always  get done  perfectly,  and in

any  given  years  you might  spend  your  whole  life sort  of fighting  affirmative

action  programs  to redress  past  years  when  the balance  had swung  off  in

a different  direction.  ) think  it feels  like the phase  we're  going  into now is a

phase  with  more  balance  between  doing  stuff  like what  we're  doing  here,

which  is interesting  and exciting,  and iT it comes  off, we'll  really  pull

together  for  kids a whole  world  of  things.  As I said, I think  we're  also

reinvesting  excitement  as it spills  over  into other  curricular  themes  and

areas. For me, it's been  the most  satisfying  years  of my teaching

Heschel  proved  to be a very  good  place;  it kept  saying go for  it'. I'd like it

not to lose  that  piece. I'd like teachers  to feel  that message  from  the

school  - so let's go for  it! (Interview,  7/1 8/93)
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TEACHING  & CURRICULUM

The  use o-f multiple  perspectives  and positive  differences  in terms  of

working  through  organic  matters  of  school  life helped  to shape  the kind of

teaching  and curriculum  that  would  be the Heschel  School.

Dov  Lerea  recalls  his first  interview  with  Peter  Geffen,  the  founder

and Rebecca  Shanook  Shannon,  the  Board  President,  "It  was  like a bunch

of people  trying  to find  their  way  in the  dark  by talking.  Rebecca  was

coming  from  a mental  health  perspective.  I sort  of had  the  view  that  the

lines  between  Jewish  and  general  studies  should  really  move  organically

between  each  other"  (Interview,  9/12/93).  Peter  was  searching  for  a way

to integrate  Jewish  and  general  studies  and incorporate  the values  of

social  justice  and community  concern  into the curriculum.

From  the very  beginning,  Dov  and  the  Director,  Michael  Wolff  were

"working  with  a language  of  integration  in TEAM  TEACHING."  According

to Dov,  "...  there  were  different  !evels  of interaction  between  people  and

there  were  different  levels  of interaction  around  the  use  of language  that

created  the mythology  and culture  of  the school"  (Interview,  9/1 2/93).  For

Dov,  the interaction  was  the  language.  For  Michael,  the language  was  a

way  to be "pinned  down"  (Lerea  interview,  7/1 2/93).

According  to Linda  Messing,  the  first  year  at the  school  "there  were

structures  for  team  teaching  but  there  weren't  the  supports  to teach

teachers  how  to do it" (Interview,  7/1 5/93).  Part  of  the  reason  the  teachers

lacked  structure  was  because  Michael  felt  "there  was  no need  to go and

look  at what  other  people  were  doing"  (Lerea  interview,  7/1 2/93).  Michael

saw  the new  School  as an opportunity  to "build  on things  that  they  (the
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teachers)  had found  were  successful  and implement  them  and take  it from

there"  (Lerea  interview,  7/12/93).

In theory,  this  was  very  exciting  to everyone  involved  in curriculum

development  and  teaching.  It gave  new  dimensions  to everything.  "The

flip side  of  that"  said  Dov,  "was  the  inclination  not  to do what  has been

done  anywhere  else. One  needed  to presuppose  that  everything  had to be

newly  invented"  (Interview,  7/12/93).

And  invent  they  did on a daily  basis.  Linda  recalls  that  she,  Dov  and

Beth  Levine  regularly  decided  where  they  were  going  and what  were  the

"over-arching  themes"  (Interview,  7/15/93).  Through  constant  reshaping  of

outcomes  and  goals,  the curricular  process  evolved  and eventually  they

"hit  upon  transformation"  (Messing  interview,  7/1 5/93).  For  example,  Dov

was  discussing  Kashrut  (Kosher  laws)  as it applied  to fish. It occurred  to

Linda  that  some  of the  students  had  probably  not  seen  scales  or fins,  so

she  went  to the  market  and came  back  with  different  kinds  of  fish:  shrimp,

octopus,  and flounder.  According  to Linda,  "It  was  a wonderful  thing.

Everyone  made  drawings,  the  kids  did scales,  we  included  some  science

there  was  a real  give  and take"  (Interview,  7/15/93).

What  was  clear  to everyone  was  that  they  wanted  to create  a school

that  had a lot of "Jewish  atmosphere"  (Tumin  interview,  7/18/93).  There

was  Hebrew  language  and  print  in every  classroom,  and  all the  Jewish

holidays  were  celebrated.  Margie  Klein,  one  of the  original  28 students  and

a Heschel  school  graduate,  recalls  learning  Hebrew  from  two  puppets

named  Uzzi and Peleg  when  she  was  in First  and  Second  grade.  During

the  month  of  Adar,  everyone  had fun as they  prepared  for  Purim.  Margie

still remembers  her  first  "Silly  Socks  Day"  and how  she  and her  classmates
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danced  around  Michael  "in  his elaborately  colored  socks"  (Graduation

essay,  6/92).

Judith  Tumin  wanted  a strong  pre-reading  program  in the Pre  K/K

which  involved  using  phonics  based  on "sort  of a do-it-yourseff  text  that

helped  kids  do sounds,  letter  identification  and  then  begin  to blend  words"

(Interview,  7/1 8/93).  She  did a lot of  work  with  experience  charts  and  wrote

as a group  almost  every  day. All the  songs  were  on experience  charts.

The  cooking  charts  moved  from  "pictograph  to words"  (Tumin  interview,

7/1 8/93)  by the end of  the first  year.

Linda  Messing  taught  reading  to six groups  of First-Second  graders.

One  child  could  barely  speak  English  (having  been  recently  adopted  from

Central  America)  and one  had a lot of  reading  issues,  so Linda  planned

different  activities  to accommodate  her  students.  Three  groups  would  be

reading  on their  own,  two  groups  would  be doing  pages  in workbooks  and

Linda  could  spend  some  individual  time  playing  reading  games  and

working  with  the  two  who  needed  extra  help.

Judith  felt  it was  important  to encourage  "life-cycle  celebrations"

(birthdays)  (Interview,  7/1 8/93).  Everyone  agreed  that  they  wanted  it to be

a part  of  the program.  On that  day,  the  day  centered  around  the birthday

child.  "Allowing  that  child  to have  some  choices  and  decision-making

power  made  it into  a child's  activity"  (Tumin  interview,  7/18/93)

Classmates  could  make  a group  card  or mural,  parents  could  be invited  to

share  the birthday  party,  the birthday  child  got  to choose  what  treat  would

be baked  that  day  and  what  gift  to present  to the class.  This  particuiar

celebration  is still  upheld  in every  Early  Childhood  class.

in both  classes,  math  was  taught  with  the  use  of  manipulatives  and

some  packaged  programs  of  which  CEMEREL  is still used  today.  Judith
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refined  her  curricular  sequence  of  activities  that  Jed towards  number

operations.  One  was  a Pattern  Block  sequence  that  involved  fractions.

Her  cooking  program  included  fractional  parts  and metric  measurements.

Linda  and others  later  wrote  a "scope  and  sequence  of  basically  math

stuff"  (Messing  interview,  7/1 5/93).  They  ended  up with  a list of  terms,

subjects  and areas  "that  the  children  were  going  to ineet  at a certain  level"

(ibid).

As was  stated  from  the  beginning,  the School  wanted  to connect  to

the  outside  community  "because  you live in a real  world,  and  the  world

doesn't  only  happen  inside  the  classroom.  You  take  things...  you  go to

see  things  as they  happen;  you bring  things  back  into  your  classroom  from

the  outside  world"  (Tumin  interview,  7/1 8/93).  One  year,  one  of  the

classrooms  went  to visit  the  construction  site  right  next  to the  school.  They

interviewed  the  workers  and  eventually  establislied  that  they  would  visit

every  Thursday  and bring  some  baked  goods  to share.  The  class  kept  an

ongoing  journal  of  the  way  the  building  went  up and  what  each  stage

looked  like.

Social  studies  centered  a great  deal  around  the  Jewish  holidays,  but

there  was  a "fair  amount  of  neighborhood  stuff  as well"  (Tumin  interview,

7/'1 8/93).  The  school  established  a relationship  with  an "old  age  home"

(Tumin  interview,  7/18/93)  located  nearby.  Once  a month,  the  children

went  to the Home  carrying  their  projects  with  them  to share.

Science  in both  grades  was  hands-on.  Judith  developed  an oil

experiment  that  accompanied  the  study  of Hanukkah.  Linda  and Beth

"controlled  erupting  vinegar  and baking  soda  volcanoes"  (Klein  graduation

essay,  6/92).
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That  first  year,  the  staff  of  the  Heschel  school  developed  innovative,

creative  ways  to teach  unhindered  by hierarchy  of  structure  and  function.

All the  teachers  interviewed  felt  supported  by Michael  as they  found

their  way  and created  this  new  School.  "There  was  something  about

(Michael's)  trust  in our  competence  and professionalism  that  if we said  we

thought  we needed  it, he would  find  a way  to get  it for  us" (Messing

interview,  7/1 5/93).

35



THE  HESCHEL  SCHOOL  TODAY

Today,  the Heschel  School  is still located  on West  89th,  between

Broadway  and West  End Avenue.  The building,  originally  known  as the

Goldstein  Community  Center  of B'nai  Jeshrun,  was  purchased  by the

Heschel  School  on April  4, 1983. From 1984  until 1994,  the building  was

known  as the Henry  Lindenbaum  Jewish  Community  Center.  In 1994,  that

name  was  removed  from  the building's  facade  and assigned  to the lower

school  division  of The  Abraham  Joshua  Heschel  School.  At present,  there

are 325 students  and 83 people  working  at the school  including  faculty,

administrative  staff,  specialists,  office  staff, and building  staff. A large

segment  of the Heschel  School  population  lives  within  a mile  of the school,

although  there  are students  from  all parts  of Manhattan  including

Washington  Heights  and Battery  Park  City. Some  students  live in The

Bronx,  parts  of Brooklyn  and Queens.  At present,  all the students  are

Caucasian  and Jewish.  About  ten percent  of the School's  population  is

Russian.  These  children  and their  Families  are recent  immigrants  and are

able  to attend  the  school  on scholarship.

The educational  philosophy  of the school  has maintained  all of the

original  ideals  on which  it was  founded.  In the 1993-94  Educational  and

Religious  Policy  handbook,  it states:

We  seek  to educate  our students  to function  competently  in and

contribute  to the world,  as Americans  and Jews. Our  emphasis  on

integration  extends  beyond  the Jewish  and secular  to the wide  range  of

intellectual,  academic,  ethical,  artistic,  athletic,  social  and emotional

realms  in which  we assist  students  to achieve  competencies.

Integration  can refer  to the way  we perceive  ourselves  and others,  the

36



way  we understand  problems  and attempt  to solve  them,  or the  way  we

think  about  experience  ( p. 1 ).

A key  component  or integration is attention  to multiple

perspectives.  We  believe  that  an appreciation  of  multiple  perspectives

on intellectual,  social,  and ethical  phenomena,  events  and problems  is

essential  to the  ability  to think  critically  and imaginatively.  We  believe

that  this  ability  is essential  to original  expression,  communication,  and

understanding,  and  that  it is best  developed  in a social  context.  We

want  children  to learn  about  each  other  and about  different  ways  of

viewing  the  world  by sharing  ideas  and perceptions.  We  believe  that

despite  the  confusion  inherent  in multiple  perspectives,  helping  children

to view  and  think  about  experiences  from  several  vantage  points  rather

than  to expect  or seek  one  'right  answer',  will  best  equip  them  for  the

realities  of  a complex  world.  This  is both  a cognitive  goal  of  the  School

program,  and a basic  value  implicit  in our  view  of  Judaism.

(Educational  and Religious  Policy  Manual,  1993-94,  p.2)

The  participants  I interviewed  agreed  that  the  school  has  fulfilled  and

gone  beyond  its' original  expectations.  Judith  Tumin  summed  it all up

when  she  described  the  "typical"  Heschel  graduate:

(The)  ideal  graduate  is a child  who  sees  him/her  self  as a continuing

learner  and  finds  joy  in that. Someone  who  is a 'mensch'  in his or her

relationships  with  others.  (A mensch  is a person)  who  feels  both

responsible  for  the  world  as it is and empowered  to make  it better  than

it is and  who  goes  into  his/her  next  community  asking  not  what  can I

get  from  it, but  what  can I give  it. (Interview,  7/1 8/93)

As September  1994  approaches,  the Heschel  School  finds  itself

expanding  to include  a second  building  to house  the  Middle  School
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students.  The  building  has 5 floors  and 20,000  square  Feet. Plans

currently  call for  six  classrooms,  a library,  lunch  room,  gym,  synagogue,

and a variety  of  specialty  rooms  for  art, music,  computers,  science  and

student  support  services.

The  present  building  at the  89th  Street  facility  will also  be renovated

and enhanced  over  the next  few  years.  This  will include  updating  and

expanding  classroom  space,  renovating  and redesigning  roof  playgrounds,

and expanding  space  for  support  services.  To facilitate  this  growth  and

expansion,  the HESCHEL  2000  Capital  Campaign  was  Formed.  The  goal

of  the Campaign  is $15,000,000.  Heschel  families  are being  asked  to

raise  1 0% of  the  total  goal  ($1,500,000).  Community  philanthropists  and

foundations  are  expected  to provide  the other  90%  or $13,500,000

(Heschel  2000  newsletter,  1993).

In addition  to the  above  HESCHEL  2000  Capital  Campaign,  there  is

also  an Annual  Fund  campaign.  This  consists  of  fundraising  efforts  and

events  that  are needed  to meet  actual  operating  deficits  each  year.  The

deficits  are due  to the  fact  that  it costs  $3,200  more  per  child  than  the

actual  tuition  of  $11,000  per  year  covers.  The  Auction,  Benefit,  and

Journal  are all activities  included  in the  Annual  Fund.  As this  campaign

raises  only  a portion  of  the Fund's  goals,  the  balance  must  be raised

through  solicitations  and  grant-seeking.  "The  Annual  Campaign  Fund  has

had  to raise  between  $750,000  to $1,000,000,000  annually  over  the past

few  years"  (Geffen  interview,  3/1 7/94).

When  the new  building  opens  in September  1994,  the  Heschel

School  will have  grown  to 380  students  and  will  be able  to accomodate  the

final  goal  of 450  students.  It will  be able  to provide  two  classes  per  grade

from  Nursery  through  Eighth  grade.  Quite  a long  way  to come  in 11 years.
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DISCUSSION

In July,  1989,  I moved  from  San  Diego,  California  to Manhattan  to

begin  a job  at the Heschel  School.  The  School  was  beginning  its' sixth

year  and  was  being  run by its' second  Director,  Baruch  Rand.  I was

assigned  to teach  the  last  mixed-age  group  of  6,7, and 8 year  olds. There

were  10 boys  in the Second  grade,  2 boys  and 8 girls  in the  First  grade.  I

was  told  that  the  class  would  be well  matched  academical!y  because  the

Second  graders  had finished  at the  "bottom"  of  their  class  the  previous

year  and  the First  graders  had  finished  at the  "top"  of  their  Kindergarten.  I

had a partner  who  only  taught  Hebrew,  Judaica  and  one  advanced  reading

group.  There  was  no set  curricula  and 6 of  the  8 First  and Second  grade

teachers  were  new  to the School.  We  ended  up teaching  the  group  of First

graders  together  and the Second  graders  by themselves.  We  were

continually  reshaping  the curricula.

In 1990,  a new  director  took  over. She  was  different  than  anything

the  Heschel  School  had known  before.  She  immediately  began

establishing  an organizational  hierarchy  that  would  set  up definitive  roles

for  administrators  and standards  of behavior  for  teachers  as well  as

increase  revenue  and enrollment.  From  that  moment  on the Heschel

School  lost  its' grassroots  flavor  and  was  on its way  to becoming  a

business.

Now  I'm in the education  "business".  All teachers  have  to attend

weekly  faculty  meetings,  hand  in lesson  plans  a month  in advance  for

approval,  submit  a script  For Parent  Night,  as well  as conforming  to dress

code.  My supervisor  is in my  room  to perform  observations  on a daily

basis.  The  questions  and suggestions  lead  me to interpret  them  as verbal
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demands.  Essentially,  there  is a loss  of  autonomy.  A paragraph  from  the

1993-94  Teacher's  Manual  states  that,

as a member  of  the  Abraham  Joshua  Heschel  faculty,  you  are the

most  important  representative  of  the school.  You  represent  the  entire

school,  not  only  your  classroom.  Your  main  identity  with  the  outside

world  is as a member  of the  staff.  At no time  can  you  separate  publicly

your  professional  position  from  your  other  identities  (Professional

Ethics  section  H2).

From  October  to March  there  are  frequent  organized  tours  of the

school  for  parents  who  want  to apply  for  admission.  At these  times  it is

the duty  of  the  staff  to maintain  quiet,  decorum,  and  the utmost

professionalism.  According  to the 1993-94  Teacher's  Manual:

not only  is it important  that  the  school  be well-run,  well-maintained,

creative  and stimulating,  but also  that  it physically  reflect  these

characteristics.  Clean,  orderly  hallways  and  decorated  walls  convey  a

sense  of respect  for  our  school  environment  and pride  in our  work.

Classroom  and  hallway  bulletin  boards  speak  loudly  and reflect

classroom  activities,  so use  them  for  that  purpose  (Duties  of  Teachers

section  G1).

The  structure  of  the  building  also  creates  a source  of  concern.  At

present,  we don't  have  proper  bathroom  facilities  for  the Kindergarten

children.  There  is no water  fountain  near  the  two  available  play  areas,

some  classrooms  don't  have  sinks  but  the  hallways  are  always  shiny  and

clean.  I feel  as though  we are  a book  being  judged  by its collective  cover.

It must  be said  that  I have  learned  a lot at the Heschel  School.  I had

twelve  years  experience  under  my  belt  when  I came  to New  York  yet  each

year  here,  my  teaching  has improved.  I have  come  to more  fully
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understand  that  (earning  situations  are  sustained  by being  attentive  to each

child's  particular  developmental  stage  and style  of  learning  by being  both

prepared  and flexible  enough  to keep  up with  these  demands.  Moreover,

the focus  by the  teacher  on the process  of learning  rather  than  the  end

result,  is an important  aspect  of  work  with  children.  For  example,  the  final

painting  produced  by a child  receives  less  attention  than  the  actual  process

of the  way  the  child  moves  the brushes  across  the page  or mixes  the

shades.

My classroom  is set  up so that  the  carpeted  front  room  is used  for

blocks,  dress-up,  a quiet  book  area,  shelves  filled  with  activities  that  be

used  on the  floor,  and a group  meeting  space.  The  second  room  is full of

windows  and bright  light. There  is enough  seating  for  every  child  in the

class  to participate  in a group  lunch.  This  is also  the  place  where  all the

table  activities  take  place.  There  are  plenty  of low  shelves  strategically

placed  around  the  room  and  organized  so that  the  children  can  choose  art,

writing,  math,  language  arts,  and science  materials  on their  own. Also  in

this  room  is a sand/water  table,  an easel  for  painting  and shelves  which

house  the  children's  storage  bins  (see  Appendix  H).  In general,  the

materials  in use  in this  classroom  are very  unstructured  ones,  suitable  for

full exploration  by the  children  in their  solarity,  parallel,  or  cooperative  play.

There  is a good  balance  between  short-term  and  long-term  projects  for  the

children  to select.  Also,  there  is an effective  rotation  of materials,  some

more  frequently  used  than  others,  that  provide  both  change  and

consistency.  The  primary  function  of  the  teacher  is "first  to orchestrate  the

environment  and  then  to maximize  the  use  of  it for  individual  children"

(Lubeck,  19, p. 223).
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Over  the  years,  the school  has  developed  a whole  language,  whole

child  integrated  program.  Our  units  are  planned  according  to the  Bank

Street  curricular  WEB  theory.  Language,  art, music,  science,  social

studies,  and  math,  are  all part  of  a Judaic/Secular  unit  of  study.  This  is

certainly  what  Lucy  Sprague  Mitchell  had  envisioned  when  she  wrote

Young  Geoqraphers,  (1934/1963)  "...curriculum  planning  should  be part  of

a child's  experience...their  curriculum  furnishes  a field  for  explorations  and

discoveries"  (p.16).

The  teaching  pmfession  loses  when  in the  administrative  eye  the

value  shiffs  from  a person-centered  business  to a money  making

business.  The  parents  are  courted  and accommodated  for  their  monetary

value.  The  children  are  valued  and  validated  as a commodity.  In the

process,  it is the  teachers  who  lose  their  voice.  Michael  W. Apple  (1982)

says  that  we need  to see  the  "ultimate  effects  of  technical/administrative

knowledge  as being  generated  out  of  contradictory  pressures  forced  upon

it" (p.66).

When  the Heschel  School  began  in 1983,  its teachers  were

sustained  by "the  trust  in (their)  competence  and professionalism"

(Messing  interview,  7/1 5/93).  It was  an organizationally  evolving,  child-

centered  school,  facilitated  by a teacher-centered  environment  that  allowed

for  maximum  individual  growth  and  self-esteem  building  for  students,

teachers,  parents  and administrators  alike.  Since  1990,  the  school  has

become  more  organizationally  stable  (see  Appendix  I ). The  formality

inforced  by the  school's  third  director  and  various  supervisors  of  her

choosing  has  literally  dissolved  any  autonomy  and  decision-making  power

of  the  classroom  teachers  which  existed  in the  early  years.  The  school

has  become  administratively  top-heavy  as well  as heavy-handed.  For
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harmony,  happiness,  and  creativity  to again  prosper,  the  classroom

teachers  need  to be able  to voice  concerns,  ask  critical  questions,  reveal

what  is frustrating  without  fear  of  reprisal.  In order  to do this,  participating

teachers  need  to feel  and be valued.  Dialog  between  administration  and

staff  is an imperative  part  of  the  process  where  both  parties  can  speak  and

be heard.  A place  where  dialog  opens  up avenues  of  deeper  growth  and

understanding.

Much  of the  written  literature  regarding  the  school  and its

philosophical  beliefs  for  students  speaks  of  value  claims  such  as

encouraging  and appreciating  different  points  of  view.  This  should  apply  to

teachers  as well. The  Handbooks  should  be rewritten  accordingly:

Through  the  classroom  experience,  students  (and  administrators)

are  encouraged  to appreciate  different  points  of  view-academically  and  in

their  life beyond  the  classroom.  We,  (the  teachers),  believe  that  this

appreciation  of  multiple  perspectives  on intellectual,  social,  and  ethical

phenomena  events  and problems  is essential  to (our)  ability  to think

critically  and imaginatively.
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MY ROLE  AS A TEACHER  WITHIN  THE  ORGANIZED  STRUCTURE

I have  (by chance)  over  the  years  taught  at several  schools  with  pre-

determined educational prescriptions  - Montessori,  a Jewish  day  school,

and a West  Indian  government  school.  I rarely  questioned  the basic

structure,  preferring  to leave  that  structure  in place  so that I could  do as

pleased  INSIDE  my classroom.  I have  always  found  comfort  and freedom

in this  way  of teaching.  Like Maxine  Greene's  compelling  interpretation  of

an article written  by Josef  Skvorecky,  "There  is no consciousness  of

obstruction,noresentmentorrestraint  "(1988,p.11).  Greenegoeson

to say, "If  there  is nothing  a person  particularly  wants  to say, s/he  will not

suffer  from  censorship  or controls  of freedom  of speech.  The individual

simply  feels  free: It is no different  than  breathing;  the condition  simply  is"

(1988,  p.ll).

Recently,  I began  to feel  uncomfortable  and self-conscious  about  my

role as an educational  practitioner.  On some  level,  the realization  that

there  is a better  world  outside  the one I've created  and sustained  has

shattered  my preconceptions.  My initial  response  in reading  three  different

yet interrelated  concepts  made  me question  what  makes  an educator.

Voices  such  as Maxine  Greene,  George  Counts  and John  Dewey  discuss

real freedom  having  to do with  moral  and pedagogical  commitment  and

being  part  of something  bigger  than  ourselves.  Also,  as we need  to reach

for power  ourselves.  Dewey  (1 938/1963)  then  inspires  us to relate  the

development  of experience  as a teacher  as a process  of interaction.

Ultimately,  this  means  that  education  is basically  a social  process.  One

realization  is that  I have  not  yet  "committed  to framing  an intelligent  theory"
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or philosophy  of  experience.  I feel  like I am "at  the mercy  of  every

intellectualbreezethathappenstoblowby"(Dewey,  1938/1963  p.5l).

When  I am Feeling  the  reality  o( "consciousness  of  self'  (Pignatelli,

5 992),  I acknowledge  that  the discomfort  that  I am feeling  is just  part  of  the

evolutionary  process.  I do not  yet  know  what  action  to take  in the  face  of

this  new  knowledge.  I need  to redefine  myself  outside  of the  old context.

This  is a time  of  reflection  of  who  I am, what  I do, what  I think.  It is also

time  for  reflective  steps  within  broader  contexts.

Until  recently,  I never  questioned  what  it meant  for  a teacher  to be

socially  responsible.  I never  thought  of  myself  as having  an opportunity  to

address  issues  of  social  justice.  Yet  I do continue  to think  about  myself  as

a nurturing  sort  of  socializing  agent  from  the  perspective  of  encouraging

the  children  to work  out  their  personal  differences  with  words,  to share

classroom  materials,  be polite,  and clean  up after  themselves.  I think  of

myself  as a liberator  when  I expose  children  to the  wonders  of  transforming

a seed  into  a plant,  a sound  into  a written  letter,  or three  letters  into  a

written  word.  As time  progressed  and I began  the  journey  with  this  paper,

words  and  thoughts  regarding  the  possibilities  were  unleashed.  Instead  of

my usual  Bowles  and  Gintis  (1976)  attitude  of inserting  people  into  the

structure  of  education  that  is reflective  of  the  structure  of  corporate  society,

I saw  the  possible  optimism  of  my  role  as a socializing  and liberating  agent

via actively  participating  in change  making.

What  I have  yet  to grasp  is the liberating  concept  or reinventing

one's  self. Within  a larger  context,  Paulo  Freire  (1970)  says  that  the  way

people  react  inthe  world  is a result  of  how  they  view  themselves.  It is

incumbent  upon  teachers  and  students  to be constant  mirrors  for  one

another.  I regard  myself  as one  who  exists  in a world  of  ideas.  By
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discussing  these ideas  with my students  in order  to create  a dialog  and a

"living  culture" (Lightfoot, 1978)  in my classroom,  I am also allowing  them

to reflect  upon  their  world,  and helping  them  become  critical  thinkers.

Education  should  allow  people  to see the deeper  implications  of

things and to reflect upon  them. W. E. B. Du Bois(1  903/1  969) made  a plea

for an ethic  of "caring"  in his early  writings.  He said  that  we need  to take

care  of  ourselves  and others-not  only  our  economic  viability.  Education

becomes  a means  whereby  a person  can become  conscious  of larger

implications-  social  and human.  Once  a person  becomes  conscious  of

him/herself,  way  of thinking,  acting,  speaking,  relating  to others  and the

world,  then one can begin  the process  of becoming  "fully  human"  (Freire,

1970,  p.61).

As people,  we are a work  in progress.  It is this  "unfinished

character"  that Freire  (1970, p.72) speaks  of that  views  education  as an

ongoing  activity  throughout  the human  experience.  Each  day  we learn  new

things about  ourselves  and the world  around  us. Our  perception  of reality

is constantly  changing  and in order  to transform  ourselves  we need  to

understand  where  we've  been  in order  to know  where  we are going,  so we

can build  a better  future  not only  for  ourselves  but the society  we live in.

I think  that  we can all agree  that  the education  system  in this  country

is not above  prejudice,  intellectual  and economic  elitism,  or corporate

capitalism,  so to dwell  on it serves  little purpose.  As teachers  we must

constantly  remind  each  other  that  there  are things  we can do in our

classrooms  to begin  making  changes.  We  can sketch  out a landscape  in

our  classrooms  and schools  that  motivate  children  so they  can tune  in to

the ongoing  dialogue.  We  can praise  individual  expression,

idiosyncrasies,  and differences.  We  can help  our  students  to think  more
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