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Editorial ... 

The visual shown here on this page has been 
chosen to capture the annual National Union of 
Christian Schools affirmation of Christian educa­
tion, which it urges each school to dramatize dur­
ing its own choice of Christian Education Week. 

As the text of the promotional material repro­
duced below suggests, the imagery of a prism is 
particularly appropriate for our profession as Chris­
tian teachers, for we are in the business of letting 
God 's light shine through us  and through our sub­
ject matter, thus enlightening the lives of our learn­
ers. 

I urge you to examine your teaching so that you 
may maximize the light of God that you shed in 
your subject. While we may not capture the infra 
red beyond the upper end of the spectrum nor the 
ultra violet beyond the lower, there is enough in 
the visible spectrum to show that Christian educa­
tion is truly a many-splendored thing. The text 
reproduced below is offered as food for thought. 

-D .O.  

"That rainbow you saw last summer is  an interest­
ing phenomenon , one you 'll probably want to in­
clude in a lesson once you begin teaching. Using a 
prism and a beam of light, you will be able to 
demonstrate quite easily exactly what happens in 
order for a rainbow to occur. And nothing is more 
exciting than helping children learn, getting them 
to spontaneously respond with , 'Oh, I see!' 

That 's what teaching is all about, you know. 
You will be using your expertise to help your 
students 'see the light, ' that vast body of knowl­
edge so necessary for them to absorb and apply 
today. It 's a joyful, exhilarating experience, one 

Visual and text reproduced with permission of NUCS,  Grand 
Rapids, Mich. 
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you'll not regret getting into. Your first days or 
weeks may be frightening and exhausting, but the 
overall result is bound to be an extremely satisfy­
ing sense of accomplishment and service to both 
God and man. 

Using the analogy of education or knowledge as 
'light, ' your students will 'see' as much light as 
you help them to see. So it's important that you 
turn on as much light as you can! 

Of course, where you teach will make a big 
difference. If you teach in a non-Christian school, 
your students will be able to see plenty of light, all 
right. It will be ordinary light, and mu'ch can be 
seen with it. However , without the right condi­
tions, that ordinary l ight cannot become, )ike the 
rainbow, a truly many-splendored thing. 

The Christian school, based on the Word of God, 
involves far more than the addition of Bible classes ,  
devotions, and prayer to a non-Christian school 
curriculum. In the Christian school, every subject 
every day is taught from a Christian perspective , in 
the light of God's Word. Thus the Christian school 
can serve as a prism, changing the ordinary light 
into the broad spectrum of real knowledge, with 
Jesus,  the Light of the world , able to be readily 
seen in all of life. And that's the light your stu­
dents must see! 

As a teacher, you'll be standing in the place of 
parents, helping them fulfill the Biblical mandate 
to 'train a child in the way he should go' (Prov­
erbs 22:6) .  Your personal, Christian commitment 
is needed. So is your ability to use the prismatic 
effect of the Christian school to approach every 
subject with the premise of Psalm 26:9, 'In thy 
light shall we see light. ' Only then can your stu­
dents enjoy the many splendored thing that is truly 
Christian education. And you can do that in the 
Christian school!" 
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rack. Ttme was there , Newsweek and US. News ------------ . ......--.n fl · 
were there . And Fortune. Fortune? Freddie bent 

_L) ·. · his head to see if-yes, it was addressed to Mr. 06 n Sl' 
Winter, the business teacher . P�obably carried from 

V, home to make some dev�tmg comment about 
· 

\� I our bright economic future. Freddie sniffed. And 
- of course there was The Christian Educators 

Freddie was wamng in the Asylum, a strange, 
unwelcome and uncomfortable place for almost 
every student .  Coffee was perking in the corner 
and smelled warm and good, but Freddie couldn't 

. shake the feeling that he was behind enemy lines, 
even sitting in their headquarters. It  was still seven 
minutes until Mr. Vroom would walk through that 
door and Freddie , on orders from Principal Rap, 
would have to apologize to him for his behavior in 
class. Freddie 's legs were trembling, so he sat 
down. 

He chose one of those old soft squooshy chairs 
that are supposed to be so comfortable but hold 
you in like a prison and make you feel small and 
ridiculous. He glanced from the clock (now show-
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journal, The Banner, and Christian Home and 
School. He felt more and more like a P .O.W. 
Strategy books, he thought, war manuals on how 
to gang up on us, how to manipulate and control 
us, how to mold us so that we give just the "right" 
answers. His mind went back to the senior Ref Doc 
class he was kicked out of. 

The little blow-up wasn't unexpected ; it was 
quite a while in coming. It was that stupid 
devotion to Berkhof, ljke everything he said was 
divinely inspired . And Vroom-man, you raise your 
hand and it proves you 're a heretic. Wasn't it 
possible that Berkhof could be wrong just once or 
at least that what he said was just his opinion? 
Every question I 've asked , every time I wondered 
about a different way,  I was shut down. I don't 
want one-sided doctrine shoved down my throat . 

Boy, did h is face get red. 
"So that's what we 're doing here, huh?" Vroom 

had stammered. "Shoving doctrine down your 
throat. " 

Yeah , I can't raise my hand without you telling 
me that's not the Reformed way of thinking. And 
I 'm sick of it. 

"Well, if you 're so sick of it , then just leave . "  
What? He can't be serious. 
"Get out, I said. Go to Mr. Rip's office and tell 

him you were kicked out for disrupting the class . "  
Disrupting the class? You mean raising my hand. 
Freddie was still looking at the magazines . He 

fought the temptation to pick one up and read it . 
No, he didn 't want to be caught spying on their 
secrets . 

The bell rang, the rumble started and quickly 
grew, a door slammed and then two more . Kids 
were marching past on their way to chapel, talking 
loudly. Freddie's heart constricted and his palms 
sweated. They sure keep it warm in here , he 
thought. His ears strained trying to pick out from 
all the footsteps the decisive tread of Mr. Vroom. 
He thought he heard him, and then he did and Mr. 
DenDenker with him. Oh no , thought Freddie , if I 
have to apologize to old Vroom in front of Mr. 
DenDenker-DenDenker saw Freddie first. 

"Hi Freddie, aren 't you going to chapel?" 
"Yeah , in a minute. I have to talk to Mr. Vroom 

first . "  
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Vroom had stopped short on seeing Freddie but 
had since put on a cool nonchalance . 

"You talked to Mr. Rip?" Vroom asked , ice 
dripping from his mouth. 

"Yes, sir, " Freddie answered. DenDenker took 
his cue from the tension in the air and announced 
that he had some work to do. He retreated to the 
adj acent workroom. 

"Uh ,  I 'm sorry I caused trouble in class today,  
and, uh, for being disrespectful. " 

"That sounds well rehearsed, " Mr. Vroom said 
sarcastically. Unfortunately for Freddie, Vroom 
stood between escape and the door. Freddie was a 
trapped animal , so he acted like one. 

"It was," he said defiantly. 
Vroom backed off and headed for the coffee 

pot. 
" I  just don't know what to do about you, 

Freddie. You 're not a dumb kid, but you 've got a, 
uh , a bad attitude. It 's  a sinful attitude really, and 
it is bad for the class. I mean, what are you , 
sixteen? seventeen? Still a child, really. And 
sometimes you think you 've got it all figured out. 
You sit there and argue against someone like 
Berkhof as if you were equal to him or something. 
And that sort of thing sets a bad example for class. 

Now just to show you I 'm quite serious about this, 
I want you to read the second chapter of I I  
Timothy. And pay special attention to  the 23rd 
verse which exhorts you not to have anything to 
do with foolish and ignorant speculations. In fact , 
don't just read it ; I want you to make a full page 
report on the chapter. "  

Freddie's teeth were clenched as he left the 
room which successfully kept him from saying the 
things that would have resulted in more apologies 
and more assignments. When Freddie reached the 
hallway he was stopped by Mr. DenDenker. 

"I was in the workroom, and, uh, I couldn't help 
overhearing your conversation ,"  DenDenker said 
self-consciously . "I don't mean to take sides in this 
little controversy , but I just wanted to say that ,  uh , 
Mr. Vroom might be able to keep you from raising 
your hand in class, but he can't keep your mind 
from working. Remember that , OK? " 

"Yeah,  I will ," Freddie smiled gratefully. 
"And, uh, one more th ing, Freddie. "  
"Yes, sir?" 
"A good, questioning mind is never a substitute 

for a good , loving heart, right?" 
Bob DenDenker entered the Asylum just as 

Vroom, the incident almost forgotten, was reach­
ing for another chocolate-covered donut. 
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"Academicians are concerned with the content 
of education ;  educationists spend their time 'With 
the process. " This judgment expresses a dichotomy 
which needs some breaking dowri. Early in my 
teaching (of academic subjects) career I became 
convinced that some of the most crucial content 
being taught and learned in my classes was the 
content of process. That conviction led me to 
become what is called an educationist. 

That conviction also provides the first thesis for 
this article : 

Some of the most pervasively influential and 
enduring content which is learned in school is 
the content implicit and explicit in the educa­
tional process. 

This thesis gives formal expression to some rather 
commonplace knowledge. It  is sometimes ex­
pressed in these words :  "An education consists of 
what is remembered after you forget what they 
taught you. " In  such words the learner is express­
ing the judgment that though he surely did learn to 
read, write,  and do arithmetic in school, neverthe­
less, his intuition-if nothing else-tells him that 
some other vitally important things were learned 

*Marion Snapper, recently chairman of the Education Depart­

ment, Calvin College, is. now Professor of Christian Education, 

Calvin Seminary. 
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there . But he finds it most difficult to explain in 
words just what those learnings were . 

Such judgments are expressed most pointedly 
with regard to specific teachers. When asked why 
they think so highly about some former teacher, 
students frequently answer that they aren't really 
clear about it , but that something very important 
happened to them in that class or course . Those 
important learnings are in part what we mean here 
by the content of process. 

Defin ition of Terms 

By the term content we refer to the following : 
the compendium of information which comprises the 
learning material for a particular course or grade. The 
information may consist of a related body of facts, 
laws, theories, and generalizations, as in a traditional 
science course, or a description of events, as in a 
history course, or in any other predetermined ar­
rangement of a particular segment of man's knowl­
edge. Content, in short, "is a rhetoric of conclusions 
to be transferred to the student." (J. Cecil Parker'and 
Louis J. Rubin. Processes Content: Curriculum De­
sig n and the Application of Knowledge. Chicago: 
Rand McNally. 1966. The whole book is devoted to 
the topic of this article. However, for Parker and 
Rubin process is "the highest form of content." 
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This is true for anyone who faithfully carries out 
john Dewey's theory of education: means are more 
normative than ends.) 

Parker and Rubin use the above definition to 
distinguish rather. sharply between content and 
process, defining the latter as "the cluster of 
diverse procedures which surround the acquisition 
and utilization of knowledge" (Op. cit., p. 1). 

Content, being the rhetoric of conclusions, is 
what is characteristically found in textbooks. It is 
the distillation of the findings of a scientist or an 
artist ; it does not include all of the processes which 
the author engaged in as he dug out the data and 
formulated his findings. 

A Manual of Christian Doctrine contains the 
findings of a scholar who employed a wide range of 
methods in arriving at the rhetoric of his conclu­
sions which he codifies under the above t itle. We 
do not know how the author went about the task 
of theologizing ; about all we have are his conclu­
sions. 

If one wishes to learn the rhetoric of conclusions 
of physics, then he learns Newton's laws, Ohm's 
law, and all the rest of the laws. If he wishes to do 
physics, he goes to the laboratory. If one wishes to 
learn the rhetoric of conclusions of sociology, he 
learns the concepts and generalizations found in a 
textbook. If he wishes to do sociology, he engages 
in first-hand empirical or analytical study. 

Clearly, then, competent academicians are vital­
ly concernecf not only with the content of their 
disciplines, but with the methods as well. Compe­
tent academicians are not, however, always vitally 
concerned with having their students engage in the 
methods of their disciplines. There is quite a direct 
correlation between the degree to which a teacher 
seeks to pass on the methods of a discipline and 
the degree to which "active" learning is going on in 
his classroom. Likewise , there is quite a direct 
correlation between the degree to which a teacher 
seeks to pass on the rhetoric of conclusions and the 
degree to which that teacher has " passive" learning 
going on in his classroom. This relationship may be 
diagrammed : 

"Active" Learning 

Students are doing sci­
ence: 

-working m the labora­
tory 

-applying, discovering 
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through first-hand ex­
perience 

Students are doing his­
tory: 

-reconstructing the past, 
whether last year or 
1066 A.D. 

"Passive" Learning 

Students are learning 
the rhetoric of con­
clusions: 

-reading books, listening 
to lectures, looking at 
pictures of experi-
ments m science 
books, memonzmg 
laws and data. 

I th ink that this is the most profitable applica­
tion of the terms "active" and "passive" . to 
classroom learning. It is not that the student 
engaged in learning the rhetoric of conclusions is 
not active; rather, this student is functioning 
passively as a receptacle for conclusions passed on 
to him by others, and the other student is active 
using the tools and methods of a discipline , thus 
learning and evaluating the (rhetoric of) conclu� 
sions for himself. Used in this way, the terms ought 
not to be viewed as either pejorative or complimen­
tary . Since no student can rediscover all that the 
human being has concluded, there must always be 
a lot of passive learning. 

It is understandable that an educator who 
emphasizes active learning would be called a 
liberal. His emphasis on giving the student the tools 
and methods for arriving at his own conclusions 
and for evaluating the conclusions of others poses 
an obvious threat to those who would maintain the 
status quo. 

Thus far we have been focusing on the specific 
processes and methods of the various academic 
disciplines, noting that scholars do indeed view 
methods as very much a part of the essential 
content of mastering their disciplines . But the 
process of education includes more methods than 
these specifically identified with the several disci­
plines. There are methods of evaluation, classroom 
control, teaching and learning, and general manage­
ment. All of the methods together constitute what 
we refer to as process. 

Since process and content are inextricably inter­
woven, it is · not always possible to distinguish 
clearly between them. Perhaps this is most obvious 
in the teaching and learning of reading. Reading is 
a process of decoding symbols, and the symbols are 
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the vehicles which carry most of  the cargo of 
educational content . And if process and content 
are so inextricably interwoven in the most basic 
skill for school learning, then surely the two are 
interwoven throughout education. 

It is possible, nevertheless, to distinguish be­
tween them in order to deal with the thesis C'� this 
article. I llustrations will serve us best here. Fallow­
ing are a number of facts, concepts, and generaliza­
tions ·which Nancy Tyler learned , primarily in 
school. Before each one place either a "P" or a 
"C. " Place a "P" if the statement is something you 
would judge that Nancy learned primarily from the 
process of education. Place a "C" if the statement 
is something you judge that she learned primarily 
from the content of her education.  

__ 1.  Columbus discovered America in 1492. 
(Lawrence E. Metcalf, "Research on Teach­
ing the Social Studies ," N. L. Gage, ed . ,  
Handbo ok of Research o n  Teaching. Chi­
cago : Rand McNally .  1963,  p .  94 1. Metcalf 
uses this statement to illustrate the "Re­
flective Theory of Method. " Thus he pro­
vides a good illustration of the relationship 
of process to the rhetoric of conclusions . )  

__ 2 .  History i s  a bore. 
__ 3. The Bible is a book given to us to find the 

proof texts given to us to prove the 
doctrines given to us to believe . 

__ 4. (A+ B)  (A- B)= A2 - B2 
__ 5. You can never become a great mathemati­

cian if you make mistakes in computation. 
_ _  ·_6. H2 0 says that water is made up of two 

parts hydrogen, one part oxygen. 
__ 7. I ' ll never amount to anything. 
__ 8. Light travels at about 186,000 miles per 

second. 
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__ 9. I am no good at art because the things I 
draw never look like what they are sup­
posed to be. 

__ 10.# indicates a sharp in music. 

If  I were to classify these I would say that 
1,4,6,8,and 10 are examples of C-content (content 
learned primarly from the content of education) .  
2, 3 ,5,7, and 9 are examples ofP-content ( content 
learned primarily from the process of education).  

If the reader disagrees at some points, then we 
have a good indication that the distinction is not 
always easy, especially when we do not have before 
us a complete record of what happened to Nancy. 

Identifying the Content of .Process (P-content) 

If we use Parker and Rubin's definition of 
content as the rhetoric of conclusions, then we 
must make clear just how process (a  cluster of 
diverse procedures) becomes content . The answer 
has been implied by the ten concepts or generaliza­
tions which Nancy learned in school. 

All ten are treated alike; they are all stated as 
declarative sentences. All are stated as conclusions 
of so me process; they are a set of ten (rhetoric of) 
conclusions. "Columbus discovered America" is 
the conclusion of some research historians (Met­
calf, pp.  94 1-943). "History is a bore" is the 
conclusion of Nancy . In the life of Nancy both 
conclusions function as the content of her educa­
tion, though I dare say that her conclusion about 
history is a far more pervasive , influential kind of 
content than is her knowledge about Columbus.  

There are some distinctions which normally can 
be made between C-content and P-content . Look­
ing at the list of ten, those identified as C-content 
( 1,4,6,8, 10) were in all likelihood given to Nancy 
explicitly ; they were in the materials-textbooks ,  
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teacher talk, etc .  Those identified as P-content 
were probably not given to Nancy explicitly. 
Rather, they were learned inductively ; they are 
conclusions which she came to as a result of a long 
series of experiences. It is very doubtful that 
Nancy's teacher explicitly taught her ,  "History is a 
bore. " That content was implicit in the process. 

The first distinction, then, is that C-content is 
normally explicitly taught whereas P-content is 
commonly implicit in the teaching-learning proc­
ess. 

A second distinction is that the learner is 
commonly passive (using the previous definition 
given) in learning C-content, but invariably 
active in learning P-content. Nancy was the 
passive recipient of the conclusions of research 
historians that Columbus discovered America. She 
did not do the research which led to that particular 
rhetoric of  conclusion. But she personally did the 
"research" which led to her conclusion that history 
is boring. This is probably an important clue to 
understanding why the P-content is generally so 
much more pervasive, influential ,  and enduring 
than C-content . Nancy may be compared to the 
Vietnamese war prisoner who learned from the 
Bible that "God is alive . "  But that learning did not 
become pervasive and influential until he induc­
tively arrived at it through his experiences in a 
pnson camp. 

A third distinction is found in the degree of verbal 
precision for articulating the content. "The symbol 
# indicates a in music. " Nancy, if she had 
done her work, can fill in the blank with perfect 
precision . This is not to suggest that the precise 
verbal response represents any more than rote 
verbal learning. It does not tell us how much 
understanding there is, whether or not the response 
is more than a parroting. But we do know that it is 
the correct response. In this sense there is a high 
degree of objectivity with C-content. The rightness 
or wrongness of the answer does not depend on the 
subjective states or experiences of the learner. 

P-content does not necessarily have this obj ectiv­
ity . To illustrate we may take an item from 
Nancy's list of learnings : "I am no good at art 
because the things I draw never look like what they 
are supposed to be. " 

When Nancy entered high school she had nega­
tive feelings toward art as a subject of study . She 
could not state clearly why she· felt this way ; as a 
matter of fact , her feelings were quite mixed. 
There was something which drew her toward art 
and something which pushed her away .  The art 
teacher, noting Nancy's  aptitude for dressing most 
tastefully , including accessories which she often 
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made herself, asked her why she did not study art . 
Nancy fumbled for an answer, " I  don 't know. I 
just don't care to study it . . .  " ( I s  that answer right 
or wrong?) Through many conversations the art 
teacher finally "got it out" of Nancy .  In elemen­
tary school her art work was never selected for 
bulletin board display, nor was Nancy ever asked 
to explain her artistic creations to the rest of the 
class. She noted that the art works which went up 
on the bulletin board were invariably accurate 
reproductions of reality ; the more a student's 
production resembled a photographic reproduction 
the more attention it got . No one ever said a word 
about realism or impressionism, but Nancy was 
taught some very profounci content : "Realism �s 
good art ; impressionism is bad art . My art work IS 
impressionistic ; therefore I am not a good artist . "  

When the teacher finally succeeded in putting a 
precise and accurate verbal label on Nancy's feel­
ings and experience, Nancy was able to cope with 
her conflict in art .  Counseling by the art teacher 
had the effect of translating feelings and emotions 
into words which were a precise and accurate 
formulation of the cognitive content implicit in 
Nancy's experiences with art in the elementary 
school. 

According to our definition of content (the 
rhetoric of conclusions) , it would be accurate to 
say that Nancy 's feelings about art were not con­
tent until she was able to express those feelings 
with the precise and accurate cognitive content 
which was associated with them. Rollo May's L ove 
and Will helped me understand the importance of 
"naming" the content of process. Psychiatrists 
make a living helping people "name" their demons. 
Digging into childhood experiences, they help 
persons get out into the open what was buried, non­
verbally , deep in their psyches. In May 's words :  
"Traditionally, the way man has overcome the 
daimonic is by naming it . . .  the word discloses 
the daimonic , forces it out into the open where we 
can confront it directly" (Rollo May, L o ve and 
Will. New York : Norton . 1969, pp. 167, 176). 

Disti nctiveness in  Methodology 

The question is often asked, "Is the"re anything 
distinctively Christian in methodology?" Typically 
the discussion will get bogged down when someone 
challenges with such a question as, "What is dis­
tinctive about, for example , repetition as a 'law' of 
learning?" My second thesis deals with this prob­
lem. 

Anyone who wishes to implement a specific 
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philosophy of education, Christian or otherwise, 
must be as concerned with the content, implicit 
or explicit, of process as he is with the content 
of the rhetoric of conclusions: the identification 
of the P-content is the first step in making 
judgments about teaching methods from a Chris­
tian (or other) perspective. 
First we shall accept for judging methodology 

that norm which asks very simply whether or 
not it works. Now quite obviously all educators 
would judge methods which don't work to be 
inadequate. That is not where the difficulty lies. It 
lies where there are alternative methods, all of 
which work with apparent equal effectiveness so 
far as the measured outcomes of education are 
concerned. An example of this is found in the 
research on the teaching of mathematics. It is not 
at all clear that the "discovery" method is superior 
to the "tell and do " method when the outcomes 
measured are mathematical competencies. 

If  we take two such methods which appear to be 
equally effective in achieving certain goals and try 
to determine the content of those different proc­
esses, then we will have an added way to make 
evaluations. 

"Society is a jungle ; survival of the fittest is the 
law;  the best motivation to instill in people is 'Get 
ahead of the other guy ' ;  Competition is the key to 
success .. . " 

I take the above statement to be patently 
un-Christian if it is taught as C-content and as a 
norm for living the Christian life .  We recognize this 
rather clearly when that content is stated as the 
rhetoric of conclusions. 

But if that same content is hidden in the process 
and taught as P-content, then we may witness the 
peculiar phenomenon of someone who firmly dis­
avows biological Darwinianism espousing social 
Darwinianism-of which I take the above statement 
to be an expression . 

Examine that proposition ("Society is a jungle 
. . . ") and then plan teaching methods which 
would teach that proposition as a way of life ,  
though no one would ever utter the words of the 
proposition. The teaching scenario would probably 
begin by using some method which will rank the 
participants. There will be winners and losers com­
peting for a short supply of rewards. Each child 
must work on his own for his own reward. Arrange 
it so that helping someone else is self-defeating. 
And so on. The reader can fill in the details of the 
scenano. 

If the method is successful ,  the student may 
graduate a practiced social Darwinian and potential 
advocate of a radical individualism. Now grown 
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and "successful" in the jungle, he rises to his feet 
and labels another scenario as socialistic and com­
munistic .  

The scenario he condemns goes in its broad 
outlines somewhat as follows : "We are members 
together of one body. We seek to help each other. 
The least among us is the most important , and, 
while rendering honor to whom honor is due,  we 
esteem others as better than ourselves. 

Placing these two contrasting statements of P­
content next to each other, the educational philos­
opher has a clear entree into the question of this 
section :  Is there anything distinctively Christian in 
methodology? 

The Task of Philosophy 

William K. Frankena ("A Model for Analyzing a 
Philosophy of Education," J ane R. Martin, ed. 
Readings in the Philosophy of Education. Boston:  
Allyn and Bacon. 1970, pp. 15-22.) says that the 
t�sk of a normative philosophy of education is 
threefold. The first task is to list and define a set of 
dispositions to be fostered by parents, teachers, 
and schools (and by the pupil himself) . Frankena 
uses "dispositions" to refer to the full range of 
educational outcomes desired. So used it includes 
both the C-content and P-content outcomes with 
which we have been concerned. Such dispositions 
should be stated as carefully as possible so that 
their intended meaning is shared by all. 

The second task of the philosopher is to, present 
a line of thought which shows that the dispositions 
listed are desirable. Here there must be some ap­
peal to basic premises about life ,  about what is to 
be valued, and about what is obligatory. For exam­
ple , one might say that the Christian life is a life of 
service to God and fellow human beings . From that 
assertion one would seek to develop a line of 
argument which would legitimatize or mandate the 
several dispositions. This second task is the most 
technical of the three . 

The third task is to tell us what we should do to 
acquire or foster those dispositions, and then to 
make recommendations about content , method, 
curriculum, and administration. This third task 
must involve the social sciences, particularly psy­
chology and sociology. Empirical studies and find­
ings are necessary to help us understand how to 
foster the desired dispositions. 

Classroom teachers, whether or not they think 
of themselves as philosophers, are constantly en­
gaged in the first and third tasks. They do identify 
desired dispositions (objectives) and are responsible 
for implementing methods and procedures for 
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achieving those dispositions. They do not always 
engage as much in the second task. 

These three tasks do provide us a framework 
within which the Christian teacher can make eval­
uations of methodology. 

Making Christian Evaluations of Methodology 

Following is a scheme for making normative 
Christian judgments about methods and processes 
in education : (1) P-Content, (2) Dominant Proc­
esses (which would teach such P-content) , and ( 3 )  
Behaviors (which would indicate that such P-eon­
tent is b�ing learned) . 

(1) P-Content. The teacher identifies the concepts 
and generalizations about the world, life ,  oneself, 
etc . ,  which a student should learn from the process 
of education. If the teacher and the school are 
really thoughtful about the educational process 
and wish to escape the charge of S ilberman that 
"Mindlessness" is the great affliction of American 
education, they will engage as best they can in the 
second task. 

To begin filling in P-content, it would probably 
be best to identify some concepts which are rather 
basic and general to all of education. Several exam­
ples have been given. Another would be, "My (or, 
The) motive for working in school is to 

, 

Perhaps a subject matter specialist might more 
easily begin with some P-content which is very 
much a part of the methodology of a specific 
discipline. A science teacher might state : "By ac­
tively exploring God's creation we discover the 
laws which govern it . . .  " 

(2) Dominant Processes. Earlier we began to de­
scribe a teaching scenario to indicate that we must 
begin either by sketching out the broad and basic 
patterns which will dominate , or by identifying a 
generic ( characteristic of a whole group or class) 
method or program. In the field of science educa­
tion an example would be the SCIS (Science Cur­
riculum Improvement Study) program. (Gail M. 
Inlow, The Emergent in Curriculum, New York : 
Wiley. 1973 , p. 226. This item is included as an 
illustration of a fine source book for recent 
developments in curriculum,  new programs with 
statements of objectives ,  and bibliographies. It's 
full of places to go if you want to do an 
analysis of a particular curriculum or program.) In 
it the students are actively working with and ob­
serving nature . My first contact with the program 
was in the hallway of a Christian junior high 
school. There , instead of in the classroom, were 
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some youngsters rolling objects down inclined 
planes. In the room were other groups, some work­
ing with pulleys, others with scales. This was active 
learning, as previously defined. They were busy 
"discovering. " My initial reaction was , "Hooray!" 
At the intuitive level I felt that it was a more 
Christian method than the "authoritative transmis­
sion of the laws" method. I was not able to articu­
late why until I dug the P-content out of the 
method. That content was akin to what the science 
teacher stated earlier, "By actively exploring . . .  " 

But to stop here and not be a bit more critical 
about the discovery method is to be "mindless . "  
David P .  Ausubel is an intelligent critic o f  the 
discovery method overdone. ("Some Psychological 
and Educational Limitations of Learning by Dis­
covery. " The A rithmetic Teacher. [May, 1964], 
pp.  290-392. Reprinted in Lois N. Nelson, ed. The 
Nature of Teaching. Waltham, Mass. : Blaisdell, 
1969. This article is a classic model for psycholo­
gists who wish to so do a critique of a method that 
they help the teacher-philosopher perform his 
task.)  His contributions are to the third task of the 
philosopher. Ausubel's incisive analysis of the dis­
covery method overdone includes the caution that 
discovery is not enough ; in order really to know 
and understand, we must engage in dialog with 
others who are competent to help us better grasp 
the insights we obtain through discovery. 

For this, the generic process might be "discus­
sion to clarify ,  interpret, integrate . . . .  " Reflection 
by the Christian teacher will indicate that ,  of 
course, discovery by itself is not enough. A domi­
nant P-content in Christian education should have 
to do with its dialogic and communal quality. 

( 3 )  Behaviors. How does one know that the 
P-content is in fact being learned? To answer that 
question one must identify the outward, observ­
able behavioral correlates which he thinks are ex­
pressions of the concept about self, the subj ect 
being studied, or the methods being used . If  the 
concept is that history is a rewarding subj ect to 
study, then one would list such behaviors as, 
"Works with enthusiasm, "  or "Chooses to read 
history. " There are a number of helpful books for 
aiding in identifying and writing such behaviors . 

Identification of the behaviors is a crucial step 
to understanding the intended meaning of the P­
content. Forcing out into the open just what is 
intended by the P-content-what is the behavioral 
expression of that conceptual statement-allows a 
much better normative evaluation of the P-content. 

Following this general procedure, the Christian 
teacher can make judgments about method just as 
normative and definitive as those about content. 
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TAN­
GRAMS 

IN  MATHEMATICS 
It's Fun - but My Head Hurts 

By Hedwig Lucas* 

Among the "strictly for fun" materials in the 
science room are sets of "tangrams. " These, for the 
uninitiated, are groups of simple mathematical 
shapes from which more complex shapes can be 
formed. Sets of cards with a range of simple to 
complex designs show the kinds of figures to form 
from the basic tangram pieces. At first the pieces 
can be laid directly on the design , but later, with 
designs drawn on a small scale , the problem becomes 
more challenging. Tangrams were so popular with 
our students I got to wondering whether a 
young child would enjoy such a puzzle , and I chose 
Jenny, age 4, as a subject. She started on the first 
card (there are 120 in this set) and obviously was 
enjoying herself. Half an hour later, through the 
first ten cards, she turned to me and said, "I have 
to stop . It 's fun-but my head hurts . "  

Most o f  u s  like puzzles and games because 
something in us responds to a challenge . In this 
case it is the challenge of solving a problem, 
perhaps at first by trial and error, but soon by 
calling into action those brain cells capable of 
doing the job.  When we see an animal solving an 
atypical problem (for him), we are impressed by 
this "man-ish" performance . God's command to 
subdue the earth could be fulfilled because He had 
made a man who could respond to a challenge, a 
man who would find a good inner feeling along 
with the solution to a problem. In a recent article 
in the Christian Sanato rium Quarterly, Dr. John 
Bostrom, a psychiatrist, wrote that everyone needs 
to be able at times to say as he looks at an 
accomplishment, "I do good work. "  Success in 

• Hedwig Lucas is a science teacher at Eastern Christian J unior 
High, Prospect Park, N.J.  
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solving a problem or unraveling a puzzle gives each 
of us the chance to feel like that. 

In education we have begun to get away from 
the emphasis on rote learning and lecture . Newer 
curricula in many disciplines are allowing much 
more time for the student to be involved in 
problem solving. Admittedly, not all subjects ,  let 
alone all lessons, can focus on this kind of mental 
activity. However, the "game box " which a master 
teacher I know carries with him wherever he goes 
can provide little opportunities here and there for 
students (and teachers!) to enjoy some stimulating 
relaxation. In our science room someone is always 
taking a game or puzzle from the shelf-before the 
morning bell , after and often during lunch, when a 
class assignment or a test has been completed, and 
particularly during forced rainy-sJ.aN����-­

playground period has been ca� Puzzles and b� 
games are borrowed for overnight or over a week ._...­

end, and it was Mike Harris (who had checked out 
every one of them by the time he graduated) who 
gave the idea for a lending library. 

We have class sets of games and puzzles to 
reinforce mathematical skills; these sets are now 
being augmented so that there are enough to be on 
loan to a number of students at a time . The games 
on metric skills will be particularly helpful to 
parents as well as students. Some of the games are 
for two people or teams of two; others can be 
played by as many as six . If our idea catches hold , 
maybe some television-viewing time can be used 
more productively for family game time, and that 
would not be all bad .  

Games and puzzles which are checked out must be 
well packaged and labeled. Plastic bags and large 
rubber bands can go around the larger boxes . 
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Boxes should be �;or�

\

� e corners and sides 
and carefully inventorie¥th lost parts can be 
duplicated when necessary. It may be necessary to 
rewrite the original rules to make them easier for 
poorer readers to follow. Several copies of the 
directions in one box will get the game going more 
quickly . A record of the puzzles or games signed 
out can be kept on a card or in a book. The loan 
period can be specifically stated. Perhaps some 
small-fine system will be needed to encourage 
responsibility . This year we will include an evalua­
tion card in our lending system so we can plan for 
the kinds of materials to add.  

The above i s  an i l lustration o f  how a series o f  tangrams wil l  
combine to form a new shape. 

t Once you have a game or puzzle, you can make 
ur own adaptations. One year we made many � _t-J l'#s of some blocks by gluing together small cubes �/�hich had been cut for us. In our room Soma /blocks nose out the tangrams in popularity, proba­

bly because the former "don't make your head 
hurt" so much. Last year we ordered a thousand 
cubic-centimeter blocks from SEE (address at the 
end of this article) ; these too can be fastened 
together to make Soma blocks. The cubes, in ten 
different colors, are not cheap,  but because they 
have a mass of exactly one gram, they are useful in 
density studies. Besides, the game DECIMETER 
uses these little blocks, and we now have lots of 
replacement parts. 
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You can augment CHECKERMATICS to include 
all kinds of math problems ; use 3/4 inch or larger 
squared graph paper and clear plastic discs. The 
rules can vary, depending on the mathematical 
ability of the players. 

TAKE BALL TAKE ALL, made in I srael, with 
instructions in Hebrew as well as English , is an 
adaptation of the old game of NIM ;  you can use 
your materials to adapt it further. 

TWIXT, one of the 3M games, is one we use but 
have not yet adapted. The object in this two-per­
son · game is to build a bridge across a pegboard, 
using upright and cross pieces, all the while 
preventing your opponent from building one of his 
own. In one school this game is played so much 
that homeroom winners have played for the school 
championship. . 

Perhaps the following addresses will be helpful :  

The Lawhead Press, Inc. , 900 East State St. , 
Athens , OH 45701 : 

PIRATE CACHE (game of math on a coordinate 
plane) DECIMETER (metric game) .  

SEE : Selective Educational Equipment, Inc. , 3 
Bridge St . ,  Newton , MA 02195 :  

CHECKERMATICS , TAKE BALL TAKE ALL, 
SOMA BLOCKS . Send for their excellent cata­
log. 

3M Company, St. Paul, MN 55101 : TWIXT. 

Webster Division McGraw Hill Book Co. ,  Man­
chester Rd. , Manchester, MO 63 01 1 :  

MIRROR CARDS (matching activity using cards 
and mirrors with increasing difficulty) ,  TAN­
GRAMS and cards. 

Union Printing Co. , Inc. ,  17  W. Washington St. , 
Athens, OH 45701 : 

ELEMENTS (game) ,  COMPOUNDS (game) .  

The National Union of Christian Schools , 865 28th 
Street, S .E . ,  Grand Rapids, MI 49508 : 

TANGRAMS (available free) .  

At a science meeting I recently attended, some­
one asked Dr. Richard Feynman, 1965 Nobel 
Laureate in physics, "To what do you owe your 
interest in science?" His answer : to his parents ,  
who gave him puzzle blocks on his highchair tray. 
As Jenny would say : even though your head hurts, 
it is fun. As Dr. Feynman suggests , it's never too 
early to start. And as the slogan goes-try it, you'll 
like it. 
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STUDENTS AS 
l01age 

Bearers: 
IT MAKES A 
DIFFERENCE 

By Jack Fennema * 

Most educators agree that for effective teaching 
a teacher must understand a student 's developmen­
tal ,  m?ti�ational,  and learning processes. A modern 
behavionst may promote the view that the student 
functions as a blank slate, the tabula rasa of John 
Locke ; he h

_
as no innate qualities and learns solely 

by respondmg to the external stimuli of his en­
vironment . In contrast , the modern humanist may 
follow the thoughts of Rousseau and the "bloom­
ing flower" analogy ; a child is born with innate 
qualities �hich need only a facilitative atmosphere 
for learmng to take place (i .e . ,  unfold) .  The 
humanist, however, identifies neither the organ nor 
th� full purpose of these qualities, only that they 
exist for man 's self-maintenance and self-fulfill­
ment.  The Christian also recognizes that a child is /born with innate qualities ,  but he identifies both to the origin and full purpose for � existence . Man 
was cr�ated b� �od in His imagWnd thus possesses 
reflective qualities. Although limited and distorted 
t�ro�gh the

. 
fall, these qualities continue to exist 

�thm 
_
all human beings .  A study of them is 

Imperattv� for. effective teaching, and such a study 
must begm with God, whose image students bear. 

This article will describe five such image-bearing 

. • 1 ac
_
k Fennema (A.B. Calvin College, M.A. Florida Atlantic 

Umvers1ty, doctoral candidate at the University of Georgia) is Assis­
tant Professor and Director of Teacher Education at Covenant 
College. 
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qualities and offer a few classroom implications for 
each. · 

Man Is a Creator 

In  Genesis 1 : 28 God tells man to "have domin­
ion" an� to " subdue. " God gives man a task, but 
also the mnate desire and ability to perform it . J ob 
10 : 8  and 9 speaks of God fashioning man as clay . 
Man as an image bearer emulates the Supreme 
Potter as he responds to his environment, manipu­
lates events and obj ects, and seeks to develop a 
level of competence within the reality he en­
cou�ters. _This motivation for co mpetence or proc­
ess IS an

_ 
mherent part of his very being, a quality 

of God given to man to fulfill the cultural mandate . 
But man also has the quality of motivation for 
achievement or product . In Genesis 1 God con­
tinually views the finished products of His creation 
and declares them "good. "  Man, too, gains a j oy­
o�s sense of satisfaction and completion as he 
views a product created by his own hands . 

Some people enjoy the process of creation as 
much as or more than the product created. Others 
en�oy the product more. But seldom does anyone 
enJOY a process that has no product. He needs 
goals , purposes, and a termination point .  He needs 
c�osure. The_ end must be as certain as the begin­
nmg for this sense of completion to be experi­
enced . The reverse is as true. A product attained 
without process is not felt as valuable as one per­
sonally developed or created. 

Since education often seems pointless and end­
less to students, a certain amount of frustration or 
boredom results. They view education as a process 
without a product. They must, therefore , see a 
product . Also , education can be joyless if they do 
not have a "piece of the action. "  When students 
are required to deal only with known facts and 
finished works, the process is sacrificed for the 
product. Much teaching assumes that one can 
shortcut the learning process by moving from A to 
Z on the learning continuum without dealing with 
the necessary steps in the middle . Students are not 
empty containers to be filled with existent knowl­
edge. They must work their way through the con­
ceptual framework of reality and attempt to relate 
it to their needs and value system. They need both 
the stimulation of developing a competence and 
the joy of creating a personal product . 

Man Is Inquisitive 

As God is omniscient , so man has not only a 
r��ective, innat� desire to know, but also the capa­
bility of knowmg. He is born inquisitive, with a 
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desire to explore and discover. Upon this innate 
quality Satan based the temptation leading to the 
fall . Genesis 3 :  5 and 6 speaks of the desire to 
"know" and to be "wise ." Eve wanted to know, 
but with the wrong motive . Her seeking after 
knowledge was not to subdue and have dominion 
for God ' s  glory,  but to become as God. 

This has something to say to the teacher who 
consistently provides all the answers, seldom allow­
ing for personal discovery. Curiosity can be a 
powerful tool for motivation a.nd learning. The 
teacher can create situations which allow students 
to question, explore , and discover. He can also use 
the natural inquisitiveness students display in their 
daily interaction with their environment . These 
personal concerns can often become a valid part of 
the more structured existent curriculum. 

Man Seeks an Orderly Rea l ity 

In Genesis 1 God took an earth that was without 
form and void and brought order out of chaos. 
Man, as image bearer, also has an innate desire to 
bring order out of chaos. Man's mind demands that 
the world be organized, and, to a limited degree, it 
can meet that demand. 

This desire for order has at least two implica­
tions for teaching practices. Teachers often gener­
ate more chaos and confusion than organization by 
presenting unrelated facts, irrelevant experiences, 
and fragmented reality . In contrast , teaching con­
ceptually , relating learning to a child's  needs, goals, 
and interests, and integrating subj ect areas helps 
produce the desired sense of unity. Teachers could 
also use problem solving as a teaching/learning 
technique. By attempting to solve created or exis­
tent problems, i . e . ,  any situations of dissonance , 
disharmony, or incongruity , a teacher can use this 
innate desire of the child to organize the disorga­
nized and to unify and integrate the fragmented 
within a problem-solving framework. 

Man Is Creative 

Scripture and created revelation speak eloquent­
ly of God 's ' creative qualities. Besides being a 
Creator, He is creative . Man, too , as image bearer, 
is creative . He has notably the innate desire and 
ability to bring products into existence, but also 
the innate desire and ability to bring unique and 
original products into existence. He can do more 
than just imitate or copy . His creative qualities are 
limited next to God 's, however, since God has the 
power to create something from nothing. Man 's 
qualities approximate synthesis, a creation of an 
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original product from aspects or components al-
ready in existence. 

· 
A teacher who demands only "canned" re­

sponses violates creative qualities. True, at times 
there are absolutes as answers, but at other times 
there are no "correct" answers, responses, or prod­
ucts. The stimulus-response style of teaching must 
expand to include the more creative levels of think­
ing. Teachers can use divergent thinking for expan­
sive brainstorming. They can also teach convergent 
thinking, analysis, synthesis , and evaluative think­
ing. They should encourage students to create orig­
inal products ; these can, after all , demonstrate the 
understanding of a concept as adequately as the 
usual pencil-paper test. Whenever a teacher requires 
the same response from all students, it is time to 
question whether this is warranted. At times it will 
be. At other times it will not, and the creative 
qualities of image bearers are not enhanced, but 
inhibited. 

Man Appreciates Aesthetics 

In Genesis 2 : 9  God created trees "pleasant to 
the sight." He created an integrated and original 
product, but also a beautiful one .  Man's ability to 
appreciate the magnificence of God 's handiwork in 
creation is limited, but he does have the image­
bearing qualities of appreciating and creating ob­
jects of beauty .  Although the fall distorted his 
perception of beauty, he can develop his innate 
qualities for appreciating and creating products of 
beauty, for example, in music, movement, litera­
ture ,  scenery , and architecture . 

These aesthetic qualities should definitely influ­
ence the curriculum. Aesthetics can be a vital part 
of all courses, but most certainly of music , art , 
literature, and physical education. A key question 
for each image bearer is "What is beautiful?" The 
answer can lead not only to a recognition and 
appreciation of beauty, but also to the ability to 
create beautiful products. 

Conclusion 

I have explained five of man's image-bearing 
qualities and shared a limited number of implica­
tions for the classroom. Additional qualities and 
implications should be explored. The task of the 
Christian teacher is clear. He must continue to 
identify man's image-bearing qualities and then 
develop their pedagogical implications. And, ulti­
mately , he must begin testing these implications 
with the image bearers he meets every day .  Doing 
this will add a vital and valid dimension to the 
concept of education that is Christian. 
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Career Ed ucation and Ch ristian Cal l i ng 
By M . D.  VanSoelen * 

Few teachers have avoided this question from 
students, "What do I have to learn that for?" 
Fewer teachers have been able to satisfy them with 
their off-the-top-of-the-head answers to that ques­
tion . 

Regardless of how faddish some of you may 
think Career Development and Career Education is, 
I think it hits some of what we consider Christian 
teaching right where it hurts. Learning just has not 
been real for too many students in too many 
classrooms. We Calvinists, with our world and life 
view, should have been doing a better job of pre­
paring all students for responsible Christian living, 
which includes a career, or job , or occupation , or 
whatever you want to call one's work. 

Work: A Cal l ing 

The issue becomes very critical if you believe as 
I do that one 's work is a calling from God Himself. 
Every minute and everything that happens every 
day has purpose and meaning for the child of the 
King when he grasps his relationship to his Creator 
and Redeemer. But this is only pious jargon unless 
we and our students live this concept. To live the 
concept involves total living-work, recreation , 
shopping, and all the rest. Who would deny that a 
great deal of a person 's time and energy in life is 
spent in his career (work)? It logically follows that 
a good deal of our time in education ought to be 
spent in preparing students for this part of living. 
When we do this preparation in an educational 
institution, it is called Career Educatio n. This is 
only part of the concept of Career Developm ent, 
which involves the home more, as well as training 
for a job and possibly , later in life, changing a j ob. 

I cringe when I hear former students say, " I 'm 
just a dumb farmer" or " I 'm just a poor factory 
worker. " That is an indictment on the Christian 
teaching profession. No job is second-rate when it 
is viewed as a calling from God. Why did we fail to 
teach that? This notion of success by climbing the 
ladder of promotions is sinful. If God has given 
some persons extra talents to handle more respon­
sible positions, to God be the glory and also the 
accountability .  This do es not make o ne more or 
less successful in His sight. Recognizing that vari­
ous fields require line-staff relationships and even 

*M. D. Van Soelen is the principal of Unity Christian High 
School, Orange City, Iowa. 
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positions of authority does not reduce or elevate 
the dignity and divine appointment of any job. 

Are We Real ly Teaching All  Students? 

Christian educators need to reevaluate what they 
are doing to prepare all students for responsible 
living. Educating for responsible Christian living is 
more than moral training, imparting the liberal arts 
to the masses, and making sure that we replenish 
the supply of ministers, missionaries, and Christian 
school teachers. We must educate every God­
created human being to obey God's total claim on 
him, which might include at least eight hours of 
daily work in his Father's world. 

Too Little, Too Late 

It would be wrong to leave you with the impres­
sion that we as Christian educators have taught 
nothing about careers. But we have done so little 
with such minimal emphasis that we are reaping a 
harvest of too many adults who do not respect 
their work, their neighbor 's work, and sometimes 
even themselves because of the "poor job" they 
have . 

I hope we haven 't taught this, but the prevailing 
feeling among many going into the job market is 
that you look for the highest paying job. And even 
more sinful-the more earning power you have , the 
more successful you are. 

Yes , money motivates, and in perspective with 
one ' s  calling from God, varying God-given talents, 
and fair and honest employer-employee relation­
ships , it becomes part of responsible Christian liv­
mg. 

What Should We Be Do ing? 

There is so much to teach and learn in this 
whole area that it takes a lifetime . It also takes 
more than educators to teach it. But what should 
we as educators be doing? 

1. We should be reading at least some of the host 
of materials on career education . Materials 
from both public and nonpublic educators are 
extremely helpful in giving us new insights or 
rekindling old ones. 

2. In the lower and middle grades, we should be 
developing an awareness of as many concepts 

The C h r i st i a n  E d u cators Journa l  



related to careers (work) as possible . The 
attitudes taught at this level become a pri­
mary concern . Children discovering all the 
different kinds of work necessary to make a 
society function can be a beautiful process to 
watch . The creative teacher does all kinds of 
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things ; one of the most successful is to ask the 
parents of each child to come in and explain 
briefly his or her work.  

3 .  In the junior-high grades we should begin 
exploring career opportunities via clusters of 
similar occupations .  This should involve a 
Career Information Center in the library and a 
few trips around town just to take a quick 
look at what people do . 

4. We should realize that the critical time to 
incorporate career education is not high 
school, but kindergarten .  The later high­
school years are critical for making career 
decisions, however, since at least 70% of the 
high school graduates in the United States do 
not continue their formal education . 

How do these students make these decisions? 
How have we helped them during the previous 
twelve or thirteen years to make a decision which 
they can confidently say is God's calling for this 
particular time? 

The ingenuity of guidance counselors and facul­
ty members can lead to many wonderful things (do 
not exclude ideas from parents and community). 
Some flexibility in schedule and a level of trust in 
the responsibility of students is essential. 

The schedule must allow for some students to 
explore in depth the various careers in the commu­
nity that interest them. This could take the form 
of a week of mini-courses, most of them on-the-job 
experiences. All this is for no pay and optional 
credit. 

The heart of the career education program, how­
ever , must be every single classroom. Relating 
learning to life makes good sense to students. A 
student who has trouble with, and therefore hates, 
fractions and who loves mechanics might learn 
beyond a teacher's dreams with a set of wrenches 
that have fractions stamped on them. 

For one of their units in Bible on the Christian 
philosophy of work, students interviewed adults at 
various occupations. Many of those adults were 
challenged for the first time to relate their Chris­
tianity to their work. These students searched the 
Scriptures to receive guidance on employer-em­
ployee relationships. They isolated and applied to 
present situations many Biblical attitudes toward 
work. 

Yes, the classroom with the Christian teacher 
who understands and teaches the concept of career 
is exciting. That teacher is not only doing a better 
job of teaching history, English , mathematics, !lci­
ence, Bible , what have you , but also helping all 
students prepare to live as responsible Christians 
for the Lord of Lords . 
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THE 
FIRST 
KEY 

E d u cators a n d  stude n ts 

a re persons 

. . .  created in the i m age of G od 

. . . p l aced i n  the center 

of God's creat ion 

. . .  ca l l ed to deve l op and ru le  creat ion 

for G od's  g l ory 

. . .  estranged from G od 

through d i sobe d i ence (s i n )  

. . .  reconci l ed to G od 

by f a i th i n  Jesus C h r i st 

th rough the work of the H o l y  Sp i r i t  

By Gera ld ine Steensma * 

� �� ) � /� /� / /  � � <(V 1JY� . . r. d � � - . /,v�)" � \t / � 
. � $ � � r' �··�o/�)://<1_ .vE1ery educator, consciously or unconsciod�[y,� 

his decision-making answers the question, "Who is / 4  
this student for whom I prescribe educational Y 
tasks. " He may use the student's name, his family 
and peer relationships, his report card · grades, his 
cumulative record as useful information to guide 
his decision-making. Yet, the way in which he 
decides to use such information is really directed 
by his beliefs about man, his origins, and his place 
in the world. A conscious awareness of his beliefs is 
necessary when the educator desires to function as 
a decision-maker. His beliefs provide the base and 
direction for all that he selects and implements in 
his educational setting. His beliefs, therefore , are 
the keys to his decision-making. 

Various labels have been offered as keys to the 
essence of man. Each label implies that it alone is 
the key to man's central being . . .  that it is what 
man really is. An educator's beliefs are revealed by 
the label he accepts (Figure 1) . 

These labels result from man's endeavors to ex­
plain himself and his world. The very fact that man 
can explain is evidence that he functions rationally . 
He knows that he can name objects, conceive ideas, 
and relate experiences. He observes that this is a 
function unique to man ; no other creature has this 
ability. Such an observation enriches an under­
standing of man only if it does not result in limit­
ing the definition of man to a rational being. Edu­
cators who accept this definition of their students 
may prescribe educational tasks that develop this . 
one function only. The rational function then be­
comes absolutized, and, though other functions are 
acknowledged, they have less value and are sub­
ordinated to the rational. The educator then mea­
sures his student 's performance by this one crite­
rion only.  Such absolutizing reduces man to one 
main function, and his thought life is separated 
from the totality of his being. 

Educators also observe that students function 
socially . Providing for the education of that social 
function is an educator's responsibility, but defin­
ing his students as social beings is another matter. 
Such a definition means that the value of students 
lies in their place in society, and that the whole 
purpose of their existence is a social one. Educa­
tors who define their students as social beings 
contribute to a reduction of man's place and pur­
pose in the world . 

*Geraldine Steensma is Associate Professor of Education and 
Director of the Teacher Education Program at Covenant College, 
Lookout Mountain, Tennessee. Th is chap ter from her book To 
Those Who Teach, (S ignal Publish ing Corp oration, Signal Mountain, 
Tennessee, 1 9 7 1 )  is reprinted with the permission of the author. 
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Educators also observe that their students func­
tion morally , esthetically, psychologically ,  physi­
cally, economically , and even spiritually . Informa­
tion about these functions has accumulated 
through the centuries as men organized their en­
deavors into categories we now label scientific 
studies or academic disciplines. Information from 
these disciplines ( Figure 2) will enlarge , enrich, and 
correct educators' views of their students. But not 
one single discipline can break through to the 
heart, the center, the impenetrable " I "  of the stu­
dent. Why? When any one discipline attempts to 
define the essence of man, we soon see man re­
duced to something less than what he really is. 
Centuries of scientific endeavor have contributed 
these definitions: 

•rational man-Plato 
•psychological man-Freud 
•natural man-Rousseau 
•economic man-Marx 
•social man-Dewey 
An adequate definition of man acknowledges a 

unity that surpasses any one function. The real 
man, the " I"  who exists, who functions, remains 
hidden until the light of Biblical revelation dis­
closes the essence of man : Then God said, " Let us 
make man in our image, after our likeness ; and let 
them have dominion. . . . So God created man in 
his own image . . . .  and God said . . . .  fill the earth 
and subdue it. . . . and have dominion . . . .  " 
(Genesis 1 : 26-28) .  The secret of man's  essence, 
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therefore ,  lies in his origin-a creation of God-and 
in his place in the world in the center of God 's 
creation. Man is a religious being who functions in 
this world in many ways :  rationally,  socially , 
morally , etc. His religious nature is established by 
three central relations. These relations give mean­
ing to that mysterious " I"  that eludes scientific 
definitions. They are (F igure 3 ) :  

1. " I "  ·in relation to God i n  whose image man 
was created. 

2. " I "  in relation to fellowmen also created in 
the image of God . 

3 .  " I "  in relation to the world created by God. 

These relations are religious in nature because 
they originate with God .  The religious nature of 
these relations, therefore ,  define what kind of per­
son man is. He is religious being . . .  his origin is by 
divine creation . . .  his functioning in God's created 
world is circumscribed by these three relationships 
which are divinely established. The religious cen­
trality which explains who man is and what the 
nature of his experience is, becomes the starting 
point for the Christian educator. This starting 
point is not arrived at by logical reasoning; it is 
revealed in Scripture and accepted by faith. It is 
not a scientific conclusion ; it is a religious pre­
supposition. 
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In  his original state (Figure 3 )  man had God­
directed heart commitment-he could love his fel­
lowmen and glorify God in developing creation. 
These relationships gave man his true meaning for 
life. 

Man as a being created in the image of God was 
endowed with heart commitment to direct his life 
in service to-God. Standing within the three rela­
tions that give meaning to his "self" and living in 
God-directed heart commitment , man was to find 
complete meaning in his existence. 

Every relationship changed when man sinned 
(Figure 4) .  He tried to be like God . . .  tried to 
have the same absolute existence as God .  Because 
he was still a religious being, he became a victim of 

. idolatry, a worshipper of false gods. His heart com-

which was the center of God's  image in man. In 
God-directed heart commitr:nent, complete and real 
meaning to man's existence became possible to 
those reborn in Christ . 

The Christian educator sees his students as men 
in whom lie the possibility of a restored relation­
ship to God , to their fellowmen, and to their 
rightful privilege as �of creation. With this � 
view the educator in to develop his under( Jf' 
standing of what his e ucative task is .  Each student 
needs to find meaning for his existence, and the 
Christian educator is committed to guiding each 
student in his own search for a complete and tru 
meaningful life . 
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Defin ition of Art 

I take the essence of art , of literary art too , to 
be what T.  S. Eliot called the "objective correla­
tive. " The objective in his term means that the art 
work must exist outside of the artist 's  mind and 
personality . A thought which remains in the mind , 
no matter how lovely , is not yet art ; idea must 
embody itself in a medium available to the senses 
in order for that idea to be art . An artist 's  getting 
his idea out of his mind and into a physical 
medium is what Eliot meant by an art work's 
needing to be objective . 

What Eliot meant by an art work's being a 
correlative is even more to my purpose than an art 
work's being obj ective . A successful art work is a 
correlative because it is a finished art work. The 
artist 's feelings are always complex ; their transla­
tion into the medium must always be as economi­
cal as possible without doing violence to the com­
plexity of his ideas. The finished art work is a kind 
of metaphor in the objective world for the internal , 
psychological-sp iritual state of the artist. 

Description of the Artist 

An artist is generally a dissatisfied person, and 
his dissatisfaction gives his art its urgency .  His 
internal emotional and spiritual states are 
complicated ; to embody these states in an objec­
tive form helps him to simplify his complexity to 
himself and to rend it less bewildering. 
Besides, an art work communicates to others, and 
by communicating his complexity in his art, an 
art ist is sharing it with others. Sharing his com-

* Stanley Wiersma is Professor of English at Calvin College, 
Grand Rapids, Michigan. 
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plexity with an  audience, the artist i s  less private, 
less lonely, less the victim of whatever dissatisfac­
tion plagues him. He has said the unsayable, and 
hence feels better. 

Metaphor in Art and Rel ig ion 

The heart of any art work construed as meta­
phor is substitution, and immediately one can see 
how and why religion and art should so often be 
confused with each other. ' The J udeo-Christian 
tradition has the idea of substitution-of meta­
phor-as its very basis. On the Great Day 'of Atone­
ment the priest was to lay his hand on the head of 
the live goat ,  naming over him all the iniquities .of 
the children of I srael, and he was to send the hve 
goat into the desert, bearing the sins of I srael with 
him ; and the priest was to take another goat and 
burn it as an atonement for the sins of the people. 
A hard-headed cynic would be right if he insisted 
that the thieves and whores in I srael were still 
thieves and whores after the scapegoat was sent out 
and the offering lamb slain. But the cynic never 
knows the whole truth : the thieves and the whores 
who trust J ahweh 's promised forgiveness are no 
longer thieves and whores ; their sin has been 
burned on the altar, their sin has been sent away 
from them into the desert to die ; God made the 
metaphor work for them-as God makes the 
metaphor work for all Christians. 

The Christian Metaphor 

For at the heart of the Christian faith lies the 
greatest metaphor of all ,  the greatest suqstitution 
thinkable: the substitutionary atonement. In the 
atonement God thinks more the way artists think 
than the way bookkeepers, lawyers, businessmen, 

21 



engineers, chemistry teachers, city planners, and 
sociologists think. (Of course, I know that not even 
the most committed businessman always thinks as 
a businessman ; with his wife he is not a business­
man, and tending his back yard-substituting one 
kind of work for another-he is an artist .  I know 
that, but let me keep the argument simple and 
assume that all the professions I mentioned are 
professed by people with one-track minds . )  What 
all of these professions have in common is ascer­
taining the facts. Whether or not they acknowledge 
what they are doing, these professionals are think­
ing God 's thoughts after Him-the thoughts of God 
the Creator. Finding the facts is all-important . But 
in the arts the greatest thing we can discover is not 
a fact ; the greatest thing we can do in the arts is to 
solve a personal problem by metaphor, by substitu­
tion. In the arts we also think the thoughts of God 
after Him, whether we acknowledge what we are 
doing or not, but they are the thoughts of God the 
Redeemer. If man can solve his problems by the 
substitutions found in art-by metaphor-why 
should he turn to God in faith and -repentance? 
Actually the arts are only the aspirin tablet com­
pared to the successful major surgery of the atone­
ment against the cancer of evil. Sometimes the arts 
provide only the illusion of relief, and even when 
the relief is more than illusory, it can be no more 
than temporary. The solution to the problem of 
evil which God provides in the atonement is real 
and eternal ; the arts merely echo at a human level 
how God thinks at the divine level in the process of 
the atonement. 

The atonement is the archetypal metaphor, the 
only totally effectual metaphor, the only true 
metaphor. But because of the atonement , our 
temHoral, human, limited metaphors become im­
portant. Behaviorists and secular humanists, 
though so far removed from each other in basic 
commitment, are alike in that they see man's art as 
an inevitable product of man.  Wherever man 
produces a civilization, he seems to produce art , 
says the behaviorist . The humanist even adds an 
imperative : not only does man produce art, but the 
arts nourish his spirit, the arts help him bear evil 
with greater poise, and help him enjoy life with 
greater intensity : therefore, the humanist can even 
encourage the arts. But the - Christian sees deeper 
into why the arts sustain man, why the arts enable 
man to bear evil with greater poise , why the arts 
provide enjoyment . God's heart and mind run to 
substitution, to metaphor, when he confronts evil ; 
people are made in God's image, and when they 
confront evil their mind also runs toward substitu­
tion, toward metaphor, toward art . 
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I rony of Metaphor 

The chief irony having to do with metaphor is 
that the archetypal metaphor, Jesus Christ bearing 
the sins of the world, is the perfect model of 
humility . Yet often our interest in the arts turns 
snobbish. We learn the lingo of literary criticism or 
of art history and snub the people who are not in 
our select club . This painting is not as "painterly" 
as that one, the "point-of-view" of this novel is not 
well sustained, the tone of the recent Tibaldi is 
"gravelly" on the high notes, and Schnabel's edi­
tion of Beethoven is essential-so much better than · the inexpensive Schirmer's edition. Yet it is possi­
ble to come to manipulate an impressive vocabu­
lary, to spout learnedly about Alexandrine lines, 
about the rising action, about �he differences be­
tween English and Italian sonnets, about how 
gauche Tennyson and Tchaikowsky are, about how 
T. S. Eliot is out of fashion this season, and about 
how none of the right people are reading Auden 
any more-it is possible to manipulate all of this 
impressive vocabulary, and never to have been 
grabbed by a metaphor, never to have seen through 
the medium into an artist 's soul, never to have 
apprehended the subjective reality behind the ex­
ternal form : in short, never to have known what 
art is. 

I m portance of the U ltimate Metaphor: Freedom 
To Read 

Seeing Christ as the ultimate metaphor gives an 
importance to all art works . If God thinks enough 
of metaphors to plant one at the center of all 
reality, then just the fact that an art work is a 
metaphor is enough to make it important for a 
Christian. 

It may be a haiku written by a J apanese Bud­
dhist . To the extent that it is a successful meta­
phor, an objective correlative , it is an expression of 
the image of God in man and bears a relationship 
to the atonement. Its false religious ideas are not as 
important as the shining of God 's image within it . 
Let the ideas be distorted and perverted. To the 
extent that it is  a successful metaphor, it demands 
a Christian's attention. The Buddhist who wrote it 
knows less about the ultimate importance of his 
own poem than the Christian who appreciates it. 

Or perhaps it is a novel with a naughty word on 
page 10 , a violent rape on page 80, and a suicide 
just before the end. To single out these elements 
when judging whether a Christian ought to be 
allowed to read a given work is to miss the work as 
a whole. If the piece is a successful metaphor-if it 
reveals the writer 's  spiritual and psychological 
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Sitz-im-Leben without distortion-then, no matter 
how unChristian the ideas, the mature Christian 
ought to be allowed to read it . J ust the fact that it 
is a metaphor at all relates the work to the atone­
ment. Besides, to say "Shut up" to a non-Christian 
just when he is explaining what he feels like is 
being as non-Christian as the other fellow could 
possibly be . 

I contend that all Christians ought to be allowed 
to read anything they please-in theory at least . 
Before puberty most students would not under­
stand D. H. Lawrence's Lady Chatterley 's Lover, 
brilliant metaphor as it is for a state of mind at 
odds with twentieth-century materialism. It is a 
good idea to save the mature Hemingway for col­
lege ; the metaphors are too subtle for teenagers to 
pick up. Updike's latest novels do not work as well 
in the classroom as his earlier ones. But these 
reasons are not the same as saying, "We saw a 
naughty word , a sexy scene, a violertt death in this 
book ;  therefore it is unChristian ; therefore we may 
not read it . "  Even a Christian novelist presenting 
life honestly cannot ignore evil. Flannery O 'Con­
nor, that great Christian writer, goes out of her 
way to emphasize the evil she sees . She dares look 
at evil without blinking, as any Christian should. 
To find a naughty scene in an O'Connor novel is no 
reason to condemn it ; any novel of hers is Christian 
to the core . 

Metaphors That Fai l 

We shall not pass off as successful art works · 
pieces which are punctiliously orthodox, but which 
are slanted to sell to a Christian market and are not 
metaphors for anybody, least of all for the writers. 
A line from a sermon, another from the Heidelberg 
Catechism, a paraphrased line from a hymn, an­
other from a psalm : stir these, rhyme them, and 

_._p�r�to-a Christian poem. Really, it is not a poem 
at all ; it is not a candid metaphor for the state of a 
writer's soul ; it is a response to market and not a 
response to internal need. The Buddhist 's honest 
haiku, his hurt plainly felt within it , stands in a 
closer relationship to the atonement than the arti­
ficial, canned poem, even though its orthodoxy is 
beyond question. 

The romantic Christian novel, in which evil can 
be bravely smiled away and in which the hero and 
heroine walk into the sunset on the last page, 
missionaries on their way to J apan, is a misrepre­
sentation of the Christian life . At its best it may be 
a metaphor for how the writer wishes he felt , but it 
remains a lie, for art must be a metaphor for how a 
writer really does feel. 
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Metaphors That Pass 

We cannot rest until we produce legitimate 
metaphors, presenting what it feels like to be a 
Christian in the twentieth-century world . There 
will be faith, but also doubt ; grace, but also sin ; 
forgiveness, but also refusal to accept forgiveness ;  
we will expose our sincere love o f  God , but also 
our insincere hypocrisy ; we will declare our Chris­
tian confession, but not hide our failure to live up 
to it . 

Community Help for Metaphors That Pass 

We shall not have good Christian literature until 
as a community we can tolerate forthrightness, 
until we can listen to the person who is different 
from us and understand his criticisms. The truth of 
the matter is that we find a verbal dead orthodoxy 
easier to accept in each other than a dynamic 
commitment to Christ . Once people begin levelling 
with the community about how they really feel 
toward Christ ,  toward creeds, toward the church, 
toward the Christian community-once people 
level with each other about how they really feel , 
they threaten each other .  

That is why we have few writers among us. A 
writer makes a metaphor about how he really feels, 
and the Christian community feels threatened and 
hostile. On their part the honest writers all turn 
hostile toward the Christian community ; sooner or 
later they all seem to leave the church . The writers 
who remain write what the community expects 
them to write. We learn not to step on toes ; learn 
to close our eyes to injustices and impieties ; learn 
not to laugh in the presence of solemnities, no 
matter how phoney ; learn to numb ourselves 
against inconsistencies, and learn to sugar-coat our 
grievances. Until the Christian community grows 
up sufficiently to accept that the Christian truth in 
an imperfect world is not always palatable, we are 
likely to have a Christian literature that is trivial 
and untrue. 

Our embodiment of Christianity in literature 
will always be inadequate ; our literary metaphors 
for ourselves will always be less than completely 
honest ; our testimonies to God 's grace will always 
be incomplete until, as the apostle says, we prove 
with all the saints what is the height , breadth, and 
depth of God's love in the New jerusalem. 

History of Christian Writi ng 

But we need not wait until then to start , and I 
conclude this essay with a brief history of the great 

23 



tradition of Christian wntmg. I include it as a 
reminder that Christians have come before us em­
bodying the faith in significant metaphors. 

Dante's search for God in the Divine Comedy, 
for all of its medievalism, presents a searching view 
of the relationship between the quest for God and 
the quest for human sexual love . 

Milton's Paradise Lost is as trenchant a comment 
as one will see on the divine sovereignty-human 
responsibility dilemma. 

John Donne's  preoccupation with death and his 
tortured doubts about his forgiveness demonstrate 
eloquently that being a Christian does not solve all 
problems. 

T .  S. Eliot struggles his way to God at who shall 
say what psychic expense , and The Four Quartets 
make clear how humble and low Eliot had to 
become in order to see God. 

Christopher Fry struggles to relate his Quaker­
ism to his Anglicanism, his inner light to his sacra­
mentalism. To belong to one church would, for 
him, be idolatry ,  he feels .  He belongs to two 
churches. He has not worked out the theological 
differences entirely and God will have to work out 
some of the contradictions himself since Fry for 
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the life of h im cannot do it . For us Christians who 
belong to one church, Fry presents the perpetual 
and searching question :  Have we committed our­
selves to a church rather than to God? 

W. H . Auden's problem of homosexuality was 
gradually resolved as he committed · himself more 
and more completely to God and to celibacy. 

Graham Greene's novels make clear that God is 
not respectably bourgeois in his standards of 
morality . 

Flannery O'Connor denounces sin for the gro­
tesquery it really is. 

Rudy Wiebe recognizes the hypocrisy in pacifists 
who feel hostility for each other, though they 
refuse to go to war on behalf of any cause , no 
matter how j ust . 

Not all these writers are equaUy adept at making 
honest metaphors for themselves as Christians. S ig­
nificant Christian literature is too incomplete in its 
coverage of Christianity, too ineffective in its im­
pact on the world, too restricted in its themes 
(which tend to mark and remark man's depravity 
and doom, especially in the twentieth century) ,  
and too compromised by the secular establishment. 

But on the other hand, we should not pretend 
that there has not been a start . 
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BOOK REVI EW 
SECTION 

TH E C H R I STIAN SCHOOL: 
Why Is It Right for Your Child . . .  by Paul A.  Kiene/ 

Wheaton , Ill . ,  Victor Books, 1974, 1 3 1 pp . ,  $ 1. 5 0 .  
Reviewed by Norman De jong, Principal, Bell­
flower Christian Schools. 

Paul A. Kienel is executive director of the rapid­
ly expanding California Association of Christian 
Schools. This little book, convincing,  unashamedly 
Biblical, easy to understand and quickly read, gives 
one significant clue to this very encouraging expan­
sion :  the failures of public education. But Kienel 
keeps this attack on public education measured 
and reasonable , mixing it with enough posit ive 
reasons for Christian education to leave a whole­
some taste in the reader 's mouth . Stopping after the 
first few chapters could leave a largely negative 
aftertaste, but further reading leads to more and 
more positive reactions. 

The down-to-earth quality of the book comes 
from clear discussions of such practical concerns as 
parental responsib ility , discipline,  choice of text­
books, dress codes, and policies of academic fail­
ure . Kienel also drops some big names and quotes 
some selected speeches to enhance a judicious 

sprinkling of statistics. At times the book lacks 
scholarship, leaving the potential skeptic without 
footnotes and sources of quotes. In defense of this, 
however , I would like to note that the book is 
intended for promotion and is not intended to be 
either a research paper or a philosophical analysis. 
The philosophy that does come through, neverthe­
less, closely agrees with our Christian one and 
deserves our support. It comes through most clear­
ly on page 65 : 

The Christian philosophy of education calls for an 
educational process that puts the Bible at the center 
and asks the student and the teacher to evaluate all 
they see in the world through the eyes of God­
because God is Truth. 

I recommend this book highly for everyone al­
ready involved in Christian education or possibly 
considering it as an alternative to public education. 
For those who might be skeptical of the younger, 
more evangelical Christian school movements in 
the U.S . ,  this book should dispel the doubts and 
promote a more cooperative attitude. 

FRE E DOM AN D BEYON D 
by John Holt, New York:  E .P .  Dutton and Co. , 
1972. $ 7.9 5 
Reviewed by Peter P. DeBoer, Professor of Educa­
tion, Calvin College 

J ohn Holt watchers are being offered another 
thought-provoking effort. Holt's previous works 
(How Children Learn, How Children Fail; The 
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Underachieving School; What Do I Do on Mon­
day?) directed our attention to children in school. 
This book concentrates on schools in society. 
Earlier Holt protested the coercive , stifling, in­
timidating style of teaching which encouraged 
children to be mere producers of right answers 
instead of thinkers. In this book Holt is protesting 
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the custodial, channeling, indoctrinative expecta­
tions that a "schooled" society imposes on the 
schools. Instead, Holt wants a "deschooled soci­
ety" in which everyone shall have "the widest and 
freest possible choice to learn whatever he wants to 
learn, whether in school or in some altogether 
different way . . . .  " 

"Freedom" 

In the first part of the book, Holt is still talking 
about reforming schools . I would guess that he 
wrote chapters two through seven first, while 
adhering to the thesis that the key to educational 
reform is the problem of getting more freedom 
into the schools. Hence he analyzes the structure 
of freedom, the uses of freedom, some tension of 
freedom, authority, the problem of choice, and 
discipline. 

Interesting subject matter, this, and worthy of 
our attention. The reader should not be turned off 
by Holt 's quoting with apparent approval the 
proverb : "Obedience is the great multiplier of 
evil . "  Holt is not opposed to obedience, nor is he 
against authority. He approves of structure in the 
classroom as long as it does not seem contradictory 
to the child. He is not opposed to limits as such ; 
what he wants are choices within limits. He is not 
opposed to discipline , even the discipline of Supe­
rior Force, though this discipline-besides the 
discipline of Realty and Culture-ought to be 
invoked only when necessary . to protect life ,  
health, safety " . . .  and to prevent destruction of 
things that people care about . "  

Insightful, too ,  are his comments about rules. 
Holt prefers rules or laws stated negatively and 
with great precision. He argues that one achieves a 
greater sense of freedom in the classroom where 
rules are negative and precise. Then the child can 
easily discover the limits of his freedom. When 
rules are stated positively and generally, the child 
cannot easily discern the limits of his freedom. 

Of course Holt is far from the Biblical notion of 
freedom and discipleship. He does not understand 
freedom through the law. Nor does he know that if 
only we continue in the word are we disciples. And 
if disciples (says St. John) we shall know the truth 
which shall make us free. 

"and Beyond " 

I suspect that it was only after writing chapters 
two through seven that Holt became burdened 
with despair about reforming the schools through a 
proper understanding of freedom. In  his opening 
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chapter {which I shall assume he wrote last of all) 
he notes that " it no longer seems to me that any 
imaginable sum of school reforms would be enough 
to provide good education for everyone or even for 
all children. " Hence he turns away from the 
question of reforming schools to the larger ques­
tion of reforming society . 

He argues that society has imposed functions on 
the school which are alien to its true task. The 
"one prime, legitimate, humane mission . . .  of the 
schools"-their "educative mission"-is "to pro­
mote the growth of the children in them ." This ' 
includes "awareness, responsiveness , curiosity, 
courage, confidence, imagination, resourcefulness, 
patience , generosity, sympathy, skill, competence, 
and understanding" ; it includes "the ability to see 
a wide range of choices, to choose wisely . . .  and 
to recognize and change choices that prove to be 
unwise" ;  it includes "a strong sense of [the child's] 
own freedom, dignity , and worth, and of those 
same qualities in others . "  Unfortunately, according 
to Holt, this one legitimate mission is sabotaged by 
other conflicting missions or functions. 

One of these is the "custodial" function. "Soci­
ety demands of schools . . .  that they be a place 
where for many hours of the day . . .  children or 
young people can be shut up and so be got out of 
everyone else 's way . "  Holt would rid us of our 
compulsory attendance laws. 

Another is the "channeling" function. Call it 
grading (as one does with beef) or labeling. Call it 
"social role selection" as do the sociologists. It is 
the "business of turning people into commodities , "  
says Holt, "and deciding who goes where in our 
society and who gets what-who gets the best 
paying jobs . . .  [and] who gets no j obs at all . "  
This "cream separator" mission of  the schools Holt 
condemns, chiefly because "when we start calling 
someone a loser and treating him like a loser, he 
begins to think of himself as. a loser and to act like 
a loser ."  

Still another i s  " indoctrination, "  the function of 
"getting the children to think whatever the adults 
. . .  want the children to think. "  Some of this-as 

in patriotism , sex , morality, corporate enterprise 
and the profit system-is fairly direct. Holt notes : 
being deliberate and direct means being less cor­
ruptible . Holt is angered by the indirect and more 
powerful indoctrination of "consumerism"-teach­
ing children to think that "they need , must have, 
cannot possibly get along without" the latest. 
Schools, he maintains, ought rather to teach 
children to be skeptical , critical consumers. 

Schools must reject these missions or functions, 
says Holt. But to ask them to get back to their 
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primary humane function of promoting the growth 
of children without changing society at large is to 
whistle in the dark. Society must be "deschooled . " 

A complicated idea, this, but essentially Holt 
wants "a society in which everyone shall have the 
widest and freest possible choice to learn whatever 
he wants to learn, whether in school or in some 
altogether different way . . .  a society in which 
there were many paths to learning and advance­
ment, instead of one school path . . .  -a path too 
narrow for everyone, and one too easily and too 
often blocked off from the poor ." Holt complains 
that education or learning is now defined as school­
ing, and almost everywhere people "measure . . .  
intelligence, competence, job-worthiness, and ca­
pacity for further learning almost entirely in terms 
of the length in years and the expense of the 
schooling they have already received . "  This, he 
claims , is a serious mistake . 

I don 't think our North American society is 
about to accept deschooling as Holt  proposes. We 
may modify our compulsory attendance laws. We 
may create more -alternatives for achieving entry 
into the world of work. We are providing more 
humane classrooms where children can learn and 
grow. We are continuing to gain Biblical insight 
into the meaning of freedom, discipline, and obedi­
ence for children in school. We can reduce needless 
competition between winners and losers. The pub­
lic will continue, I think, . to demand competence 
from its professionals, even from its skilled and 
unskilled laborers . Consequently, schools of what­
ever form must continue to provide this ; if they 
don't, then new avenues ( "schools") will arise to 
meet the public's demands. 

Like the poor, schools in some form will be with 
us for a long time . And as with poverty, we've got 
to continue to deal with the problem. 

REVELATION-RESPONSE Series K-3 

by the N UCS Bi ble Curricu lum Committee. 
National Un ion of Christian Schools, 
Grand Rap ids, M ich igan, 1 973. 
Reviewed by Harry De Blaey, Lakewood, Calif 

This Bible study series, to be used in grades K-3 ,  
consists o f  seven modules together with Teacher 
Guides. Its name, Revelation-Response, indkates 
its philosophy ; God's Word is the source of true 
knowledge, and man's ( student 's) response is 
through active obedience . The student activity 
books help the students not only to learn Biblical 
history, but also to relate it to themselves by· 
means of many teaching aids such as books of 
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Bible facts , songbooks, pictures, filmstrips with 
records, and stori-strips. 

The Biblical truths taught include God 's Great 
Love , God 's Covenant , Judgment and Hope, Crea­
tion and Providence. Three modules whjch will be 
available soon include Covenantal Learning and 
Living, Salvation and Service , and The Church . 
Bible stories and direct Bible study emphasize 
these truths, and various activities enable the stu­
dent to relate to these truths . 

This series is well written, Bible-oriented, and 
truly meaningful to children. The teaching guides 
are very complete, filled with teaching suggestions, 
types of lesson presentation, and ideas for teaching 
aids. 

The great abundance of teacher aids suggested 
may present problems. The cost is certainly to be 
conside�eg,_ P-a,rtl<;uj_l!.�ly . by schools less able to af­
ford -extra materials ... and even by any Christian 
school in these times of financial bind. Also ,  to use 
all of these aids pres�nts the teacher with a 
problem of time . Can all ofthem be used efficient­
ly and effectively in the time spent on Bible study? 

Naturally, no matter how well a text may be 
written, how broad and rich the material, how 
profuse the suggestions and aids, its success lies 
primarily with the teacher . The individual teacher 
has the guides,  activity books, and teaching aids , 
but must use them with conscientious study and 
work, prayerful preparation ,  and a deep sense of 
responsibility- for _  _tta.!J1ing Covenant children to 
become "Covenant consCious men and women of 
God. " 
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EDUCATIONAl PERSPECTIVE 
OF Joy in Learning 

The Aim of Ed ucat ion 

The Scriptures summarize man 's calling in life in 
terms of "love , "  "discipleship , " "service , "  "wit­
nessing, " "glorifying, "  and several other words . 
Man's calling is to live the new life in Jesus Christ. 
This is his reasonable service : to offer his very self, 
the worship of his life .  Being born anew to a living 
hope, we may daily serve our Lord , glorifying Him 
in everything we do . In the midst of daily life , as 
structured by the Word of God,  there it must 
become evident to Whom we are committed , and 
there God calls us to work out our salvation by 
raising signs of and witnessing to the new life in 
Jesus Christ. In Christ and by the power of His 
Spirit , we may once more have dominion over the 
earth , calling all people back to follow God 's good 
order for life (Gen. 1; Matt. 28).  

The Christian teacher is bound to this revelation 
. concerning man 's calling in life . The child 's one 
and only task in life is to serve God according to 
His ordinances, unfolding and developing His crea­
tion for the benefit of 'all people , thereby raising 
signs and witnessing to the coming of God's 
Kingdom. To help the child take up this religious 
calling must be the aim of all Christian education 
including the instruction that takes place within 
the Christian day school .  

In order truly to function in the concrete 
shaping of a particular program of learning, the 
confessional language of the previous paragraphs 
must be translated into more specific  educational 
objectives. One way to work out the implications 
of the Scriptural revelation concerning man 's call­
ing is to consider the common tasks all people face 
in daily life. Regardless of a person's specific 
vocation , all people share certain common respon­
sibilities. Together these common responsibilities 
constitute a person 's many-sided , religious calling. 
The school's program of learning ought to help the 
pupils to take up these common tasks , particularly 
by helping them to deepen their understanding of 
the Word of God which structures all of life .  For it 
is in the midst of daily life that they are called to 
Excerpted from manual joy in Learning: An integrated curriculum 
for the Primary Level . Editors :  A. De Graaff, Jean Olthuis 
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love God above all else and their neighbor as 
themselves. 

Very briefly, these common life tasks can be 
described as follows. Each person is called to take 
up his responsibilities within the fellowship of 
believers .  Each person hopes to be married , start a 
new family and raise children . All persons are 
called to take up their responsibilities as citizens of 
a particular nation . Every person 'is called to engage 
in some kind of work and to make decisions with 
regard to the use of resources and possessions .  All 
are confronted by different art forms. All bear 
responsibility with regard to recreation . All are 
neighbors to someone and establish many inter­
personal relationships. Everyone is called to seek 
and further emotional health . Everyone ought to 
seek physical well-being and care for the sick and 
the aged. All people bear responsibility for the 
physical environment and the planning of cities . 

There , in those areas of life ,  God wants us to 
experience His salvation, for He redeems the total 
person in all his relationships and activities. In 
these areas of life ,  we are to witness to the new life 
in Jesus Christ in word and deed, raising signs of · 
the coming of His Kingdo�_ b the power of Hisr 
Spirit . It is with regard to t �� oncrete tasks that '{f 
the school must provide undamental guidance. 
Together, these tasks provide the broad outline for 
the school 's entire program of learning. Before we . 
describe the educational objectives of the school in 
greater detail, we must first turn our attention to 
the nature of the knowledge the school seeks to 
develop. 

Confessional Knowledge 

In taking up his responsibilities in daily life, man 
responds,  either obediently or disobediently , to 
God's good order for life. Man lives in a structured 
universe, held together by the Word of God. God 
spoke and it was , and in J esus Christ the creation 
endures. God 's Word, which holds from the begin­
ning, structures all of creation and drives it toward 
its fulfillment , in spite of sin . Everywhere God 's 
Word impinges upon us and calls us to obedience. 

Our knowledge of God's powerful and dynamic 
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Word for the creation is partial and fall ible, always 
subject to change and renewal (like our knowledge 
of the Scriptures) , but in Jesus Christ we can truly 
come to know God 's good order for life again. 

Reproclaimed and given in the Scriptures , God's 
Word as it holds and directs creation provides us 
with a vision of life which can truly direct us in our 
daily activities. Thi s  view of life ( "world and life " 
view) urges us to place all of creation and all 
human activities in the light of the Word of God. It 
urges us to see everything in its deepest and fullest 
meaning. This confessio nal knowledge of life truly 
enables us to make sense out of our existence , 
providing us with a frame of reference that allows 
us to order our experience and to find direction for 
our daily lives. This "world and life " view knowl­
edge leads to commitment and action , for it i s  
knowledge of the heart in which a person has been 
moved to surrender himself to God's Truth about 
the world and is · now bound to foll�w His 
life-restoring Word. Confessional knowledge leads 
to discipleship in the midst of life , for it daily urges 
us to place all our activities in the light of the 
coming of God's Kingdom. 

It is this kind of knowledge that the school must 
help develop in our children, so that they can truly 
find their way as they take up their common tasks 
in our modern, complex , differentiated society as 
followers of Jesus Christ . In all the learning 
activities that they engage in , it is this confessional 
knowledge that we seek to develop in our children . 
Everything they do , including their careful investi­
gating and abstracting, ought to help them develop 
a meaningful view of life that enables them to see 
things in · · their integral unity and fullest and 
deepest meaning. When the children study water , 
for example, they must be led to see water as 
created by God and entrusted to man to enjoy and 
use for the maintenance of life and the well-being 
of all people. Seen in this light ,  it is clear that the 
analytical account of the chemical composition of 
water as H2 0 is only one (very limited) side of the 
full ,  integral ,  and deepest meaning of water . 

Clarity with regard to the kind of knowledge we 
seek to develop in our children will prevent us 
from misinterpreting the aim of the school as the 
development of little scientists who see things only 
from a mathematical ,  physical , and analytical point 
of view. Such scientism pervades secular education , 
but it cannot be the aim of Christian education , 
nor the kind of knowledge we seek to build up in 
our pupils. 

Helping the children to develop a view of life 
that places all areas of life and man's  calling with 
regard to these areas in the light of the Word of 
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God is the more specific objective of Christian 
education. The present manual is the concrete and 
detailed implementation of this objective . 

The Nature of the Teach ing-Learni ng Process 

To educate means to exercise formative power 
over a person 's life .  If the word is to have any 
meaning at all , we must maintain that education 
always implies a conscious and deliberate attempt 
to lead the child in a particular direction according 
to certain norms. And children do need to be 
guided and formed . Children are dependent upon 
adults for their development, and the Lord has 
mandated us to guide and instruct them. In fact, it 
is this utter dependency (physi.cally , emotionally, 
and every other way) of our children upon us that 
makes education such a responsible task. 

Although the child must be formed, this forming 
must not be taken in the sense of physical or 
emotional overpowering, of mental engineering, of 
social pressure, or of persuading someone by 
logical argumentation . Pedagogical forming, by its 
very nature , will respect and enhance the child 's 
selfhood and integrity,  for it intends to lead the 
child toward independence ,  maturity, and under­
standing, enabling him to take up his calling in life . 

Our teaching finds its boundaries in the religious 
nature of the child.  Created in the image of God, 
the child ought to be free to respond to the Word 
of God. For it is of the very nature of religion to 
bear responsibility and to be accountable to 
Someone beyond ourselves. As a religious creature, 
the child ought never to become the object of our 
forming in his individuality and totality like a piece 
of clay or an animal might . Even when he is being 
guided and instructed , the child always remains a 
free ,  responsible subject. 

In a manner that is in keeping with the 
developmental level of the child, we always ought 
to appeal to the personal responsibility of the child 
in our teaching. Children are called by God to seek 
guidance and to follow the .instruction given . They 
must have the freedom (physically, emotionally, 
analytically, and in every other way) ,  therefore, tq 
exercise that responsibil ity and to relate the 
guidance they receive to their inner selfhood and 
their God-given calling. Education ought to take 
place within the context of personal responsibility 
and co-operation . True pedagogical forming will 
always lead to the child 's self-forming, or, to put it 
another way, teaching exists for the sake of the 
learning of the child . Schools exist for the sake of 
learning ,  something which is difficult to remember 
in practice. 
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We are mandated to lead the child into the 
Truth, but we may not brainwash him, however 
subtly, into accepting the Truth . Instead we must 
help him to surrender to the Truth from the heart , 
willingly, honoring his religious freedom and 
responsibility.  Such guiding requires patience and 
trust , two attitudes which we as teachers daily 
experience in an astounding way from our heaven­
ly Father. 

Forming which knows its boundaries , teaches 
and upholds the norm,  but it does not prescribe or 
attempt to control the child 's subjective response . 
It leaves the child the freedom and the responsi­
bility to live up to the norm, punishing him when 
necessary in keeping with his developmental level 
and the seriousness of his disobedience, but not 
taking over for him. For only the child himself can 
truly pray from the heart, or love, or share , or be _ 
fair , or come to know. 

God's way in the heart of a child is closed to us , 
and we ought to respect this boundary. And when 
we do , we have great confidence , for we can put 
our trust in God's promise that the Holy Spirit will 
lead us, teachers and pupils alike , into the Truth . 
And if there is hope for us seasoned sinners, there 
is certainly hope for the children we teach. 

Teaching and learning are not mutually exclusive 
or opposites,  as many educators seem to think. 
They are only mutually exclusive when education 
is turned into mechanical conditioning, or when 
the child's freedom to learn is absolutized and the 
child is considered to be a law unto himself. The 
Scriptures teach us to reject this Humanistic 
dilemma, and provide us with a genuine alterna­
tive : teaching that provides r�al_guidance , enabling 
the child to find the Way in life, and teaching that 
knows its limits , allowing the child the freedom 
and the responsibility to surrender from the heart 
to God's good order for life .  

-
* * * * 

To meet the crisis in our classrooms, our 
children must first of all be helped to build up a 
relevant vision of life that will enable them to take 
up their all-encompassing caUing in our complex 
society as disciples of J esus Christ . Secondly, our 
children must be restored to their rightful place as 
learners, not to make their freedom the final norm, 
but rather to enable them as image bearers ofCod 
to respond to His Word. 

Our children must be helped to become more 
and more responsible for their own learning. For 
learning basically means to lead every thought 
captive to Jesus Christ . The child must learn to 
submit his thinking, his evaluating, his appreciat­
ing, his experiencing to the Truth in Jesus Christ. 
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No one can do this for him . Learning is a process 
of self-forming. It is a personal , conscious, willful , 
subjective activity, opening himself up to God's 
good order for life and surrendering to his religious 
calling in life. 

Learning understood in this way requires that 
the responsibility for the learning must be largely 
that of the pupil . From the beginning he must be 
helped to take responsibility for his learning, to 
take up tasks and to see them through. 

The child is supported in this process of self­
forming by his developing abilities. As he becomes 
aware of his world, and as his impressions and 
experiences multiply , he is urged to discern and 
distinguish and to ask why and how. His broaden­
ing experiences challenge him to order , to arrange , 
to collect, to categorize , to name, and to communi­
cate his discoveries and his excitement. His God­
created, developing functions spur him on to 
explore further and to find out how things work 
and why they are. This is . how we have been made 
by God : to sense , to distinguish, to form ,  to name, 
to symbolize , to share , to love , to wonder , and to 
praise. And happy the child that comes to know 
everything : the moss , the trees, the caterpillars, the 
squirrels , the water , the darkness , the seasons, the 
cities, his friends , and everything else, as part of his 
Father 's world that he may enjoy, care for ,  
develop ,  and use for the good of all people. 

Through his learning experiences the child needs 
to develop self-discipline . Emotionally, self-disci­
pline means that the child must learn to accept , to 
integrate and to direct his feelings. But he can only 
do so if he is allowed to be his feelings, for there 
can be no genuine regulating and directing of 
feelings without acceptance and integration . With 
regard to his ability to learn , self-discipline means 
that the child acquires the ability to choose tasks 
that fit his developmental level and to complete 
the tasks he has undertaken . But he can only do so 
if he is given a great deal of responsibility for his 
own learning from the very beginning and allowed 
a large margin of choice with regard to what he 
learns, when he learns, and how he learns. On the 
deepest level self-discipline means that the child 
submits all his coming to know to what God says 
about everything. But he can only do so if he is 
given the emotional freedom to follow our guid­
ance and the time to discover God's Truth for 
himself, and to absorb and to accept it . 

* * * * 

Christian education is a very serious matter . It 
confronts the child with the Way of Life in terms 
of his own experience, forcing him to choose. 
Christian education, therefore, is basically another 
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form of proclamation ,  of witness . But the utter 
seriousness of Christian education does not for a 
moment detract from its merciful and positive 
character. It is and remains a proclamation of the 
Way of Life that leads to shalom. Nor does the 
confronting character of Christian education de­
tract from the fact that it is and remains educa­
tion:  leading, guiding, patiently setting the stage 
for learning, carefully nurturing a new insight, 
allowing a child time to absorb and make up his 1 
mind about a new discovery . Its confronting 
character does not turn Christian education into 
preaching or evangelism. Nor does the seriousness 

The 
New 
Year 
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of Christian education detract from its playful 
character . There is nothing strained or forced 
about Christian education . It does not violate the 
child's nature or his level of development . It lets 
the child be fully child , the way God made him . 
Much of a child's learning during the primary stage 
is experienced as play. He does not yet know that 
his play is for keeps. And we may leave him his 
sense of surprise , of awe , of wonder , of trust , 
confident that it will develop in self-conscious 
commitment and discipleship as he comes of age . 
Education in the Truth al lows the child to learn 
the Truth as child. 
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They ,glance at her , theq'caref 
So no one is accused of staring 

-� & ,;; If they' should meet Q;er in the 
lio one points a finger� N 
At recess no one lifts a hand -�.,: 

Nor is a friendly note :tP:cked 
They do not see her 

:pressed against the wall %, While whispering things 
they only understana. 

Her starched dress still is 
neat when she returns­

She didn't join the jac� 
and jump-rope· set . , 

Each day her feet are heavy 
as she walks back holit,� . 

No one has asked her "' 

to come over yet. 
-Marie Post 
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