


Editorial

Do We Really Understand?

he speaker’s voice rose and fell

in convincing intonations. He

spoke with urgency. I could

hear every word; yet my mind
wondered—I couldn’t understand the
speaker’s language.

Seated in that large hall, one of a
dozen tall white Americans among 5000
beautiful dark Hmong people celebrating
their New Year, I thought to myself,
“This must be how Mike feels in my
class. He hears my voice, but apparent-
ly he doesn’t understand my language.
No wonder he tunes me out. No wonder
he fails to turn the pages when I do—
provided he even has the book open.”

Then my memory flashed back to
third grade, the year that I experienced
a different kind of hearing difficulty. I
remembered the painful humiliation of
getting unreasonably low scores on a few
papers and of starting the wrong para-
graph in oral reading, until my percep-
tive teacher and my parentsrealized that
I had a hearing loss. In spite of more
than seven school weeks' worth of ab-
sences that year, I suffered no academic
setbacks, thanks to my teacher’s and my
parents’ wisdom in recognizing my prob-
lem and providing proper help.

Beyond that immediate benefit, [ be-
lieve God was using that experience to
give me greater understanding for my
future students who experience learning
difficulties.

Although many classroom teachers
are not specifically trained in teaching
students with learning disabilities,
teachers need to be alerted to the symp-
toms of learning disabled students. As
is evident from the increased response
to this topic, information is available to
help the responsible educator recognize
and meet the learning needs of students
with physical or mental disabilities.

he odds are great that within
our classes we will find a Wil-
ly Wiggleworm, a Henry
Hyper, or an Inattentive Ina
in addition to students who are destruc-
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tive, nonchalant, loud, sneaky, dishon-
est, forgetful, or defiant. How do we see
these students? Do we view them mere-
ly as difficult kids who need “some good
old-fashioned discipline like we had in
school”? Could they be suffering from in-
ability to think the way we expect them
to do? Are their minds able to receive
and process the messages we give them?

Hopefully we come to our classes sup-
plied with patience, understanding,
wisdom, humility, common sense, and
the desire to serve any one of God’s
covenant children. We will be better
equipped to fulfill our monumental task
if we can keep in mind that behind each
deviant behavior is a person crying to
be noticed. The earlier we discern that
student’s real message, the earlier we can
decide what kind of attention the stu-
dent needs, whether academic, physical,
or disciplinary.

erhaps the first thing the teacher

can do to help a student with a

learning disability is to work in-

dividually with the student.
With undivided attention and fewer
distractions, many deviant behaviors
disappear. Then the real problem is
easier to discern.

A warm, patient attitude is vital in
helping a learning disabled student. Few
students will resist help when the teacher
displays more care for the child than
concern for his grades. In a low-key man-
ner the teacher can help both herself and
the student to reduce the frustration that
usually accompanies this situation.

Common sense goes a long way in im-
proving the instruction, even if the
teacher has had no special training to
teach the learning disabled. For exam-
ple, if the student rarely completes the
required assignments, why insist that he
is able to meet your requirements? Try
reducing the work load till he does seem
to be able to complete the task and then
gradually build him up to a level that
challenges him without frustration. Be
very specific in giving directions, and be

sure to provide both a written and an
oral version of the same directions.
(Enroll yourself in a class in which you
have no background, and you will learn
quickly the value of this advice.) Avoid
giving more directions at a time than the
student can comprehend. Always pro-
vide a model before you expect the stu-
dent to carry out new directions. If he
fails to understand, think of another way
to present the same idea.

Patience is essential. I suspect many
parents and teachers have failed to see
adequate growth in a child’s learning
because they have lacked the patience
to sit down next to the child and “walk
him through” the task, pausing often to
give positive encouragement and patient
repetition. Furthermore, sometimes they
forget that growth is a process which in-
cludes both spurts of progress and pla-
teaus of waiting for a concept to settle
into the child’s mind.

Finally, the classroom teacher has the
responsibility to be accepting. She herself
must see the learning disabled student
as a special person in her care. She must
help the student to see himself as an im-
portant member of God’s covenant, and
she must help the rest of the class to con-
sider that student as a valuable member
of the class. The more naturally the
teacher can discuss the student’s limita-
tions with the class, both while the learn-
ing disabled student is absent and when
he is present, the more likely acceptance
will occur.

Perhaps we educators have the disabil-
ity—perhaps we misinterpret the behav-
iors of our learning disabled students.
God grant us loving acceptance, greater
wisdom, and the desire to understand.
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Exceptional Child

Exceptional Teacher
Practical Application of the

Individualized Educational Program

n exceptional child is one

whose development pat-

terns and needs are

noticeably different from
most other children. Current notions of
exceptionality recognize that while all
children are unique and thus exceptional
to a degree, some possess characteristics
and/or limitations that place them out-
side normal parameters. This discussion
is targeted to teachers in Christian
schools who find themselves responsible
for educating a child with special
limitations.

The history of special education is not
complimentary. We have collectively
passed through periods of superstition
and witchcraft, isolated institutions that
were little more than custodial, special
schools for particular groups (the deaf,
the blind, the “feeble-minded”), special
classes within regular schools, and now
mainstreaming. We have by legislative
fiat “normalized” children with special
needs but genuine effective normaliza-
tion remains only barely visible on the
educational horizon.

While Congress has mandated move-
ment toward a least restrictive environ-
ment by passing Public Law 94-142, the
burden for implementing the program
has fallen upon individual school
districts, and for Christian schools, on
individual teachers and administrators.
The importance of this law is not argued,
but its application in Christian and
other private schools can present some
severe obstacles to overcome.

The Individualized Educational Pro-
gram at first glance seems like quite an
obstacle in itself. In reality and practice,
however, it represents a very detailed
and carefully prepared lesson plan for

one student. If approached one step at
a time and with the thought that good
teachers are already good lesson plan-
ners, the IEP should prove to be very
useful not only in helping a student but
also in keeping federal and state agen-
cies out of curriculum development in
private schools.

n Individualized Educa-
tional Program should be
prepared with the following
recommendations in mind:
1. The IEP must be in written form.
2. It must be reviewed at least once each
school year.
3. It should be prepared jointly by the
school administrator, a specialist in the
area of disability, and the classroom
teacher.
4. When appropriate, the student and
his or her parents may also participate.

The IEP should include:

1. A statement, documented by test
scores and teacher comments, of the
present functioning level of the child.
2. A brief list of long-term (end of school
year) academic and social goals.

3. A more elaborate compilation of
specific daily, weekly, or monthly goals
stated in behavioral, measurable terms.

Example: By the end of the first mark-
ing period, John will be reading at his
grade level with 85% comprehension
measured on the Smith test of reading
comprehension.

Rather than: By the end of the first
marking period, John will have im-
proved his reading skills.

4. Evaluation methods must be stated
including projected test dates and
names.

5. Names, titles, and locations of
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specialists likely to be called on either in
formulating the program, providing
remediation, or evaluating progress.

6. Names and locations of special equip-
ment that may be needed.

The effective construction and im-
plementation of an IEP depends upon
the ability of school personnel to ac-
curately appraise the special needs of cer-
tain children, to decide which instruc-
tional elements can be adjusted, to
develop day by day strategies for the
child, and to organize it all into a
coherent usable unit of instruction.
Charles and Malian (1980) suggest the
acronym, COATS, as a methodology.

CONTENTS—the course material
must be adjusted to suit the individual
needs of the mentally or physically
limited.

OBJECTIVES—goals and objectives
need to be varied to fit different
achievement levels or special re-
quirements in oral or written com-
munication and physical abilities.

ACTIVITIES—recreational and learn-
ing activities must be adapted to in-
clude students who may have sensory
or locomotive restrictions.

TIME ALLOTMENTS—plan to
allow more time for a handicapped or

learning disabled child.
SUPERVISION—oversight includes

teachers, administrators, lunchroom
personnel, and virtually anyone who
may have even occasional or tem-
porary responsibility for a child.



he importance of providing

services for exceptional

children was brought home to

me a few years ago while
teaching in another state. There were
three good-sized Christian schools in
that city, along with several smaller ones.
Virtually all children of families con-
nected with a particular ministry in that
area attended a Christian school, in fact
to do otherwise was cause for dismissal
from employment.

A family in our aquaintance had two
normal boys and a little girl with a
serious learning disability. She was not
retarded, not disruptive, but required a
level of personal attention while being
taught that was outside the norm in any
Christian school in the city. This fam-
ily, totally committed to Christian
education, was forced to enroll their
daughter in a public school for her to be
taught at all. It was not a bad public
school, but it was not Christian.

Christian education failed that family.
Until the Christian community can pro-
vide a Christ-centered education for all
its children, it has failed. We have failed.
Perhaps the use of the Individualized
Educational Program will in some degree
make it possible for us to serve more of
our own children with special educa-
tional needs.

David Miller is Associate Professor of
Pyschology at Liberty Baptist College in
Lynchburg, Virginia.

Patricia Schnyders

Computer Assisted Instruction

and the
Learning Disabled Student

oday’s educational environ-

ment is marked by a knowl-

edge explosion and rapidly

advancing technology. Micro-
computers are currently becoming a part
of this dynamic environment. The new
technology of the microcomputer has
the potential to revolutionize the
teaching/learning process in the class-
room (Carro, 1982).

The primary goal of any instructional
program is to have the students learn.
While it might not seem worthwhile to
put simple drill and practice activities
on a computer program when the same
activities could be undertaken using the
much less expensive paper and pencil
method, learning disabled students have
certain characteristics which provide
sound rationale for the use of Computer
Assisted Instruction (CAI): 1) Learning
6

disabled students frequently have short
attention spans and are easily distracted.
The computer can help the student focus
on and respond to what is relevant and
important by using visual cues (e.g.,
boxes, arrows, underlining) which direct
the student’s attention to the task. 2)
Learning disabled students often need
varying amounts of time to respond to
written or verbal questions. A classroom
teacher’s inability to provide that needed
time may cause fear and embarrassment
to the student. A computer can be pro-
grammed to provide this extra response
time. 3) Learning disabled students may
respond impulsively without carefully
thinking through a response. The com-
puter can be programmed to encourage
a student to think before he responds by
displaying such graphics as a stop sign
and a message to “think” before answer-

ing. 4) Many learning disabled students
are unable to recognize their own errors.
A computer can provide immediate feed-
back when a mistake is made, thus alert-
ing the student to the error. This is done
without any of the emotional overtones
which can be conveyed by a teacher. 5)
Learning disabled students may need
several repetitions of directions before
beginning an activity and may need
many repetitions of the same skill before
it is mastered. These can be provided by
the computer, which can be pro-
grammed to meet the individual needs
of each student. 6) Learning disabled
students are frequently difficult to
motivate. The computer often can assist
when motivation is the problem. Com-
puter programs can be personalized by
use of the student’s name, and positive
reinforcement recognizes success and



gives encouragement to keep trying.
Besides these preceeding six character-
istics and needs of learning disabled
students, which can be met by the com-
puter, there are two additional reasons
for the use of CAI which pertain to stu-
dents and teaching in general: 1) Not all
students learn enough through regular
classroom instruction. Many need a se-
quential, structured presentation of
skills. The computer can accelerate, re-
peat, or skip steps depending on the stu-
dent’s responses. Thus, an individualized
learning experience is provided for each
student. 2) The computer can free the
teacher to work with other students.
With CAI motivation and enjoyment
are increased, active involvement is re-
quired, and teacher time can be most ef-
fectively utilized (Thompson, 1980).

s part of the requirements
for a master’s degree, I con-
ducted a study to investi-
gate the effectiveness of
computer practice on the mastery of
spelling words. In this study, spelling
words were taught to a group of ten third
grade learning disabled students, all of
whom had experienced difficulty in this
academic area. This group practiced the
spelling words using the traditional
paper and pencil method to complete
four spelling exercises for the first lesson.
They used CAI practice to complete four
similar exercises for the second lesson.
This procedure was repeated for six
lessons, alternating paper and pencil ex-
ercises with computer exercises.

The words and exercises used were
found in the Sound Foundations Program
II published by the Developmental
Learning Materials Company. The
words selected for this study were those
commonly used in written expression by
students at this level and were also in-
cluded in the basic reading material at
this level. Each set of words selected for
study had a common phonetic element
which was repeated in each activity to
facilitate learning the words. Only the
mode of practice and the actual spelling
words varied each week. The format of

the exercises remained the same.

Evaluation was done using written pre
and post spelling tests for each of the six
lessons. The combination of pre and post
test spelling scores and scores on the four
practice activities were used to determine
mastery of the spelling words and eval-
uate students’ progress.

The CALI practice resulted in signifi-
cantly higher test scores than the paper
and pencil practice. The total gain dif-
ference in words was 54 for the paper
and pencil practice and 122 for the CAI
practice. Even though these results were
positive in favor of CAI practice, other
findings were also of interest.

The ten students who participated in
the study were all students with varying
types of learning difficulties and atten-
tion problems. Yet each student was will-
ing to remain at the CAI station for
periods of up to one hour in order to
complete the activities. These students
willingly gave up recess periods to work
at the computer.

These easily distracted students were
able to work at the CAI station in the
Resource Room while other groups of
students worked at a table in the same
room. Also, these students responded
favorably to the positive reinforcement
statements given after each student re-
sponse on the computer. They expressed
a positive response to the immediate
feedback given after an error. The
students had no difficulty learning to use
the computer equipment and experi-
enced no problems reading the computer
display screen. At the conclusion of the
study, each student expressed a desire to
continue the computer work, and each
stated he felt it was easier to learn spell-
ing words when using CAI practice.

he conclusions of this study

led to the following implica-

tions. First, CAI is a viable

approach to instruction for

the remedial and/or learning disabled

student. It can be a profitable means of

instruction for the special education

teacher as well as the regular classroom
teacher.

Next, CAl instruction can be used to

provide drill and practice in academic

areas other than spelling. Mathematics
is one area in which research has shown
this to be valid. Various types of reading
instruction have also been a focus of
CAI programs, and many are available
commercially. If meaningful CAI pro-
grams are available, they should be used.
If not available in the curriculum areas
or at the instructional levels needed, in-
structors should consider designing their
own materials which would meet the
needs and levels of their students.

Thirdly, CAl is an excellent motivator
for students who might otherwise be dif-
ficult to motivate. Teachers may find
that the reluctant learner or one who
has experienced frustration during tradi-
tional instruction is an eager learner
when presented with the computer as
instructor.

Another implication is that computer
work is feasible for all age levels of
students. The third grade students in
this study were attracted to the com-
puter and were not intimidated by its
mechanical aspects. Their self-confidence
quickly increased as they became more
capable and proficient with the com-
puter.

Finally, the computer is sure to
become an instructional tool available in
an increasing number of schools. The
decrease in the cost of the microcom-
puter, the flexibility in programming, its
effectiveness as a mode of instruction for
all levels of students, and the increase in
the use of the computer in homes and
businesses are factors which make com-
puter knowledge a necessity rather than
a luxury in today’s world.

These positive results provide support
for the conclusion that computer tech-
nology will be applied to the needs of the
learning disabled student with an in-
creased frequency in the immediate fu-
ture and has the capability of becoming
an invaluable teaching tool for the
modern day educator.

Patricia Schnyders is learning resource
teacher at Chicago Southwest Christian
School in Oak Lawn, Illinois.



Eleanor Mills

Image of God and Self Image

Implications for Special Education

verheard in the resource
room: “At least this teacher
doesn’t make me feel
dumb.” Surely no Chris-
tian teacher would want her pupils to
feel stupid or unable to learn. But we
may be insensitive to the negative im-
pact of some of the things we say and do.

We speak of the image of God in man
as words descriptive of our view of the
child. We treat the child with respect
because he is made in the image of God.
But what does this mean in our
classrooms?

Certainly a mutual respect must be
built between the teacher and the stu-
dent, but it is difficult to treat a child
with respect on the basis of a somewhat
abstract concept of image of God in him.
He must be taught to perform his task
as a student respectably so that he will
be worthy of respect.

Therefore, it is important for the
special education teacher to help her
students discover the best learning style
to use for their own unique learning
task. Even very young children can
understand the concept that informa-
tion and ideas can be learned through
several different “channels to the mind.”
It is a great relief for a child to realize
that he doesn’t have a “bad brain” (as
one seven-year-old remarked), but that
he can learn if he finds out how his own
brain operates.

Merely accepting the child where he
is and showing him what he can do is
still somewhat disappointing for the
child who really wants to be able to do
“what the other kids do.”

There are long lists available of tech-
niques for teaching self concept. Some
of these are helpful in achieving
moments of success with slow learners.
But the core is missing. How can the stu-
dent discover the way in which he can
most successfully carry out his task of
reflecting God. He must discover his
own learning style. This process of

discovery may be somewhat lengthy,
and it may involve, to varying degrees,
diagnostic teaching and self analysis. But
the quest itself is an exciting one, and
the steps along the way that develop an
increasing awareness of the solution to
the problem, provide motivation even
when the way is long. The child with a
learning disability can see that it is pos-
sible for him to carry out his task as well
as anyone, though perhaps in a different
way. By succeeding at the task of learn-
ing in school, the child feels fulfilled. He
is accomplishing what he, as image bear-
er, is called to do. This deserves mean-
ingful praise from the teacher. But the
accomplishment of the task itself is a bet-
ter motivator to further effort and suc-
cess than the praise could ever be.

n addition to helping the student
in this process of discovery, how
can we promote in our students a
feeling of confidence and accom-
plishment that will motivate them to
achieve? I suggest the following ways:

1. Greet your students by name. Show
by your tone of voice and an appropri-
ate remark that you're glad to see them.

2. Give choices whenever possible.
“Would you like to write on the chalk-
board or on paper?” “Shall we work on
spelling or reading first today?” Making
choices promotes responsibility and im-
plies a commitment to the task. It also
helps us to discover how the student
learns. The logical sequence of the
teacher’s lesson plan may not necessar-
ily follow the student’s pattern of
learning.

3. Avoid negative statements. Monitor
your speech and think of positive state-
ments to replace the use of the words
“not,” “don’t,” and “no.” “You have
three of these right.” “How did you fig-
ure out the right answer?” “What do you
need to do to make these right?”

4. Tell the student only as much as he

needs to know. Let him figure out for
himself whatever he can. “How do you
spell ground?” “The ow sound is spelled
with o u.”

5. Accept whatever remark a student
makes in a discussion with a “Thank
you.” Any kind of sincere response
should be welcome. An incorrect re-
sponse should be corrected in a positive
way, if possible.

6. Pray for all your students today, and
especially for those who are difficult for
you to love. You will begin to discover
their lovable qualities.

Albert E. Green summarizes these
thoughts when he says:

“Human knowledge is possible

because man is made in the image

of God... He is capable of knowing

God and consequently he is capable

of knowing himself, who is made in

the image of God.”

Eleanor Mills is resource room teacher at
West Edmonton Christian School in Ed-
monton, Alberta.

- Calvin College
Faculty Opening
Department of Education

Qualifications: an earned doctorate
(persons in doctoral programs are
invited to apply); academic back-
ground in reading; commitment to
reformed Christian education.
: include: teaching
courses; teaching educa-
tional psychology or secondary
teaching methogs, or supervision of
student teachers.
Persons available for the 1984-85 or
1985-86 academic years are en-
couraged to apply.
Send resume to:
Dr. P. Lucasee, Chairman
Department of Education
Calvin College
3201 Burton SE
Grand Rapids, MI 49506
Calvin College is an equal oppor-
tunity employer.



Expecting the Best from

n the ninth grade we teach The
Miracle Worker by Gibson. It is the
play about Helen Keller who had
no verbal skills until she was six
years old. She was seemingly unteach-
able, a virtual wild animal until Annie
Sullivan came into her life with enough
determination to tame the “wild animal”
and call out the person. “She will live
up to just what you demand of her and
no more,” Annie said to a pair of frus-
trated and indulgent parents; then she
proceeded to demand many things of the
deaf and blind child, not the least of
which was language. History tells us the
rest. It was through the perseverance, pa-
tience, and demand for obedience that
Miss Sullivan was able to penetrate an
otherwise impenetrable mind.

Such impenetrable minds face class-
room teachers every day. The handicaps
are usually not as obvious as was Helen
Keller’s but they demand the same ded-
ication, the same demand for excellence,
and the same vision for possibility that
Annie Sullivan had. In any special
education program the first and most im-
portant ingredient for success must be
the belief in that possible success; and
that belief, for us as Christian educators,
must begin with the belief that every
child is made in the image of God.

AsGod’s image bearers, we know that
each child is valuable and has gifts to
develop. But, how do we teach these
children to both recognize their gifts and
learn how to use them to their fullest
potential? The problem becomes even
greater when the child comes to us on
the secondary level since by that time he
has some firmly imbedded attitudes and
perceptions about himself, the most for-
midable being, “I'm dumb.” At that
point the battle almost seems lost before
it can be fought; but we must never sur-
render to this defense.
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t Eastern Christian High
School there has been an
on-going effort for the past
six or seven years to provide
for the needs of these special students.
Some of our students have visual-per-
ceptual difficulties, some are diagnosed
dyslexic, others have auditory problems,
and some are emotionally impaired.
These students have been identified
through various testing procedures. The
low verbal and math skills are identified
by the ITED:s, (lowa Test of Educational
Development) the dyslexic students
(those of whom we are aware) have had
testing by professional educators dealing
specifically with the problem, and others
are identified on a daily basis by our own
teachers’ observation of classroom
behavior and performance. Testing ser-
vices in the form of child study teams are
provided by local school districts and
these are available to us also. To date no
great strides have been made, but baby
steps are becoming toddler steps and a
sure-footed program appears to be
emerging from the years of trial and er-
ror. Last year we introduced a corrective

instant feedback. This is done through
a point system which is based on per-
formance, cooperation, and achieve-
ment. The students are in constant con-
tact with the teacher in that every
response is verbal as well as written. The
class size is also conducive to this ap-

proach since no more than 14 students

are enrolled per class period.

The spelling lessons are designed to
teach word units called morphographs.
Each morphograph is memorized
through the “see, say, do” method and
repeated from time to time. The mor-
phographs are then added for larger
words, and meanings are learned with
each new morphograph. Students can-
not fail unless they want to. That is the
beauty of the program. Before the stu-
dent ever enrolls in the class, he is in-
formed of the requirements and purpose
of the course and is asked to sign a con-
tract agreeing to cooperate with the en-
tire class and the teacher throughout the
school year. This builds the student’s
confidence and commitment as well as
overall class cooperation. If at any time
there is an unwillingness to meet the

If students break through the barrier of their own
attitudes about themselves, we have begun to
do them a tremendous service.

spelling class using an SRA (Science
Research Associates) Directed Teaching
program. This year we went a step fur-
ther and began classes in both correc-
tive reading and mathmetics, also using
SR A materials. The programs are based
on the age-old teaching methods of
repetition, of “see, say, do.” We also use
a Skills Center to supplement the regular
curriculum. The Center is staffed by
paraprofessional and former teachers.
Within the context of these special
learning programs students with disabil-
ities find both the success and the help
they need. The SRA corrective classes
offer students very strict discipline and

demands of the contract, the student is
reminded of his commitment and either
conforms or is removed from the class.
Before such a drastic measure need be
used, however, we have found that the
student has already experienced some
measure of success and is unwilling to
give up the class.

The reading class is designed to work
in much the same way with slight varia-
tions, depending on the level of com-
prehension of a given group. Students
are expected to succeed; therefore, most
of them do. The math conforms to the
same process as do the reading and spell-
ing programs. The teaching method de-



Agnes C. Fisher

All God’s Children

mands full cooperation at all times, com-
plete attention to what is being done in
the class, and total involvement in the
lesson. In all three subjects there are
times in each class period for the entire
class to respond to the teacher in unison
on signal. The classes of from seven to
fourteen students are very structured
and very demanding within the class
period.

The Skills Center is designed to pro-
vide specific, often temporary sup-
plemental help to students who are hav-
ing a specific problem in a course they
are taking. A student is assigned to the
Center by individual teachers whenever
a serious learning problem becomes evi-
dent. He stays in the Center until it is
apparent that the problem has been
remedied. The Skills Center teacher acts
as tutor on a one to one or small group
basis. There are tools available in the
Center to deal with such problems as
note-taking, researching, reading com-
prehension, and such skills as study,
planning, and dictionary use. National

Honor Society students are also volun-
teers as tutors for given subject areas in
which they are particularly proficient.

ince the school is a learning

community and does not make

academic ability an admission

criteria, we are convinced we
must address the needs of these students.
Our school has fewer than four hundred
students in grades nine through twelve,
and it is not always easy to schedule
special classes. As long as the needs are
there, however, we believe it is our du-
ty to meet them and every effort is made
to do so. None of our attempts have
been going on long enough for us to
know how enduring the learning actual-
ly is. If students break through the bar-
rier of their own attitudes about them-
selves, we have begun to do them a tre-
mendous service. The key to all these
methods is the exercising of persever-
ance, demanding the best from the child
that God has given him, and offering
him proof that degrees of success are
within his reach.

Agnes Fisher teaches English and reading at
Eastern Christian High School in North
Heledon, New Jersey.

Beth Van Rees



Children

with Learning Disabilities

oe has been told he has average or

perhaps far above average in-

telligence, but in some subjects of

the school day and in certain as-

pects of the entire day for a
reason that may not be at all clear to
him, he just can’t perform as do the
other students. Joe is sure he has far
greater intelligence than Johnny sitting
in front of him, but when it comes to
remembering his addition and subtrac-
tion combinations he simply cannot
compete with the class, not even with
Johnny. He frequently hears such en-
couraging words as: “You can do it.”
“Try a little harder.” “Work at it, you'll
get it.” But he keeps finishing last—
always last. And his teacher just doesn’t
understand. She is sure he is a bright
boy. She finally concludes that “Joe just
doesn’t care.” It’s true that he’s begin-
ning to behave as though education
doesn’t have much value to him. His
mind, very obviously, is frequently
“checked out.” He’s in many ways a
school dropout while still attending.
What is happening?

Perhaps an analogy told by Dr. David
Martin from UCLA many years ago at
a conference for special education
teachers will help us understand the pat-
tern of Joe's thinking.

Suppose an ambitious school prin-
cipal decided that every morning
all of his teachers would arrive a
half hour early at school and have
a race around the playground.
Suppose, too, that he persuaded
the local merchants to contribute
a magnificant array of prizes for
the first five to finish each day.
Now, everyone knows about the
prizes. Each day one sees his
fellows reap the rewards. How
long, though, do you suppose
everyone would want to compete?
How long do you think it would

take for the fat, fifty, and physical-
ly limited of the faculty to drop
out? And this in spite of the fact
that they know full well that rich
rewards await the victors. If the
principal remains enthusiastic
about his venture, those fat, fifty,
and physically inferior might soon
function under the cloud of their
morning’s experience all through
their day.

By definition the L.D. child has
average or above average intelligence. He
has adequate sensory acuity. But there
is a significant discrepancy between his
apparent capacity and his ability to func-
tion. He may not be fat, he’s certainly
not fifty, but there are some limitations
that makes the daily “race” most dif-
ficult. What can we do for such a child
in our classrooms?

et’slook at a hypothetical pro-

file of an L.D. child. We'll call

him Jerry. As is true of many

L.D. children, Jerry begins his
education at age six in a public school’s
special education program. He makes
good progress. After two years in a class
for pupils with severe oral language dif-
ficulties he is transferred to an Educa-
tionally Handicapped Class made up of
pupils with various learning disabilities.
By the time Jerry is ten, it is recommend-
ed he be enrolled in a regular class with
some pull-out resource help. After con-
sidering his total physical, emotional,
and intellectual status, it is determined
by the review committee that, although
he is ten, third grade placement would
best meet his needs. At this point his
Christian parents request placement for
their child in the small local Christian
school. But now what is the Christian
school’s obligation to such a student if
he is accepted for enrollment? Let’s look
at Jerry as an example of what might be

done.

It is important that an open-working
relationship be established with those in
the public school who have worked with
Jerry. The Christian School would prof-
it from their insights and make the tran-
sition for Jerry into a regular class as
smooth as possible. Up-to-date testing
could be done to determine the child’s
current strengths and weaknesses. Let's
say this is done for Jerry and the
psychologist gives the following report.

Jerry is often inattentive and fre-
quently has to be steered to the
task at hand during a single as-
signment. Jerry has many artic-
ulation problems and some word-
finding difficulty when he attempts
to express himself. He is easily
frustrated. He has many gross
motor problems as well as some
fine motor difficulties that affect
his writing,

On the Weschler Intelligence Scale
for Children this ten-year-old
boy’s full scale scores are in the
normal range of intelligence, but
his subtest scores are widely scat-
tered. With a low score of six in
both the area of Information and
Arithmetic to a high of fifteen in
the area of Picture Completion, we
find his abilities to span a range of
approximately four years below his
age level to five years above. He
also scores above average in the
subtest areas of Similarities and
Picture Arrangement.

In the opinion of the tester
Jerry’s low areas will certainly af-
fect his academic performance;
however, he has definite strengths
in visual perception of detail. He
is able to understand visually
presented relationships and can
organize such material into se-
quential, logical order somewhat



in Regular Classes

above his age expectancy. He also
has high conceptual skills with
respect to understanding relation-
ships between common objects.

On the Peabody Picture
Vocabulary test Jerry scores at the
95th percentile. This means that
only five children out of 100 in the
general population of his age score
above him. His receptive vocabu-
lary skills are highly developed.

His Bender-Motor Gestalt scores
place him about two years below
his age level, but this is believed
to be due to his poor fine motor
control.

he following is a brief sketch

of the kind of program that

might be developed in a reg-

ular third grade class to meet
the needs of a child such as Jerry. The
school’s first goal is to remediate the
specific learning disabilities—his weak-
nesses in reading, in math, and in reten-
tion of general information. A pull-out
program with tutorial help for a period
each day is developed. For the next
several years, through the fourth grade
and the fifth grade, Jerry is responsive
to the remediation so that by the time
he is placed in the sixth grade he is able
to function reasonably well in the
academic areas without outside remedial
help. Everyone concerned with Jerry—
his parents as well as the school per-
sonnel—are deeply grateful for and
satisfied with the progress Jerry is mak-
ing. But there is so much more to
consider.

To attempt to remediate Jerry’s weak
areas is extremely important; however,
Jerry’s future success as an adult will not
be dependent, first of all, on what has
happened in his areas of weakness. It will
be his strengths, if properly developed,
that will make the big difference toward
adult life successes.

n line with the principles from the
parables in which Christ taught
about the use of talents as well as
the principles taught in [ Corin-
thians 12, it is certainly important that
out Christian schools be concerned
about the development of the strengths
of all our students. However, the L.D.
child’s severe weak areas appear, in com-
parison with the more normal pupil, to
have a disproportionately debilitating ef-
fect on the development of his strengths.

Kuno Maliepaard

cant influence on their learning.
However, focusing the school’s major ef-
forts on the child’s weaknesses without
also developing his strengths, can
become discouraging to the child. For
some with success profiles such as Jerry’s,
their weak areas may again have a more
debilitating effect as they face the heavier
demands of a high school or college pro-
gram, but, it’s important to focus on
their strengths.

Competent psychological testing can

... it will be through the indentification and de-
velopment of an L.D. child’s strengths that suc-
cess, especially in the vocational area, can be ex-

pected in his adult life.

The really serious planning for a student
such as Jerry begins as he enters the
junior high and the more vocationally-
oriented high school level.

We left Jerry at the sixth grade level.
Now it is time to have him re-evaluated,
hopefully with an instrument such as the
Weschler Intelligence Scale or other tests
that will redefine his strengths. It would
be wise to re-evaluate such a child at the
ninth grade level also. Based on the areas
of strength he demonstrated on his test-
ing as a ten year old and assuming these
remain strengths, it is now important
that certain questions be asked. What
could a high score on the Peabody sug-
gest as a strength that has vocational
value? His higher areas on the WISC
suggest he has good conceptual skills
with respect to understanding relation-
ships. If these are still strengths, what im-
plications for further development would
these strengths have for vocational
preparation? For many L.D. children,
their areas of weakness remain a signifi-

be helpful and is essential for sound
educational and vocational planning for
those students who have had and are
having to deal with serious learning
disabilities. To be comfortable with a
functional degree of remediation in the
areas of a child’s specific disability is not
enough. As indicated above, it will be
through the indentification and develop-
ment of an L.D. child’s strengths that
success, especially in the vocational area,
can be expected in his adult life.

The demands for effectively working
through the problems of L.D. children
in our Christian schools can be quite
heavy. However, to be able to observe
a covenant L.D. child grow from what
would be almost certain failure as an
adult to becoming equipped to take on
a responsible role in adult society is, I
believe, one of the richest professional
experiences educators can have.

Kuno Maliepaard spent 21 years working in
special education. For the past eight years he
has been teaching third grade at Hanford
Christian School in Hanford, CA. 13



Asylum

he faculty of Omni Christian

High School were clearly a

disgruntled group on this Fri-

day afternoon at 3:30. They
milled around the coffee table of the
faculty room grimly speculating about
why Dr. Peter Rip would call a meeting
of the faculty at such an inappropriate
time.

“Maybe old Rip wants to pack as
many faculty meetings as he can into his
last months as principal,” guessed Steve
Vander Prikkel. “Over at Servant Col-
lege he'll just be another one of the boys.
He’s in for a disappointment when he
gets there, though. They have so many
doctors that they don’t even call each
other doctor.”

“Maybe we're going to learn whether
Lucy gets an extended maternity leave,”
put in Sue Katje. “The Board has got to
make up its mind about that pretty
soon.”

“Naw,” said Bill Silver, shaking his
head. “They just can’t come to a deci-
sion about that. Part of the problem is
that Den Denker has applied for Rip’s
job. Now can you imagine that? A prin-
cipal whose wife is also on the faculty but
who is on maternity leave? I think that
if Den Denker wants the job, he’d bet-
ter tell his wife to resign.”

The door opened and Principal Peter
Rip strode in, stepped to the head of the
table, and knocked on the lectern with
his pipe (since receiving his appointment
to the Education Department of Servant
College, Rip had been practicing smok-
ing a pipe). “May | have your attention,
please?” he said in a loud voice, and the
teachers, with an eye on the clock,
quickly moved to take seats.

“I'm sorry to keep you late on a Fri-
day afternoon,” apologized the principal,
“but an important and very difficult mat-
ter has come up. Please bear with me in
this, and we’ll try to move right along.”
He then asked John Vroom, Bible
teacher, to “open” the meeting with
prayer, which Vroom, who was in the
process of devouring a Milky Way, did,
14

“Of Honor and

concluding with a petition that the
teachers would soon be “blessed along
their homeward way.” Peter Rip then in-
troduced the agenda.

“You are all aware,” he said, “that Jen-
nifer was caught last week cheating on
Lucy Bright's six-week English test.
Lucy, of course, gave Jennifer a failing
grade in the test and then reported the
matter to me. | am taking the matter to
you. Here is the question, at least ac-
cording to Lucy and maybe some others
here. Can we permit someone who has
been caught cheating in one of our
classes to represent the school as an
honor student, as the best student in the
class? That is the question. I need some
input from you.”

The announcement was followed by
abriefsilence. Then there was some sot-
to voce discussion. Finally Matt De Wit,
science and math teacher, raised his
hand. “Dr. Rip, given the failing grade
in the test, is Jennifer’s grade point
average still tops in the senior class? 1
mean, even if Lucy lowers her grade for
the course a lot, will she still be the best
student academically?”

Dr. Rip answered emphatically, “Yes,
she will still be the best. Her academic
performance in this school has been
super, just super. As you know, she has
been declared a National Merit Finalist
as well. The answer is yes.”

“Well, then,” returned De Wit, “she
is the valedictorian. That’s all there is to
it. This is a mathematical thing. By def-
inition the valedictorian is the student
who has the highest rank in the gradu-
ating class. Jennifer is that student. She
is entitled to deliver the farewell
address.”

Rip smiled at Matt but said, “Some
might still say it’s likely that the word
about Jennifer’s cheating will get around
the community. How will it look if Om-
ni’s honor student is a known cheater?
What will that say about our standards?
Won't people assume that she has
cheated in other courses as well, and so
on?”

“Right! You are right about that Dr.
Rip,” intoned John Vroom. “This is not
an academic question. It is a moral ques-
tion,” he said with stress on the key
word. “What is at stake here is the Word
of God. Jennifer has sinned against the
eighth commandment. She has stolen.
She must be penitent. She must ask for-
giveness. Until that happens, she is en-
titled to no honor from this Christian
High School.”

A spit ball came whizzing from some-
where in the group, hitting Vroom in
the right ear. His dignity momentarily
shattered, the Bible teacher wheeled
around to identify his attacker, but he
found only bland faces pointed at Dr.
Rip. Vroom, reaching for his half-eaten
Milky Way, shook his head in dismay
at the turpitude which permeated not
just the student body but also, evident-
ly, the faculty.

A new voice joined the discussion.
Ginny Traansma, music teacher, now
took the floor. “My heart really goes out
to that girl,” said Ginny with emotion.
“She came crying to me this noon, just
really falling apart with the fear that she
might be disqualified. And there’s no
question about the penitence—she’s got
a lot to lose. She’d do anything to undo
what she did.”

Lucy Bright now wrinkled her brow
and contributed: “What I want to know
is why a student who already has the top
academic honors in the bag would even
consider cheating. That’s what I'd like
to know.”

Dr. Rip responded, “A very good
question, Lucy, a very good question.
Why would that be?”

“That’s not so hard to figure out,”
came from Steve Vander Prikkel, biology
teacher and coach. “You know Jennifer’s
family, the Prices. They all have to
achieve. They have study time in their
home every night after supper, the way
some people have devotions. Jennifer’s
two brothers and her sister Merrie have
won top academic honors here. And the
pressure is on Jennifer. And, frankly, I



Dishonor”

don’t think she is quite as bright as the
others in the family. She’s kind of an
over-achiever, if you know what I mean.
She needed to have more than the
honor of being valedictorian. She
needed a four-point grade average—and
I think she was trying to guarantee that
when she cheated in Lucy’s class. That’s
what I think.” Vander Prikkel looked
around him. Many heads nodded agree-
ment to his opinion.

“But what do we do?” came from the
principal.

“Tell her that she will be listed as
valedictorian on the program, but that
she may not give a valedictory speech,”
suggested Ren Abbot. “Wouldn’t that
solve everything?”

“No! came from John Vroom. “We
must not back off from these cases. We
did the same thing when half of the
basketball team got drunk. Instead of do-
ing something which shows where we
stand on those things, we sweep it all
under the rug. [ say that we should show
some Christian backbone. Lower the
boom. Every sin has its price.” There
were some guffaws around the table, but
Vroom wasn’t even aware of his unfor-
tunate pun.

“] say that we should show some
Christian mercy—something to temper
our justice,” put in De Wit. “Jennifer and
her family are suffering right now. I
think Jennifer is sorry, and the whole
family is embarrassed. That is punish-
ment enough. But no matter what Jen-
nifer did in Lucy Bright’s class, she is,
I say she s, the valedictorian of the class
of '84.”

Bob Den Denker cleared his throat.
Everyone looked in his direction, expec-
tantly. “Well,” Bob began, “to Matt this
is a simple issue of statistics. To John it’s
a simple issue of morality. Now it is true
that Jennifer is an honor student. It is
also true that she did a dishonorable
thing. She thought in a weak moment
that the end justifies the means. And
that’s a violation of everything Christian
education has tried to teach her. We

must forgive her, of course, as God
forgives her if she’s penitent, and as she
has to forgive herself. But I would sug-
gest that Omni has no valedictorian this
year and that we begin to review the
whole tradition and policy of valedic-
torians. It seems to me that whoever
represents a class and this school ought
to represent not only academic honor
which is statistical and intellectual, but
also the moral and ethical quality of be-
ing honorable.”

Vroom hardly allowed Bob’s words to
sink in. He had finished his Milky Way
and was getting restless. “Dr. Chair-
man,” John piped up, “I would like to
call for the question. It’s almost 4:30 and

H. K. Zoeklicht

[ must pick up my Minnie at Penny’s.
I think we’re ready to vote not to allow
Jennifer the privilege.”

Rip, looking somewhat pained,
coughed in his hand, then said, “There
is no motion before the faculty.” He
looked down at his notes and began to
gather them as he concluded, “I just
wanted your input. I will be in consulta-
tion with some Board members and will
then try to make the best decision for
all concerned. I will let you know next
week. We are adjourned.”

And before the chagrined staff had
recovered sufficiently to respond, Dr.
Peter Rip quickly moved to the door and
disappeared.
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Uniforms

But Not Uniformity

olicemen, firemen, nurses and

baseball players all wear

uniforms, and perhaps that is

what initially attracts the at-
tention of children to aspire to such no-
ble positions. Uniforms have added
beauty and order to many areas of our
lives. Many Christian school boards
have discussed the need or desire for
their students to wear uniforms. Certain-
ly uniforms are neat and attractive and
may very well, in fact, serve a good pur-
pose within the school.

More important, however, than the
issue of uniformity in dress is the issue
of uniformity in education. Many of us,
as teachers, have dressed our students in
academic uniforms.

Webster defines uniform as “having
always the same form; conforming to
one pattern; consistent; not varying.”
For the average classroom teacher the
issue of uniforms is not so much how her
students will look to her, but rather how
she will look at her students.

There is certainly something to be said
with regard to educational objectives
and curriculum guidelines. Schools as
well as teachers need a basic format in
educating their children; however,
educational objectives are not biblical
texts possessing that unique quality of in-
errancy. An effective teaching program
must take into account the individual
differences of the students. Why is it that
two students with similar Intelligence
Quotient (IQ) scores have different
academic behaviors? The classroom
teacher must be able to identify and
understand the various factors that con-
stitute the individual differences within
a student.

We may require all students to label
their papers with the same heading,
leave the room by the same procedure,
and perhaps even dress alike, but we
cannot make them develop uniform-
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ly—intellectually, physically, socially,
emotionally, or spiritually. We may prod
them and encourage them, but our
abilities are limited.

Fortunately, we are slipping away from
the customary practice of having all
children begin kindergarten at five years
of age. We are realizing that just because
a child arrives at a certain age it does not
assure him the readiness to succeed aca-
demically. Educators realize that young
children develop according to their own
internal time clock. Just as a wise mother
does not expect her two children to take
their first feeble step at the same age, the
equally wise teacher must understand
that all seventh grade students will not
necessarily be able to conjugate the verb
“play” in the present perfect progressive
tense. Children simply do not have uni-
form minds. Their mental capabilities
are not all programmed for compatabili-
ty with the established curriculum guide-
lines and educational objectives.

hile we do not hesitate to

recognize the variety in

our students’ abilities,

generally we teach them
in a uniform way. So often our academic
instruction is geared to one mode of
learning. We forget that to teach is not
necessarily to talk, and to talk is not
necessarily to teach. Children learn in
different ways and at different rates. Ac-
cording to research conducted by Mir-
iam Wilt, the typical elementary school
student spends at least 57.5 percent of
class time listening. Paul T. Ramkin in
his dissertation research pointed out that
“listening ability is the most frequently
used of the forms of communication. Of
the total time spent in communication
with verbal symbols, it occupies almost
three times as much time as reading, and
four times as much time as writing.” We
forget that not every students’ ears func-

tion as rapidly as the teacher’s jaw bone.

Recent research and experience in
education has brought us much further
in the realization of academic differences.
Parents and teachers are engaged in
various attempts at teaching for suc-
cessful learning. Our classrooms may not
be demonstrating revolutionary changes,
but alternative pedagogical practices are
appearing.

Perhaps a more serious situation is
diversity in emotional development
manifested in non-uniform manners.
These differences do not go unnoticed,
but they are neglected too often. So
many factors influence emotional de-
velopment.

Two students almost the same age sit
in the same classroom. Both students
come from a single-parent family. For the
one, the family situation has served as
a contributing factor for her early emo-
tional maturation. Her appearance and
interests are further developed than
those of her classmates. For the other,
a similar family experience has caused his
emotional development to be far behind
that of his peers. His silly actions and im-
mature speech become obnoxious and
isolate him from other boys. It is easy to
become irritated with such behavior
from a junior high student. Certainly he
should know better.

In the midst of the same classroom
stands the class giant. Over the summer
vacation his height has developed to
nearly six feet. He stands head and
shoulders above all the other boys. His
sparkling eyes and handsome face quick-
ly draw your attention, as do his erratic
temper, unstable emotions, and unreli-
able behavior patterns. It would almost
be possible to write him off as a “bad
kid.” Yet his heart is huge and his love
is ever present. He desperately wants to
please his parents and teachers, but he
finds it difficult. His learning disability



makes it impossible for him to express
his confusion concerning his develop-
ment. He feels so much like the apostle
Paul when Paul said, “For the good 1
wish, I do not doj but I practice the very
evil that I do not wish” (Rom. 7:19
NAS). His emotional development has
not kept pace with his physical develop-
ment.

The emotional battles rage within our
students. Often times the battles go un-
noticed or undefined. The result may
seem to be defiance or misbehavior, but
the confused behavior may in fact be a
cry from deep within a confused and
frustrated heart.

e have little difficulty

identifying various gifts

and abilities among our

students. It is absurd to
think that all children will be gymnastic,
athletic, or musical. We can accept that.
The fact that some children are blond
and others brunette is appreciated.
There is beauty in variety. Without a
question, Christian school teachers
quickly recognize these characteristics as
uniquely God-given. Perhaps the most
individual characteristic we possess is our
thumbprint. It is our biological sig-
nature. Mine will not be duplicated by
any other person. So too, my mind is

If

If I could have
perpetual spring—
a continual erupting

and

intermittent fall,

to lay at rest;

I’d be contented, graced
not to die nor

be in fullest bloom,

but always

leaning

on the crest

of the revolving wave.

Diane Karay

Donna Marie Furrey

unique and individual. It is imperative
that each teacher and parent see each
student as an individual blessing and op-
portunity from God.

To you he may have grantedfive, ten,
twenty or perhaps thirty individuals who
compose your class. Teach them as in-
dividuals and your class will grow. Teach
them as a group and the individual po-
tential will not develop.

Uniforms?—perhaps, but, never uni-
formity!

Donna Marie Furrey is administrator at
Ringwood Christian School in Ringwood,
New Jersey.
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What Are

Communication

Disorders?

Sandra Ringsby

n Exodus 4:10 Moses said to the
Lord, “Oh Lord, I have never been
eloquent, neither in the past or pre-
sent nor since you have spoken to
your servant. I am slow of speech and
tongue.” If being “slow of speech and
tongue” hindered Moses from persuad-
ing his people to leave Egypt, this same
problem could prevent a child from par-
ticipating in a classroom discussion or,
more tragically, cause him to fail aca-
demically. As educators, we need to be
able to identify children with possible
communication disorders and to be
familiar with treatment alternatives.
Over 12 million Americans have
speech and language disorders with
estimates ranging from four to ten per-
cent of the population. Perhaps one
reason the estimates vary so much lies
in differences of opinion as to what and
what does not fit the definition of a
speech disorder. Perkins in the opening
pages of Human Perspectives in Speech and
Language Disorders, says that: “Speech is
defective when it is ungrammatical, un-
intelligible, culturally or personally un-
satisfactory, abusive of the speech
mechanism, or delayed in development.”
The term speech identifies what the
speaker does to produce the sounds of
communication. Language refers to the
mental operations used in understanding
speech and in formulating what to say
and how to say it. Speech that is dif-
ferent, for any reason, is cause for con-
cern. Jobs, promotions, social prestige—
any aspect of social life—may be affected
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by the difference. An entire clinical pro-
fession, Speech Pathology, deals with these
differences.

s an educator you may en-

counter some of the follow-

ing common beliefs and

questions about commun-
ication disorders.

1. Isn’t the child just shy and quiet? This
belief may have damaging results if in
fact the child does need services, and
those services are not provided.
Children who have communication
disorders but who are not behavior
problems may get by with merely smil-
ing when spoken to.

2. Isn’t it okay as long as I know what
he means? Often we respond to the
message the child sends and ignore the
way in which he sends it. For example,
the child may ask, “Her coming too?”
The response is, “Yes,” to the question.
The meaning is conveyed while the way
it is conveyed is incorrect. Often we get
used to hearing certain inappropriate
speech patterns over time so that they
no longer seem to be a problem.

3. Is it really a problem? It has been
estimated that 3.5% of the student
population has some degree of speech
impairment, and 15% of the population
has some type of communication
disorder. A large proportion of the
children with speech and language prob-
lems can be found within other han-
dicapping categories. It is estimated that
10% of the emotionally disturbed and

50% of the learning disabled children
ages 4 to 17 experience oral language
disabilities. Much higher percentages are
evident in severely handicapped chil-
dren.

4. Why can’t he talk better? Various
physical, sensory, intellectual, and
psychological factors have been found to
be related to inadequate speech and
language development. Other factors
that may inhibit speech and language de-
velopment could include: insufficient
stimulation and motivation, improper
training, impaired hearing, inadequate
intelligence, excessive environmental or
parental pressures, bilingual conflicts, in-
adequate speech mechanisms, and lack
of good speech models.

5. Won't they grow out of it? A common
misconception is that children’s language
and speech problems are due to im-
mature development that they will
“outgrow.” Some children do outgrow
language problems; most do not.
Another belief is that children will be ex-
posed to speech models every day in
school and will learn to understand and
use the English language through the
process of education itself. These lan-
guage models may or may not be ade-
quate, and time alone does not solve the
problem.

6. What can I do about a communication
problem? As a result of federal legislation
(Public Law 94-142), all U.S. children are
given a right to education that will meet
individual needs. A referral can be made
through the school by the teacher, par-



ent, or other caretakers of the child. An
assessment of the child’s communication
needs can be conducted by a school or
private speech and language pathologist.

ommunication disorders are

commonly grouped in the

following manner: disorders

of (1) articulation, (2)
language, (3) voice, (4) fluency, and (5)
hearing.

1. Articulation disorders comprise over
70 percent of all communication dis-
orders. Disordered articulation is the in-
appropriate formation of speech sounds
in words, sentences, and conversational
speech. Articulation errors are
characterized by sounds that are omit-
ted, substituted, or distorted. An exam-
ple of a sound ommission would be, “I
see a abbit.” A w for r substitution
would sound like, “I see a wabbit.”
Distorted sounds are close in approxima-
tion, but not close enough to be normal.
For example, a slight slurring or lisp for
the s sound would be a distortion.

The majority of articulation problems
in children are due to functional reasons.
In other words, there is no physical de-
fect of the speech mechanism, however
speech sounds are produced incorrect-
ly. Possible physical causes could include
deviation of the oral structures such as
malocclusion (how teeth fit together),
tongue thrust (improper swallowing),
tongue tie (attachment of the tongue),
or cleft lip and palate (unclosed roof of
the mouth). There may be neurologic

disabilities affecting articulation such as
apraxia (motor control), cerebral palsy
(brain damage), or dysarthria (muscle
paralysis or weakness). Hearing impair-
ment may be another physical cause for
inappropriate sound production.

Articulation disorders are diagnosed
and treated by a speech and language
pathologist. Treatment usually consists
of teaching correct production of the er-
ror sound in isolation with gradual
transfer to practice in syllables, words,
sentences, and conversational speech.
Classroom teachers are often needed to
monitor carryover of correct sound pro-
duction in conversation. A secret cue,
such as, “What did you say?”, works well
to remind the child to use newly-learned
sounds in the classroom.

2. Language disordered children make
up a large portion of a speech patholo-
gist’s caseload. These children are also
identified within the category of learn-
ing disabled if their language disorder is
comparatively mild. Disordered language
may include deficiencies in the follow-
ing areas: (a) shortened sentence length,
(b) inappropriate grammar, (c) delayed
maturity for the child’s age group, (d) in-
ability to express needs in an under-
standable manner, (e) inability to find
the appropriate word, (f) the inap-
propriate use of words, or (g) inability to
relate to others due to the inappropriate
use of language.

Various physical, intellectual, and
psychological factors have been found to
be related to inadequate language de-

velopment. Again, Perkins defines some
disabling conditions that are significant-
ly disruptive of natural language learn-
ing. They include:

Autism, a form of childhood
psychosis in which not only lan-
guage acquisition is disrupted, but
also perception, behavior, and the
psychosocial ability to relate to the
world.

Developmental aphasia, also
called congenital aphasia, and
childhood aphasia, in which
cognitive abilities seem reasonably
intact, but auditory processing of
language is impaired.

Trainable levels of mental retarda-
tion in which cognitive as well as
language capacities are seriously
limited.

Language instruction is needed for
many language impaired children to
learn the rules and use of language. If the
impairment is severe enough, a special
day class for children with severe
disorders of language may be recom-
mended. Other options may include
therapy apart from a regular class, a daily
school program implemented by the
classroom teacher, speech pathologist,
and/or resource specialist, or a home
program monitored by the parent.

3. Voice disorders comprise a relatively
small portion of communication prob-
lems and will not be discussed in this ar-
ticle except to say that a person with a
suspected voice problem should see a
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medical doctor, preferably an ear, nose,
and throat specialist, to diagnose and
treat any physical causes. The physician
may prescribe medical or surgical treat-
ment, vocal rest, or voice therapy by
referring the patient to a speech
pathologist.

4. Fluency disorders, commonly known
as stuttering or stammering, have been
given more attention than all the other
speech disorders combined. New “cures”
are given media attention. Recent atten-
tion has been given to Mrs. John Glenn
who has learned to control a severe
fluency problem which handicapped her
for many years. Mel Tillis, a country
music entertainer, has even learned to
capitalize on his “handicap.” Perkins,
(p.285) defines fluency as “the smooth-
ness with which speech flows together.”
Rate and rhythm are involved in fluen-
cy. He defines stuttering as the “mistim-
ing of speech sounds.” When the speaker
gives the impression that he knows the
word he is trying to say is stuck, the
listener perceives this as stuttering. Nor-
mal disfluencies typically involve hesita-
tions that speakers make when forming
ideas, as well as repetition of words and
phrases that occur often enough to be
considered normal. Young children be-
tween the ages of two and four often
have normal disfluencies when they are
learning language.

Many theories on the cause of stutter-
ing have been proposed; however, a
specific origin has not been agreed upon.
These theories have included muscle in-
coordination, poor breath management,
minimal brain disfunction, and emo-
tional or psychological disturbances.

Unfortunately, no definite cure for
stuttering has been discovered. How-
ever, there have been several methods
which have helped stutterers deal more
effectively with disfluencies and even
reduce stuttering significantly. Some of
these methods include removing all the
pressures in the home and at school
which involve speaking. Specific therapy
involves letting the child communicate
in a relaxed, reassuring environment.
More direct approaches include alter-
native ways of speaking to establish
fluency such as a whisper or easy speak-
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ing voice, breath management, or de-
layed auditory feedback (delayed tape
recording of child’s voice). These alter-
native ways of speaking are gradually
faded until the fluency can be main-
tained in normal speaking situations.

5. Hearing disorders can adversely affect
the development of speech and language.
Without hearing, the innate capacity to
learn speech by ear is eliminated. There
is a wide range of severity in hearing
disorders. Hearing losses can be mild,
moderate, or profound. They may be
temporary due to ear infection or ex-
posure to loud noise.

Parents and teachers need to recognize
children with hearing losses, particular-
ly those children learning language prior
to ages six to eight. A child with even
a slight hearing loss may ask you to
repeat what you say or not follow direc-
tions in class. More severe hearing losses
may be evidenced by a failure to startle
at loud noises or neglect to turn the head
toward the direction of the speaker.

Hearing sensitivity is measured by an
audiometer which is an instrument
calibrated for specific loudness levels and
sound frequencies. Hearing losses are
classified by degree and loss. The follow-
ing chart by Goodman shows the rela-
tionship between hearing loss, probable
handicap, and needs that accompany
the severity of the hearing loss:

Mild hearing loss — difficulty
hearing faint or distant speech.
Moderate hearing loss — under-
stands speech at a distance of three
to five feet; needs hearing aid, or
auditory trainer or lip reading,
favorable seating, speech cor-
rection, or hearing conservation.
Moderately severe hearing loss —
conversation must be loud to be
understood, and there is great dif-
ficulty in group and classroom dis-
cussion; needs all of above plus
language therapy and maybe a
special class for hard of hearing.
Severe hearing loss — may hear a
loud voice about one foot from
ear, may identify environmental
noices, may distinguish vowels but
not consonants; needs special ed-
ucation for deaf children which

places emphasis on speech, audi-
tory training and language; may
enter regular classes at a later time.

Profound hearingloss — may hear
loud sounds, does not rely on
hearing as primary way to com-
municate; needs special class or
school for the deaf; some of these
children eventually enter regular
high schools.

The task of identifying and meeting
the needs of students with communica-
tion disorders is not an easy one. More
often than not a child will exhibit two
or more types of communication deficits.
Language delayed children often have
articulation problems. Language and
speech disorders often go undetected or
untreated for years. It may not be until
high school that a student failing in
academic subjects is found to have a
language deficit, or that a severe stutterer
is given speech therapy. Parents, teach-
ers, administrators, physicians, speech
pathologists, and other professionals can
meet these needs by keeping each other
informed, consulting with each other,
and asking questions—in other words,
overcoming their own communication
deficits.

Sandra Ringsby is a clinical speech path-
ologist at Doctors Medical Center in Mo-
desto, California.



The Values

of Using Puppetry

to Teach
Learning Disabled Children

ny teacher who deals with

learning disabled young-

sters knows that these

children often seem to
“have ears but do not hear,” “eyes but
do not see.” In other words, the child
may experience auditory or visual prob-
lems which prevent the child from pro-
cessing and understanding what is being
heard or seen. A specific disability may
involve difficulty in understanding what
has been touched and felt physically. A
learning disabled child may also ex-
perience problems in physical motor
control and coordination.

Thus, it is vital, especially for the
Christian teacher who works with learn-
ing disabled youngsters, to discover each
child’s strongest channel of learning
(auditory, visual, or tactile) and to
capitalize on the child’s strengths. Never-
theless, the child must also be provided
with the opportunity to utilize and
strengthen the weaker learning chan-
nels.

Because the art of puppetry stimulates
all of the basic channels of learning,
(auditory, visual, and tactile) and re-
quires active personal involvement, it
can be used as a valuable learning tool
to meet the special needs of learning
disabled youngsters. Furthermore, pup-
petry is useful for working with children
of all individual levels and needs and can
be especially helpful if the learning
disabled child is “mainstreamed” into a
regular classroom.

Christ, as the “Master Teacher,” un-
derstood the human need to learn
through all possible channels. He told
simple stories, or parables, so that the
common person could hear and more

fully understand important truths. He
performed physical miracles such as heal-
ing the lame, blind, and deaf, so that
people could see, hear, and feel his power
(Matthew 11:5). He physically touched
the children and adults who came to see
him (Matthew 19:13) and always con-
sidered the human need to touch and
be touched. For example, he allowed a
bleeding woman to touch his robe to be
healed (Luke 8:43-48) and he encouraged
doubting Thomas to touch his scarred
hands to comprehend the truth of the
resurrection (John 20:24-28).

In fact, Christ continues to actively
demonstrate his love for us in our daily
lives regardless of our personal strengths
and weaknesses. He also requires us to
actively demonstrate his love through
our lives (I John 4:19-21).

Let’s consider then in the light of
Christ’s teaching example, the physical,
intellectual, emotional, social, and spir-
itual values that can be learned by
disabled youngsters through the use of

puppetry.

he use of puppets can provide

meaningful and purposeful

motivation for physical activi-

ty and movement. Using pup-
pets requires active participation and
physical involvement. It can help a child
develop muscular coordination skills and
manipulative abilities.

Fine motor (small muscular) control
skills can be developed as the child
manipulates small puppets and con-
structs them. Tracing, drawing, cutting,
gluing, painting, sewing, braiding, tying,
modeling, and carving can be involved
in the construction process.

Susan Stegenga

Gross motor (large muscular) control
skills aare involved in the locomotive
movement, flexibility, and mobility
needed backstage. Muscular control is
involved in lifting and hauling stage
equipment as well as in the manipula-
tion of larger-size puppets.

Puppets can help a child develop phys-
ical perceptual skills. For example, the
child’s tactile (touch) sense is stimulated
when using textured materials to create
a puppet. A spatial awareness can be
developed as the child is required to
judge specific proportions and distances
backstage. A sense of timing is also re-
quired in working backstage with other
puppeteers and in synchronizing the
puppet’s mouth movements with the
words and sounds being uttered.

uppets can help a child improve

both verbal and nonverbal com-

munication skills. “Receptive”

(input) communication skills are
involved when the child must interpret
the messages being communicated by the
puppet’s gestures or the puppet’s spoken
words. If the child is writing or research-
ing a script, the child may also be
motivated to read carefully and to inter-
pret the written word.

Motivation is also provided for “ex-
pressive” (output) communication such
as when the child must practice proper
oral and manual expression (verhal
sounds and nonverbal physical gestures
for puppets). The verbal expression ii:-
volves aspects of speech such as proper
vocabulary and grammar, volume, pitch,
and diction.

Oral storytelling through puppets can
be used to help strengthen memory re-
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Summer Workshop
August 20-24, 1984

A Theistic Approach To
Education: Exploring The
Differences Between
Reformed Christianity and
Secular Humanism

An intensive, one-week study of
basic issues in education, focusing
on the significant differences be-
tween theistic and humanistic ap-
proaches. Specific attention will be
devoted to such questions as the
bases upon which decisions are
made, contrasting views of the stu-
dent, the most worthy objectives to
be pursued, the nature of good
discipline, and ways to influence
behavior toward desired ends. The
course will be team-taught by Dr.
Norman De Jong, professor of ed-
ucation, Dr. Jack Fennema, vice
president of business affairs, and
Rev. David J. Engelsma, guest lec-
turer and author of Reformed Edu-
cation. Intended for in-service
teachers and future teachers. Cred-
it: two (2) semester hours graduate
or undergraduate. Cost: $200. Re-
quest registration materials from:
Summer Education Workshop
Trinity Christian College

' Palos Heights, IL 60463

e How does mathematics add up in
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your classroom?
eFigureout a new
equation with:
Making Designs
(for grades 4-6)
Paths to Problem

g(for grades7-9)

e Supplementary
texts to help
students creatively

explore God’s world.
e Teacher editions available

For a FREE brochure, contact
CSI Publications
P.O. Box 8709
Grand Rapids, M1 49508
957-1070

tention and auditory and visual sequen-
tial skills when the child either actively
views or actually participates in the pup-
pet show. Active involvement can be en-
couraged by asking the children in the
audience questions after the show such
as, “What happened first, second, and
third?”

Puppetry involves mental concentra-
tion and can encourage the child to
develop organizational and planning
skills. The child is encouraged to plan
puppet shows in a logical step-by-step
manner.

Puppetry can also introduce and de-
velop difficult abstract academic con-
cepts in a more understandable and con-
crete manner. The child can be motiva-
ted to learn specific academic facts
through enjoyable repetition such as
presenting a puppet show based on
historical facts.

Puppets can be used by the teacher to
enact “roles” to help a child who ex-
periences specific perceptual and
academic difficulties. For example, a
water-loving “Puddles the Poodle” pup-
pet can have water plugging its ears so
that the teacher must repeat everything
twice for the waterlogged puppy. This
approach minimizes embarrassment for
the young child who experiences audi-
tory perceptual difficulties and who
needs repetition of oral directions. The
puppet can also be the one to correct
mistakes while a child reads or speaks
orally which is less threatening than if
the adult corrects the child’s mistakes
directly.

Puppetry provides the opportunity for
successful experiences which learning
disabled children especially need. Pup-
pets can stimulate new interests, provide
immediate positive reinforcement, and
allow the opportunity for positive
creative expression and the use of the
imagination.

Puppetry requires self control and per-
sonal discipline to handle the respon-
sibilities involved in planning a puppet
show. Through a puppet, a child can feel
free to express personal emotions and
then learn to identify and cope with
them in a socially acceptable manner. A
child’s individual contributions to the
total group effort are valued and this can
contribute to personal self esteem. Emo-
tional support and comfort can be pro-

vided when a child is able to whisper a
special secret to a puppet friend or to
give and receive hugs and kisses from a
warm fuzzy puppet.

s Christians, we believe

that spiritual values are

eternal and especially

vital to a child’s total

healthy development.
Puppets can be used to teach specific
Christian moral and ethical concepts.
Puppets can be highly successful motiva-
tional tools and visual aids to enact Bi-
ble stories and songs. Certainly, Bible
verses, devotions, prayers, parables, and
stories such as “Noah’s Ark” and “Jonah
and the Whale” develop a special mean-
ing when enacted by puppets.

As Christian educators, we can use
puppetry as a valuable educational tool
to teach the child through all possible
channels of learning and to encourage
total healthy development.

Numerous excellent resource books
and materials are available in libraries
and bookstores which provide specific
details regarding the construction,
manipulation, and uses of various types
of puppets. Christian bookstores carry
materials which provide creative ideas
and scripts for the use of puppetry in
Christian environments.

Whether the child is making, manip-
ulating, or merely watching a puppet
show, it is important to engage the
child’s active interest in what is happen-
ing. Christ, our example of the “Master
Teacher,” demonstrates this concept in
his teachings. He requires active par-
ticipation, active decision-making, and
total involvement by commanding us to
be “doers of the word, and not hearers
only” (James 1:22).

Therefore, it is imperative for us as
Christian educators to constantly re-
mind ourselves that if we merely hear
and see we often forget, but if we do we
can more truly understand. This is just
as true for our learning disabled
students.

Susan Stegenga has taught university pup-
petry classes for educators and has used pup-
pets on television. She currently teaches art
for kindergarten through eighth grade at
Crystal Cathedral Academy in Garden
Grove, California.



Laurie’s

Learning (Dis)Abilities

hen Laurie started

kindergarten, it became

apparent to us that she

was having difficulties.
Following first grade, we were informed
that she was not ready to pass on to the
second grade. Tests showed that she had
learning disabilities, but the schools in
our area at that time were not equipped
to deal with her problems. We were pa-
tient. Her teachers were too. But Laurie
was failing. She could not do what other
children her age could do. Words and
letters twisted and turned; letters that
were right-side-up one moment were up-
side-down the next. (Today at 14 years
of age she still has to think before she
knows which way is right and which is
left.)

School was her daily torture. Other
children could learn, but she could not.
In Laurie’s hurt, we hurt too. Most of
the neighborhood children avoided
Laurie. A few went out of their way to
be friendly. But they were “being nice,”
and Laurie knew it instinctively. She
developed her own little safe and private
world. And we hurt even more.

We moved to Florida after Laurie’s
first grade, and found a place called the
“Mailman Center” where pioneering
work had been done with learning
disabled children. Here, Laurie
discovered that she could learn. Her at-
titude about herself changed. But it was
an adult world. Children of her age still
avoided her.

We moved to Michigan just as the
Holland Christian Schools were in-
troducing the Discovery Program for
learning disabled children and Laurie
was entering sixth grade. This program
has helped her enormously in dealing
with the work of learning. Every one of
her teachers has told us how well she is
doing and how much they appreciate
her efforts.

School is no longer the horror it once

was, but it is still very hard work. The
homework other youngsters do during
the bus ride home takes her all night to
complete. Every night she works four,
five, six hours because she does not want
to go to class unprepared. A grade of
C- is a personal triumph for her. She
even works at having fun. When the
physical education department was plan-
ning to test the students in jumping
rope, basketball, and running, Laurie
practiced these at home. Like many
children with dyslexia, Laurie has no
natural coordination—it is learned by
endless repetition. But she learned
because she did not want to look like a
fool in front of the others.

In Laurie’s mind, she is a struggling
child with learning disabilities. To us,
Laurie is first of all, our own flesh and
blood. Her life proceeded from ours. We
love her for who she is irrespective of her
abilities or disabilities. We also love her
for her special gifts to us. Her private tor-
tures have produced a character of amaz-
ing perseverance. Her prayers are sim-
ple, but incredible in honesty. Her at-
titude towards others, particularly those
with physical, emotional, and learning
handicaps, is the personification of grace.
Her walk of faith is a masterpiece of
spiritual maturity. From these and many
more of her gifts to us, we have learned
how grace is indeed sufficient for every
need.

rom this admittedly personal

vantage point, we have come to

some firm beliefs about things

that need to happen within

our schools. Although we cannot speak

for every parent of learning disabled

children, a simple poll would show that

most parents would agree with the
following basic observations.

Most important in dealing effectively

with learning disabilities is early detec-

tion. Once the youngster has become

Jack and Judy Vander Plate

convinced that he is a failure, it is prob-
ably too late to meet his academic needs.
What should happen when teachers,
sensitive to these problems in learning,
discover the children who need help?

The ideal solution is to develop a pro-
gram for special learners within the
school. Not every school will be able to
do that since such programs are very ex-
pensive. Where it simply cannot be
handled within the Christian school,
there should be coordinated effort be-
tween the public schools (now mandated
by government to meet the needs of
special learners) and the Christian
school. At the very least, the school
should be able to make appropriate
referral.

The special needs of the highly gifted
learners also place demands on our
schools. While our particular experience
makes us sympathetic to the needs of
learning disabled children, we know that
the two are of one piece. So often the
parents of either highly gifted or learn-
ing disabled children must bear the cost
of the appropriate programs themselves.
But we are a covenant community, and
our schools are for the children of the
covenant community. We are defined as
a body that is under divine orders to
“use our gifts readily and cheerfully for
the service and enrichment of the other
members” (Heidelberg Catechism,
Lord’s Day 21). We dream of the day
when all of God’s people will understand
and practice this teaching. If one of the
measures of a society is the way it
handles its least advantaged members,
then one of the measures of the school
is determined by its attention to its
special learners.

In addition to academic concerns, the
school also ought to develop a policy
concerned with Christian socialization
among all its students. So often, during
recess, the lunch break, or while waiting
for busses, youngsters behave in unac-
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ceptable ways with no intervention by
teachers or administration. This can be
especially destructive for a learning
disabled child who is already something
of a social problem. We have appreciated
those teachers who have explained
frankly to their classes that Laurie has
learning disabilities and that any mock-
ing or ridicule will not be tolerated, and
who have fostered an attitude of mutual
help.

Finally, there is a need to be suppor-
tive of the parents. Teachers tell us that
Laurie is doing well, or holding her own
in their classes. But they do not see the
hours of study at home, more often than
not with parental tutoring. They do not
see the frustration with the workload
which causes temper tantrums or the
need for full weekends of catching up on
needed sleep. We have told both of our
girls that homework may be done only
up until a certain point and then no
more. We realize that this sets us in op-
position to some of their teachers, which
we regret. However, the school has our
children for nearly seven hours. To de-
mand that our children’s time with us
be filled with schoolwork is expecting
more than is reasonable.

Teachers should coordinate their test
schedules and homework assignments to
a far greater extent than is generally the
case. This is particularly essential to the
learning disabled child, and to her
parents who must make sense of the aca-
demic requirements. This plan requires
more time and more effort, but it would
yield rewards to parents, teachers, and
students.

very one of our children are

priceless gifts of God. As much

as we teach them, we learn

from them. What we have
learned from our daughter has made us
sometimes painfully and sometimes
joyously aware of the love the Father has
bestowed on us in making us his chil-
dren. The gifts he gives, the personal at-
tention, the forbearing and forgiving all
come from an endless supply. Our limits
stand in stark contrast, begging for his
provision. Let our Christian schools be
a loving part of that provision.

Judy and Jack now serve their third charge,
the East Saugatuck Christian Reformed
Church in Holland, Michigan. They are the
parents of two children.
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Wormwood Reports

My dear Uncle Screwtape,

It’s been sometime since I wrote you to report on progress here at Christian High.
We're winding down the school year here and are looking back to measure the gains
and losses of the past year. Frankly, Uncle Screwtape, it’s been a year of frustration.
Yes, we've made great strides and have a firm foundation for future work, but Chris-
tian High remains a disgusting stronghold of the Enemy. But this letter gives the pic-
ture as [ see it—and as you will see—I feel there’s much reason for hope that many
here will be brought to a permanent relationship with Our Father Below.

One aspect targeted for destruction by me and my staff has been the insufferable
atmosphere of goodwill pervading the school. So many of them like each other here.
They’re friendly and courteous. They actually wish each other well. It’s enough to
turn your stomach. But, progress has been promising. We're now trying to go beyond
getting them to feel wronged by others—which as you know, Uncle, is a very basic
process needing only a dash of pride and a bit of envy—what we want to do is to
get them to dislike each other and to enjoy disliking: to nurture their dislike, to cultivate
it until it smolders, and glows, and bursts into deep, black hatred. You should have
seen the week after spring vacation, Uncle Screwtape. A whopping 63% of the students
and staff were as crabby as I'd ever gotten them.

Another evidence of our work is the significant 18% rise in gossip. What satisfac-
tion it brings me to see all the boys and girls, freshmen to seniors, sometimes teachers,
too, all cutting each other down, ruining reputations, and taking delight in the misfor-
tunes of others. And the beauty of it is that [ can sit back and do nothing. Most
are so concerned with self and have so little compassion for others that gossip is almost
second nature. They don’t even realize they’re doing it. Oh, Uncle Screwtape, language
is such a marvelous tool for the work of Our Father Below.

Speaking of language, much progress is being made in the areas of vulgarities and
obscenities. Vulgarities are up 13% from last year to 1525 per week. Obscenities are
up 11% to 1250 per week. Unfortunately, profanities are stable at about 1400 per week.

Distractions, of course, remain our most effective weapon against the Enemy and
his camp. I have never in my four years at Christian High had to argue someone away
from the Enemy. It’s much easier to simply distract them from the Enemy’s business.
That’s because very few here are thinking at all seriously about their faith. It’s
astonishingly simple to fill up a teenager’s life with a car, a little sex, some new clothes,
and a stereo. And this of course helps you, Uncle Screwtape, in your work with adults
on the national level. A teenager consumed with sensual and material things is much
less likely to grow up concerned with justice or the Enemy’s Creation or the Enemy’s
kingdom. I've found noise to be my best weapon so far. At the moment of silence
when thoughts are in danger of turning to the Enemy, it’s easiest to have a TV, stereo,
or radio handy for instant annihilation of those thoughts. Music, by the way, has
proven effective beyond our wildest expectations. As you know, we had censorship
removed from the music industry in 1975, and today many of these fresh, good-looking
Christian High students will listen to songs of fornication, drug-dealing, and Satanism
without batting an eye.

Speaking of Satanism, the glorious worship of Our Father Below, do you remember



Steven Vryhof

from CHS

Led Zeppelin? They're the British group who are so thoroughly dedicated to our cause.
I’m very proud to say that Led Zepp is the third most popular group among our stu-
dent body, up 3 from last year’s survey. Blue Oyster Cult and Judas Priest continue
to hold the #2 and #1 spots, respectively. Pretty good for a junior devil, right, Uncle
Screwtape!?

Parties, especially drinking parties, also help us keep students from the Enemy’s camp,
although I confess [ have to stay on my toes in this area. The danger is that some
of the more sensitive students will often sense the stupidity and emptiness of the party-
down lifestyle. It's my job then to quickly remind them that behaving differently from
the group means rejection by the group and that following the Enemy is boring. “You
don’t want to be a goody-goody,” I whisper in their ear. Nine times out of ten it works
like a charm.

The outlook for the future here at Christian High is fairly good. We've had a beautiful
shift in life goals the last few years. Not too long ago many seniors said that serving
the Enemy in a special way was their life goal. Today, I'm happy to report, most of
the seniors, 64%, will say that making the big bucks is their life goal. And this is
something which I don’t see changing dramatically in the near future.

Other miscellaneous items for this year: (among the 734 students and 43 staff
members)

cheating—up 21% to 209 incidents per week

wasting time—up 9% to 18,450 hours per week

stealing from lockers—up 21% to 33 incidents per week

spiritual smugness—up 18% to 12,400 thoughts per week

fornication—up 13% to 24 acts per week

That sums up this year’s progress. I'm pleased, but as [ look over the whole situa-
tion here at Christian High, I realize we’ve got a lot of work to do.The power and
presence of the Enemy is frighteningly obvious in the halls and classrooms. A depressing
amount was done this year to the Enemy’s honor and glory. Weekly songs of praise,
studies by students and teachers, music concerts, athletic contests, chapels, club ac-
tivities—all done with the belief that the Enemy grants every good and perfect gift.
I tell you, Uncle Screwtape, it’s not easy to work under these conditions. And what
really irritates me is the little, penny-ante, daily acts of kindness—the thoughtful word,
the friendly greeting, the hard work given to studies and responsibilities, the respect
given to teachers and students. At times ['d like to chuck it all. They can go to heaven
for all I care.

For example, there are some students here who are a little out of it. You know the
type. They’re not quite as smart or as beautiful or as fun as the rest. They’ve got some
physical or emotional or social problems. Now, usually, the rest of the student body
ridicules, teases, ostracizes, and ignores them—much to my own personal delight. But
every once in a while some goody-two-shoes who's thoroughly given to the Enemy
will go and befriend the weirdos and take a real interest in them. Yuck!

And by far the most deflating moments of all come at the end of the day. Here
I've successfully lured many into bad language, perhaps some disrespect to parents,
a little cheating, some lustful thoughts or sexual experimentation, and at the end of
the day, dozens of them will get on their knees and sincerely, humbly realize what

Outline
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outlines children

learning to climb

through summer,

outlines autumn leaves

that swirl

the children back to school,
the birds to warmer skies.

Dorothea Kewley



they’ve done and ask the Enemy for forgiveness. And a whole day’s work vanishes
before my eyes! Uncle Screwtape, is there any possibility of transfer to an easier as-
signment!

Anyway, although this remains a Christian school I remain pledged to working for
Our Father Below in this place. Here are my goals for the summer:

Strategy #1—I will numb them with noise and chemicals. The busyness, the noise,
the music, the booze, the drugs, the parties—all have proven effective enough for con-
tinued use.

Strategy #2—I will get them to concentrate on the trivial and the sensual. When
the girl is wondering what new outfit to buy and the boy is wondering what the girl’s
fanny will look like in the new outfit, there’s little room for thoughts of the Enemy.

Strategy #3—1I will get them to reject all sources of help. Pastors are weird. Parents
are old-fashioned. Teachers are unfair and out to get them. Cutting them off from
those who wish them in the Enemy’s camp is essential. I will pick their friends and
heroes for them.

Strategy #4—I will keep them from the Enemy’s Son—the awful Answer and Source
of all the Enemy’s blessing. I will work very hard on this because it is so crucial. I'll
let them charge down every pathway thatleads away from Him. And as the Enemy’s
Son Himself stated, “The way is wide, and the path is easy which leads to Our Father
Below.” (I don’t know if that’s exactly what He said—I never read His Word—but
it was something like that.)

Strategy #5—The Huge Lie. Oh what delightful demonic wisdom when Our Father
Below devised this strategy. Many here at Christian High already believe Our Huge
Lie. They really don’t believe the Enemy loves them and will accept them and will
forgive them. They believe they’ve sinned so grievously that they now have no worth
or merit to anyone—especially the Enemy. They therefore resign themselves to whatever
happens. This Huge Lie I must keep in their minds. Because . . . if they ever truly
discover the love and goodwill of the Enemy, they will inevitably respond to it, and
then, all will be lost. I will do my best to keep that from happening.

That’s all from here.

With warmest regards, your affectionate nephew,

Wormwood

PRAYER
God, let us prove our heavenly birth
In all we do and know
And claim the kingdom of the earth
For thee, and not thy foe.
Amen.

Steven Vryhof teaches English and also team teaches Christian Perspectives on Media at II-
liana Christian High School in Lansing, Illinois. He is currently introducing an experience bas-
ed curriculum called Landlopers.
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Take the

he vacuum cleaner salesman

at my door had a “valuable

gift” for me if I would allow

him just a few minutes of my
time. Having recently prepared a study
unit on advertising, I decided to let
him in.

Before I realized what was happening,
he had dumped half a box of salt on my
living room floor and had worked it into
the carpet. Deftly he guided his vacuum
cleaner over my salted carpet, and as the
tiny white granules disappeared into his
machine, a confident gleam lit in his
eyes.

I gave my typical response: “Thank
you. | want to think it over for a few
days.” Deflated, he began pushing for an
immediate decision. Irritated by my re-
fusal to buy such a “steal” on the spot,
he left a little mound of dirt on a white
filter to remind me how foolish I was to
pass up this deal. A bit of consumer
research, however, confirmed the wis-
dom of my decision not to buy.

As an educator [ have not always been
as cautious. Had my administrator been
less wise or the budget more liberal, I
might have made several costly mistakes
in purchasing textbooks.

Knowing how difficult it is to
thoroughly research textbooks, CSI in-
vited twenty-two educators to work
under three consultants in the summer
of 1982 to set up Textbook Guides in the
areas of science and reading/literature.
The following summer a similar team an-
alyzed language arts textbooks with both
secular and Christian philosophies. Next
on the agenda is the area of social
studies, to be followed by Bible and then
math. CSI intends to operate this proj-
ect on a rotation schedule, reviewing
each discipline every five years. Text-
books reviewed are on display in the CSI
curriculum library.

A description of the content of CSI’s

Book Review section of this magazine,
where the editor of that column has
given an objective evaluation. In addi-
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tion, I have asked fellow reviewers to
state their opinions of the guides, which
consist of objective checklists as well as
essay form evaluations for each.

Reviewers are highly enthusiastic
about CSI’s Textbook Guides. “My ex-
perience as a teacher is that I do get to
know a textbook thoroughly—its
philosophical orientation, its strengths,
and its shortcomings—but only through
years of teaching from it,” says Joel
Brouwer of Hudsonville, Michigan. “My
experience is also that we don’t spend
nearly enough time in pre-evaluation,
and we often make poor choices on the
basis of subjective reactions. Or worse,
we might not even really know what
criteria to apply. Textbook guides can be
helpful both in suggesting criteria and in
measuring how well certain books meet
those criteria.”

Most reviewers consider the guides
valuable tools in helping educators limit
and verify their choices. Randall Heeres
of McBain, Michigan, states, “A field of
ten or twenty possible texts could be nar-
rowed considerably with careful use of

CSI Textbook Guides.”

s John Monsma, science
text reviewer, also from
McBain, suggests, “Those
doing local selection of
books can compare their thinking on
these matters with someone who they

know has done a detailed study of the
textbooks they are considering. When a
selection is ultimately made locally, those
involved will know that they have not
made their determination alone, thereby
reducing personal prejudices and excess
subjectivism.” Two reviewers find the
guides helpful for inexperienced
educators. George Faber reports that
pre-service teachers at Dordt College are
pleased that textbook guides are
available. Pat Oostenink mentions, “In
working with student teachers at Calvin
I find they are eager to learn as much
as they can about the books they and
their students in their first job assign-
ment will be using.”

CSl is open to suggestions from users
as to how the guides can be improved.
Although the reviewers strongly main-
tain that the essay is the most helpful
aspect of the analysis, opinions vary on
the format. William Vander Kopple,
from Calvin College’s English Depart-
ment, suggests that each essay be com-
piled by several people whose names ap-
pear on the guide. Lillian Eiten of
Walnut Creek, California, feels that
minor matters are laid out in such detail
that they tend to obscure major areas.
She suggests omitting the technical data
side of the long sheet and including that
information in the essay. “Insure that
the essay covers major areas of philos-
ophy and sequence first,” she says, “and

then continues—in inverted pyramid
style—to those items of less importance.”

Although the reviewers are highly sup-
portive of CSI’s project, probably every
member of the three analysis teams
experienced initial frustration over the
terminology on the objective forms.
Therefore, it seems likely that subscribers
will experience similar feelings. Says Ger-
ty Heinen of Lethbridge, Alberta, “Some
of the terminology used in the guides will
not be meaningful to teachers unless
they have recently taken courses in the
area of curriculum design, or have been
personally involved in the text analysis
conferences.” She cites the following
terms as examples: goodness of fit,
strands, genres, controlled language pat-
terns, domains/dimensions, concept
map, instructional validity.

Already some modifications have been
made in the forms; the newer version is
a shorter and a more convenient format.
CSIl is interested in making the guides
as useful as possible to subscribers.

Several team members offer caution
about improper use of evaluation guides.
Says Paul Erffmeyer of Hudsonville,
Michigan, “Teachers should never count
checks and pluses to compare. Teachers
should discuss what they are looking for
in a textbook before using the forms.”

CSI's own language arts consultant,
Sheri Haan, sums up CSI’s purpose con-
cisely. She concludes, “We publish texts
as closely aligned with our own state-
ment of purpose and principle as we
humanly can. The reviews reflect how
close others think we come. We review
ours and others’ texts to guide schools
in making wise choices. But the choice,
indeed, is theirs.”

Many of us scurry to Consumer Reports
and library pamphlets before we buy
cars, computers, vacuum cleaners, and
breakfast cereals, and that is wise. Would
that we were as diligent about the
philosophy of Scott Foresman as we are
about the flavor of Wheaties.

LVG
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Book Reviews

K-9 Reading/Literature Textbook
Guides
by Joan Stob et al

CSI Curriculum Dept., Grand Rapids, Mich.
1983, loose leaf sheets, $50.00

7-12 Literature Textbook Guides
by Henry Baron et al

CSI Curriculum Dept., Grand Rapids, Mich.
1983, loose leaf sheets, $50.00

Reviewed by Donald Oppewal
Calvin College
Book Review Editor

Help from Christian Schools Interna-
tional for those who choose textbooks
is now here. Whether as an individual
or as a curriculum committee member
you are sooner or later going to face the
task of textbook selection. Taken
seriously the task is formidable, because
in every curriculum area numerous com-
panies compete for your attention, and
checking out their claims calls for great
expertise. Taken less seriously the task
is simply one of comparing a few alter-
natives most easily available (because a
textbook salesperson has provided a free
copy or a neighboring school uses it) and
choosing one that is closest to what you
want to teach. If you are a language or
literature teacher you no longer need be
driven to such measures.

Each of the Textbook Guides consists
of a packet of three sheets covering both
Christian and secular textbooks, total-
ing about two dozen in each packet. The
publications of secular companies more
than double the number from Christian
publishing houses, but together provide
a good range of what is available.

The reviewing teams (3-5 for each
grade level) used a common set of
categories for all texts and all grade
levels. Although the system seems com-
plicated at first glance, since it covers so
many aspects of textbook content, once
the meaning is clarified through usage
the comparison points become clearer.

Sometimes using a simple checklist for

what is included or omitted, sometimes
using a rating with pluses and minuses
for aspects of the text (like organization),
each analysis includes several paragraphs
of overall assessment of strengths and
weaknesses. The team in the latter does
not hesitate to judge harshly texts that
are poorly suited to needs of learners,
strongly biased concerning the goals of
literature teaching, or that make pro-
mises that are not kept.

CSlis to be applauded for such efforts,
even if the results are less than satisfy-
ing and not readily usable by a teacher
or administrator untutored in the com-
plexities of textbook analysis. In their
desire to be complete they have lost
some intelligibility.

Some of the problem is the format.
Given a company and grade level that
is specific to your interest, you are con-
fronted with at least three sheets: on the
front page you see boxes with headings,
the meaning of which isn’t immediately
clear, although some explanation of the
terms does accompany the whole packet.
However that accompanying explana-
tion never tells you what is meant by
“Goodness of Fit,” which is the heading
of the fourth page. While the format is
intimidating and not sequenced well, the
payoff will come as you master the
various terms and codes by comparing
several texts on the same box or under
the same heading.

If the school budget allows for a
substantial investment of money in this
packet, and if the users will take the time
to figure out the system of analysis, they
will be rewarded with substantial help
from the team of fellow teachers.

It’s a step beyond being left to your
own intuitions and subjective estimates
when you draw on the Christian profes-
sional community to make a textbook
choice and whether you end with a
secular or Christian textbook you will
be more confident that you have made
a wise choice.

As in all professional decisions, to be
forewarned is to be forearmed.

Donald Oppewal, editor

Soundings Literature Series,
Grades 6-8

Editors: Henry Baron, Lillian Gris-
sen, Bruce Hekman, Daniel Vander
Ark

CSI, Grand Rapids, Michigan 1976

Voyage (8), 317 pp. $6.00 softcover
Teacher Guide, 124 pp. $7.50

I Am Waiting (7), 161 pp. $4.00 softcover
Nothing Ever Happens (7), 196 pp. $4.00
softcover

A Smiling Hippopotamus (6), 168 pp. $4.00
softcover

The Nest (6), 229 pp. $4.00 softcover
Teacher Guide $5.50

Reviewed by Ruth Broersma, junior high
English teacher Creston-Mayfield Christian
School, Grand Rapids, Michigan

Where does a Voyage take you? Why,
all the way from beginnings in home and
family to its ultimate end, with lots of
acquaintances and adventures in be-
tween. This is the organizing theme of
the Voyage text, the final one of the CSI
Soundings series. The titles of the units
indicate how the book develops this
theme: Home, Bearings, Daring, Mates,
In-Sights, and Journey’s End. In other
words, we begin our voyage at home, in
the family, and move from there, after
taking our bearings, to the broad world
of adventure, choosing companions
along the way, gaining insights from all
that we encounter, until we reach the
journey’s end. The book encourages stu-
dents to make their voyage with God as
their guide, or, to use the imagery of the
journey, their compass.

The promise to students at the outset
is a large one: that Voyage is about be-
ginnings and endings and everything in
between, about life and death and the
meaning of both. Each unit includes
stories and poems, many of them cor:-
temporary and representing authors
from a variety of cultural backgrounds.
James Thurber, William Saroyan, Ray
Bradbury, and J. R. R. Tolkien are some
of the better-known storytellers repieq—



sented. Poets include Nikki Giovanni,
Robert Hayden, and Phyllis McGinley
as well as Emily Dickinson and Robert
Frost. Some older classic pieces are
poems by George Herbert and John
Donne and Hawthorne’s retelling of
“The Three Golden Apples.” There are
also songs, fables, a play, and some non-
fiction.

Students find almost all the selections
appealing—some because they include
characters with whom they can identify,
some because they are funny or action-
packed, and some because they touch
students’ feelings. Each unit also includes
thematically appropriate selections from
the Bible, reinforcing “going with God”
and allowing students to see the Bible
as literature. The story of Esther is as ex-
citing as that of Corrie ten Boom.

The Voyage book is generally intended
for eighth-graders, I Am Waiting and
Nothing Ever Happens for seventh, and
A Smiling Hippopotamus and The Nest for
sixth, although the publisher suggests
that the series is flexible in grade levels
from fifth to tenth.

Like Voyage, these four texts are also
thematically organized. A Smiling Hippo-
potamus (intriguing title!) explores the
human imagination through fables, fan-
tasies, and fairy tales, and encourages
students to look through and beyond
their physical senses. The Nest begins
with the student’s own nest and
branches out to neighborhood and com-
munity. I Am Waiting explores the need
to belong, in spite of cultural or other
differences; an especially fine feature to
note is its section titled “Beginnings and
Endings,” which presents myths and
tales from African and American Indian
cultures. Nothing Ever Happens tries to
prove just the opposite of its title by pre-
senting stories of encounters with adven-
ture.

Throughout the series, some selections
express a Christian viewpoint; others do
not. According to the preface, the edi-
tors hope that students will be able to
use these selections to measure the depth
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of human experiences for themselves, to
make their own “soundings,” and as they
do, to grow in Christian grace and wis-
dom. Delightful poetry-like introduc-
tions distinguish the units. The literary
selections themselves are introduced by
a headnote and followed by a reflective
question designed to elicit a personal re-
sponse from the student. The first book
concentrates on appreciation and enjoy-
ment; each succeeding one introduces
basic literary terms as these are pertinent
to the selections—metaphor, narrator,
irony, for example.

This series’ appeal to students must lie
in the literature itself rather than in a
glossy, colorful text, for the books are
printed exclusively in black and white
except for the covers. The layout is at-
tractive with good proportion of white
space to print, and the black-and-white
photographs are appropriate to the selec-
tions.

The teacher guides for this series are
not only helpful but essential. Because
the student texts are limited to the liter-
ary selections themselves, one must go
to the teacher guides for all definitions
of literary terms, discussion questions,
vocabulary suggestions, information
about authors, and other materials of-
ten found in student anthologies. Cer-
tainly this is a disadvantage (though it
may have helped to keep costs low), for
teachers must find some way of repro-
ducing those materials that students
rightly need available to them.

Each unit in the teacher guide begins
with an overview and a sentence state-
ment about each selection. Each lesson
follows a Readying, Reading, Respond-
ing, Reaching format and gives sugges-
tions for each of these steps, including
analytical and interpretive questions to
aid the teacher in guiding discussion.
Brief review sections appear at the ends
of units as well as lists of related projects.
These are interesting and varied enough
so that all students can make choices ap-
propriate to their abilities and interests.
Activities include creative drama, re-

search, creative and expository writing,
and art-related projects.

The Soundings series fulfills a unique
function by offering literature textbooks
which provide a Christian worldview
and offer literature which is both of high
quality and high student interest. They
may, by themselves, not be enough.
Teachers will want to give their students
a great many more experiences with fine
literature than these rather slim volumes
provide, but they do make a good start,
and teachers should not find it difficult
either to supplement the offerings here
or to use this as a supplementary series.
In either case, the teacher has the advan-
tage of a very teachable series that rests
on a strong philosophically Christian
base.

Use these handy, thought-provoking
booklets to prepare class discussions.

«U.S. Involvement in
World War |
o Manifest Destiny
oThe American
Revolution
oThe Reformation
e Ancient Greece
e American Civil
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