SHAPING
I

want to be a hired man on a
farm, " writes Phillip for his
grade school teacher. During the sum
mer young Phil has visited his uncle's
farm, and there he has discovered his
life's calling. He remembers last sum
mer's magic-the giant combine eat
ing whole fields of grain, the sweet
taste of roasting ears of corn dripping
with butter, the grasp of reins as the
spirited mare canters down the dust
padded lane. Yes, Phil will become a
hired man like muscular Ben on Uncle
George's farm.
When Phil's paper comes home at
the end of the week, his mother is ap
palled. "I had hoped he would set his
goals higher than that, '' she confides
·to me. "Surely he can do better."
On Sunday night I join a group of
church members gathered at Uncle
George's home for Bible study. Our
host steers the group through a list of
ten questions prepared by some big
name theologian. Half of the ques
tions, George concludes, are so diffi
cult that only Matthew Henry can
shed any light on them. A couple of
questions stir up a bit of discussion.
The rest are too speculative, and the
hour is up anyway. Close with prayer
and serve the second round of coffee.
Fern brings in three new varieties of
bars and bread. "You know," says
George, "if those guys at seminary
would just take the Bible for what it
says they wouldn't have all these
problems with women's roles and
Genesis and the dance."
On Monday morning I walk a tight
rope into my classroom. There sits
Phil's older sister, a prim Miss Muffet
( "I wouldn't be caught dead in a K
Mart dress ! " ), while Geroge's brawny
offspring springs off the counter and
into his seat. I wonder how on earth
or how in heaven's name-1 shall
bring both of these young people to
reflect a life redeemed by Jesus Christ.
I am, by virtue of experience, some
what aware of both Miss Muffet's and
''
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George Junior's ways of life. Like
George, my roots are rural-1 have
ridden that mare down the lane and
walked barefoot in the mud and re
joiced with farmers when beef prices
rose. But since then I have gone away
to school and traveled a bit and
learned to appreciate Beethoven sym
phonies and Spenser's Faerie Queen. I
have learned to converse with "pro
fessionals" who write books and give
seminars as well as with "Oakie"
neighbor Roy who shows me how to
prune peach trees and trap gophers.
So what have I gained by sharing in
both worlds? A perspective, I hope-a
perspective that I can pass on to my
students.
What has all of this to do with
Christian school curriculum? Actu
ally, it shapes my curriculum. I, per
haps more than parents of my stu
dents, have the mandate to integrate
the two perspectives. I must design my
classes to provide an important place
for every student under my training. I
must demonstrate a need for George's
hands-on-the-task approach to ex
plore God's natural realm while also
helping him to appreciate the gifts of
reading and reason and research. My
curriculum must be personal enough
to allow students with varied interests
and strengths to grow more knowl
edgeable and more responsible about
the language arts, my area of study.
Both the doctor's daughter and the
farmer'·s son need to know how to use
media wisely and Christianly. Both
need to learn the power of written and
spoken language. Both need to de
velop an awareness of truth and accu
racy. Both need to learn how a mouth
that curses the creation can be trans
formed to one that praises the Crea
tor.
How do I change attitudes? How do
I help my students, and their parents,
to accept differences in cultural roles?
Why does the Christian school com
munity sometimes still operate on a
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city mouse-country mouse level of ac
ceptance? Why the distance between
"professionals" and "non-profes
sionals" ? Does our curriculum en
courage students to grow up thinking
one is superior to the other? Do we
steer non-academic students into
''dummy'' classes? Do we pamper our
scholarship hopefuls? Do we our
selves demonstrate equal respect for
the farm laborer and the office man
ager?
Our calling to redeem the earth
comes equally to all, but the specific
ways in which we carry out our part
differ. The theologian with the man
date to study archaeology or early
manuscripts really must pursue those
fine points of scriptural interpreta
tion, for God's glory . The farmer with
the mandate to cultivate the soil must
carefully determine how to make the
land productive, for God's glory .
Meanwhile, the theologian must ac
cept the farmer's role and the farmer
must understand the theologian's,
and both ought to rejoice in the vari
ety of the Lord's gifts .
We who work with young people
have a special responsibility to dem
onstrate that mutual acceptance in our
school curriculums . Our specific
courses must be designed to include a
combination of both academic
thought and practical application.
Our discussions must blend discerning
viewpoints, neither submitting to ba
nality nor allowing attitudes of superi
ority. The student who wants to be
"just a farmer" must feel our respect
as keenly as the future attorney.
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ERHAPS we try too hard, even
in Christian schools, to prepare
students for career success, a fairly fu
tile venture anyway, considering the
rapid development of new careers .
Perhaps our curriculums suffer from
the same weakness James Billington,
Director of Woodrow Wilson Interna
tional Center for Scholars, attributes

to Western higher education. He says
young people are "generally offered a
smorgasboard curriculum that fails to
convey any sense of their heritage. ''
He goes on to accuse higher education
of being "a consumer-oriented curric
ulum that refuses even to make j udge
ments that Shakespeare is more worth
reading than Sartre or that the Bible is
more worth knowing than Nietzsche''
( U.S. News & World Report, Oct. 1,
1984). Billington asks for education to
"develop moral goodness in people
and beauty in things . "
California state superintendent of
public instruction Bill Honig looks to
educators to protect democracy and
teach broad cultural ideas all the way
through the curriculum. He states,
"We need to emphasize a traditional
education, built around English, his
tory, literature, science, mathematics,
and the arts . Such courses use core
ideas and stories to open up vistas for
students and help them feel connected
to the past" ( U.S. News & World Re
port, Nov . 18, 1985).
While Billington and Honig share
our concern for correct purpose in the
educational curriculum, they operate
within the limits of secular society .
Unfortunately, we Christian educa
tors tend to operate within the same
limits . We design our curriculums pri
marily to prepare students for the cul
ture of the day and the j obs of the fu
ture.
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Perhaps we try too hard,
even in Christian schools,
to prepare students for
career success, a fairly
futile venture anyway,
considering the rapid
development of new
careers.

we want Christian school stu
dents to remember the heritage of
God's people and to grow together
into a community of Christ believers,
we must shape our grade school and
high school curriculums to integrate
today's students not specifically as fu
ture mechanics, future cosmetolo
gists, future attorneys, future research
scientists, but as current citizens eager
to serve in the Kingdom of God . •
F
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COMPELLING (BUT FRUITLESS)
ARGUMENTS
H E N R Y KO RT

I don't see why my son should be
forced to sit through another his
tory course if his goal is to be a me
chanic. Why not include some of
the industrial arts

in

our

high

school's curriculum?

ONSIDER a moment, for argu
ment's sake, the recommenda
tion of John Opel, the president of
IBM. When asked to reflect on the in
fluence of formal education in his life,
he wrote: "I made up my mind to go
into business, but I chose a liberal arts
background . . . so that I could have a
broader base to build a specialty.''
When then should the student special
ize? "You'll get time to specialize in
graduate school or while on the job."
(Time, 10/21185)
To expect the high school curricu
lum to include job- or vocation-train
ing courses is to misunderstand the
goal of our high school education.
What does it mean to be human?
What does it mean to be a human be
ing in this time on this planet? How
does our definition of man compare
with the definitions given by civiliza
tions of the past? How does our con
ception of what a human being is and
what her place in the universe is, af
fect our attitude toward the world of
nature? These are questions with
which the various disciplines of our
curriculum help the student come to
grips.
The goal of our liberal arts curricu
·
lum (including the social and natural
sciences) is to help the student become
a more mature, a more effective hu
man being in the society in which she
finds herself. Student Julie's voca
tional goal is to become a nurse. Our
high school's curriculum is not di
rectly interested in Julie as a future
nurse, but in Julie as a being who will
become more and more involved in
the whole spectrum of social and cui-
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tural responsibilities and challenges.
And this involvement has a prerequi
site: being shaped and disciplined by
our cultural heritage. Her cultural
heritage is the "base" on which she
will later build. Her vocation too will
be built on this "base, " but it's the
"base" with which our curriculum is
concerned.
Student Johnny plans to be an elec
tric welder when he graduates from
high school. But the act of welding
will take up only a fraction of his time
each week. How knowledgeable will
he be about the political and social
needs of his community? Will he have
at least some appreciation for the arts
that he can share with his children and
neighbors? Will he be able to evaluate
the ever changing conditions of his so
ciety and make informed judgments
on important issues?
Our liberal arts curriculum is not
geared to only the "academically
gifted" students. "There are no dum
mies in my class, " said a teacher in
one of my high school classes years
ago. What he meant is that although
some of his students were "slower"
than others, all of them had the capac
ity to experience growth while meeting
the demands of the curriculum's disci
plines on their own levels. Our high
school's goal is to help every student
become more sensitive to what is good
and what is evil, more sensitive to
what is beautiful and what is tawdry
and inhumane. Its goal is to increase
the student's awareness of what is per
manent in our culture and what is triv
ial and transient.
But my son doesn't need another
course in biology. What he needs
after graduation is a job.

Listen, if you will, for argument's
sake, to the politician, Jesse Jackson:
"{School} is not a ticket to a job, or a
meal ticket. It's simply a place to learn
values and priorities, to learn why we
should live, and how we can live to
gether." (Time, 10/21185)

HEN the high school student
matures in the understanding
of her place in society in this time and
on this planet, she comes to a fuller
appreciation of what it means to be an
image-bearer of God-the God who
made her a member of his family.
What she is and what she can become
is defined by who God is. And this
"definition" puts demands on her
life-not only ethical demands, but
also cultural and social demands.
What are my responsibilities cultur
ally and socially? How were the prob
lems of prejudice and exploitation
handled in the past and how can I deal
with them now? What is my responsi
bility with regard to my government's
policies-both locally and nationally?
How should I deal with the ecological
and economic problems of our day?
How can I deal responsibly with the
culturally demeaning influences in my
community? Our high school curricu
lum is committed to helping the stu
dent answer such questions for herself
so that she can live responsibly in her
complex society.
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Well, these are compelling argu
ments, and I will have to agree with
them, but

I still want my son to

take shop next year.

Consider a moment, for argument's
sake, the recommendation of John
Opel, the president of . . . •

Henry Kort teaches sixth grade at
Ripon Christian School in Ripon, Cali
fornia.

COMPELLING ALTERNATIVES
CASE VAN D E R E E
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ELLA Christian High with an
enrollment of 287 is in its second
decade of providing courses in indus
trial arts. The program is going
smoothly: students are happy with an
elective of this nature, the board is es
pecially pleased with this aspect of the
curriculum, and parents are elated
that their sons and daughters have ac
cess to this "hands-on" type of educa
tion.
In the early seventies, a strong feel
ing for an industrial arts program at
Pella Christian became evident. After
all, many of the students came from
farms, where this type of knowledge
would be beneficial. Many graduates
who did not go on to college went
back to the farm or were employed at
one of the local manufacturing plants
where skills in drafting, welding, and
woodworking were in big demand.
So why not offer "shop" courses?
The board proposed this curriculum
innovation in 1973, and the society ea
gerly adopted the proposal. At a cost
of $136,506, a 4200 square foot addi
tion was constructed in the summer of
1973. This facility consisted of a large
woodworking area accommodating
twenty working stations, a smaller
metalworking area, a wood-storage
area, and contiguous to the shop, a
classroom which also serves as a fin
ishing room. (Short-range plans call
for the addition of a finishing area to
avoid the hassle of moving drawing
tables, etc. when projects need to be
stained and varnished.)
While the addition was being con
structed, the board sought the right
teacher to initiate the program. They
found that teacher in Racine, Wiscon
sin. Still on the j ob after eleven years,
Mr. Norm Huisman is in charge of the
one-man department. Huisman, a
graduate of St. Cloud State (Minne
sota) and a former Pella resident who
hails from a long line of Pella wood
craftsmen, had been teaching indus
trial arts in a Racine j unior high for

ten years. He was ready to return to
Pella and enthusiastically accepted the
challenge to get the program off the
ground.
With donations from the Ladies'
Auxiliary and assistance from the Ver
meer Foundation, Huisman had the
best equipment, Rockwell, installed.
He purchased "two of everything" 
routers, radial arm saws, band saws,
jig saws, drill presses, j ointers. In the
metal working area, he installed four
welders, sheet metal benders, shear
ers, and other equipment. His shop is
the envy of shop teachers for miles
around. Over the years he has added
to or replaced worn equipment from
funds set aside by the board or from
contributions by the Ladies' Auxiliary
or Vermeer's.
Huisman's philosophy from the
start has been that the shop experience
should be a gratifying experience, one
that is perhaps the highlight of the day
for the student who is unable to excel
in the classroom with its memoriza
tion, note-taking, problem-solving,
and discussion. "Shop should be a
hands-on experience where students
are involved in drafting, planning,
and creating. Through the shop expe
rience students should come to realize
that God equips us with the ability to
use mind and hand; we are to glorify
God in the industrial arts facility as
well as in the math, English, or science
classroom. As image-bearers of our
Creator, we are to create," says Huis
man.
As he draws himself up to his full
5' 8", Huisman continues, "The In
dustrial Arts program at P.C.H.S. is
attempting to accomplish what the Bi
ble teaches-that each individual is
given different talents and abilities.
Those who are given unique talents to
work with their hands are expected to
use these talents to God's glory." Col
lege prep students who enroll in the
shop courses find that skills learned in
these courses prove beneficial in hob-

bies and avocations they pursue in
their leisure time. More than a few
graduates have returned to express
their gratitude to Mr. Huisman and to
Principal Paul De Jong for- making
these courses available to them.
Huisman, always sprinkled with a
fine layer of sawdust despite the effi
cient blower system installed in 1980,
teaches approximately one hundred
students in the eight-period day. Up
per classmen assist him. Most of his
students are boys, but, except for the
first semester j unior course, he always
has a few girls in his classes. Every
freshman boy may take shop as an
elective, thus gaining an exposure to
the wonderful worlds of wood and
metal.
Huisman attempts to discover stu
dent talent the first few weeks by hav
ing the freshmen complete various ex
ercises and imitate different demon
strations he has provided. Drawing on
the skills acquired, the students then
construct a useful piece of furniture
such as a magazine rack, plant stand,
or pair of book ends that would de
light the heart of any mother. In addi
tion to lectures, demonstrations, and
worksheets, Huisman uses a textbook
and he tests over the material as
signed.
Freshman
"shop, "
officially
known as Industrial Arts I, is devoted
to mechanical drawing. Here students
are encouraged to develop the ability
to construct and read drawings as a
means of communicating ideas. Huis
man also attempts to instill desirable
attitudes and practices toward work,
health, and safety; he especially em
phasizes the importance of self-disci
pline while engaged in project comple
tion.
Students cannot await the arrival of
the second semester. They flee their
drawing boards and enter the world of
all those mystifying machines. They
are now free to work on a proj ect
from its inception to completion.
7

Project materials such as glue, lum
ber, sandpaper, stain, and varnish are
covered by a twenty dollar student
fee.
Since sophomores are permitted no
elective course, the remainder of
Huisman's day is devoted to juniors
and seniors. Because first semester
junior shop is metalworking, all of his
junior students are male. The boys
learn the skills associated with sheet
metal work, welding, and soldering.
According to Huisman, "This phase
of the program fills a large need, as
fathers don't have the time, talent, or
equipment to teach their sons these
skills."
Second semester juniors get into ad
vanced wood-working, and they work
on modest projects. This course at8

tracts some girls who are interested in
developing their skills in this area.
During the senior year, students re
turn to the drawing board. This time
they complete the drawings for a
house of their own choice. When they
have completed their two-story, split
level, A-frame, or whatever, they have
finally arrived. They now are free to
work on their "very own" project-a
large china cabinet, a gun case, a
round kitchen table, a roll-top desk, a
water-bed frame, a cedar chest, a
grandfather clock. It is their creation
from start to finish. Hundreds of dol
lars and dozens of hours are invested
in this project. And the end result
would make any teacher proud. As
Huisman says, "What I enjoy most
about being an industrial arts teacher

is seeing the pride in students when
they complete a piece of furniture and
realize it's something that they them
selves have done with their own
hands. That is really gratifying. Creat
ing with wood and being with young
people-that is what I enjoy most ! "
When he isn't encouraging a hesi
tant freshman or suggesting modifica
tions to a senior craftsperson, Huis
man is designing or building furniture
for himself or one of his three chil
dren, frequently laying his hammer
down to recount yet another fishing
story to anyone within earshot. •

Case Vande Ree is librarian and an
English teacher at Pella Christian High
School in Pella, Iowa.

ASYLUM

H . K . ZOE KLICHT

NOTICE
ALL FACULTY

on Friday, March 15,
all classes are cancelled
to enable students and
faculty to support our
boys in the semi-finals
of the state basketball
tournament. Each fac
ulty member may take a
spouse or friend. Tickets
and bus transportation
are free.
Take a bag lunch. we
will stop at Mac's on the
return trip. Bus leaves
the parking lot at 1o:oo
a.m.

''HUMPTY
DUMPTY?''

Bob Den Denker
Principal

ENNY Snip tacked the announce
ment on the Asylum bulletin
board, smiled wickedly at the Omni
Christian High School teachers who
were enjoying an afternoon coffee
break, and then walked quickly from
the faculty room back to the safety of
her office.
Matt De Wit, science teacher,
glanced at the notice as he left the cof
fee urn, stopped to read it again, and
then raised his voice. "Hey, good
deal ! Erma's gonna like this. I can
take her out on a cheap date. Listen to
this."
The small talk in the faculty room
halted, and De Wit read the bulletin in
his best oratorical fashion. Then came
the responses-the first one from Bill
Silver, business education teacher.
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"Well, the price is right, " he said.
''That will give us a long weekend,
and my wife will like it too. She's
crazy about basketball."
John Vroom, Bible teacher at
Omni, intoned from the coffee
stained sofa on which he had been
snoozing, "Minnie probably can't get
off from work at Penney's. Friday's a
busy day, you know. But I think I can
manage it." He paused and then
added, "But why stop at Mac
Donald's? The Grotto is right off
Highway 26, and they have good
prime rib every Friday." His salivary
glands began to flow at the thought,
and he opened his brown lunch bag to
search vainly for a leftover morsel.
A question came from Ginny
Traansma. "Isn't this a new develop-

ment? Two years ago just the team got
off from classes to go to the tourna
ments. Remember the flak we gave
Rip about that? But now the whole
school is cancelled, closed for the day.
What's happening? "
"Well, " grumbled Rick Cole, "I
don't know what's happening, but
whatever it is, I think I don't like it.
But I'll accept the day off. I've got
three sets of English themes to grade,
and then I'll start painting the
kitchen. I promised Muriel already
last summer that I'd do that." He hes
itated before adding, "I can't imagine
Den Denker really letting this happen
at Omni. It's just not like him."
"It is now, " put in Silver. "Den
Denker is a practical man. He's just
making the transition from teacher to
9

administrator, with such things as

go against the things we always say we

know, that, uh, don't meet the eye

public relations on his mind.He's do

stand for in our schools-you know

right away."

ing what he has to do."

academic excellence and all that.
Games, athletics, physical stuff-we

ogy teacher. "Name one."

At that moment, biology teacher
Steve

Vander

Prikkel

entered

the

always say that those are important,

"Like what?" challenged the biol
"Well, uh, say uh, take the whole

room and read the notice on the bulle
tin board. "Hey," he said with mild

but ..."

irritation,"I've got lab tests all set for

John Vroom who was sternly waving

at that too.We don't live in a vacuum,

Friday,and there won't be any time to

a fat finger."You've got a good point
there,'' declared the Bible teacher.

you know. Public relations is an im

What's going on here,anyway?"

"You really have." Just last night at

at Omni.You recognize that."

"Values Clarification is what's go
ing on," put in Susan Katje."The real

dinner I read Psalm

think it was.Do you know what it says

"Bob!"
the
agitated
teacher
shouted incredulously. "I can't be

values of the school are being clari

there?It says that the Lord "taketh no

lieve I'm hearing you say that!" Van

fied. Did you really think that your

der Prikkel shook his head in disap

lab tests were as important as a semi

pleasure in the legs of a man."
"Good," said Ginny. "Maybe the

final tournament ball game?Get with

team can wear long pants."

reschedule

them

before

mid-term.

Broekhoest

was

interrupted

by

147, verse 10, I

The conversation halted momentar

question of public relations and com
munity awareness. We need to work

portant factor in our getting students

pointment.
"Now look,Steve," responded the
frustrated principal. "I didn't make
this decision alone, you know, and

it, boy. Wake up and smell the cof
fee." Katje picked up the new Life

ily as Principal Bob Den Denker en

magazine

looking

tered the faculty room for his after

there are other factors to consider that

through and headed back to her li

noon snack.His eyes glanced over the
notice on the bulletin board, and he

maybe you aren't aware of."

"This whole business doesn't smell

sensed immediately the reason for the

Rip ev_ery day,Bob.What are some of

good to me, either,'' said Tim
Broekhoest, substitute teacher who

unusual silence in the room. But the
ominous stillness did not last long.

those other factors? Why should
Omni cancel school for a ball game?

was filling in for coach Ren Abbott's

Steve Vander Prikkel broke it.

Give me just one good reason?"

English classes."Somehow it seems to

"What is this business about classes
being cancelled for a ball game,

looked

Bob?" came the incriminating ques

"Look, Matt, I've got to run now.

tion in Vander Prikkel's most chal
lenging tones. "Is it all right with you

But I want to talk to you more about
this later.'' Den Denker walked out

if I just cancel the lab tests I have

into the hall and back to his office.

scheduled for that Friday?"
Den Denker was blushing a bit as he

His teachers watched him leave. •

she

had

been

brary.

answered hesitantly. "Steve, please
don't jump to any conclusions now.I
know what you're thinking,and you
know that I respect your judgment.
But this is not as simple as it may
seem."
"Seems simple enough to me,Bob.
If the integrity of the school day is to
be broken around here,I would hope
that it would be by something other
than a ball game."
The principal looked hurt as he re
sponded,"I know where you're com
ing from on that,Steve,and you know
that basically I agree with you, but
there are

sometimes circumstances

which need to be considered, you
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"You're sounding more like Peter

The principal was flushed now.He
desperately

at

his

Timex.

PRINCIPAlS PERSPECTIVE

HERMAN FRANSEN

R

EFLECTING on the title of this
CEJ theme issue led me to the
decision not to look at traditional and
technical curriculum as counterparts
or to consider them as opposites but
rather as complementary to one an
other. It seems to me that a sound cur
riculum within a Christian school
ought to have the best of both.
The Task of Christian
Education

TRADITIONAL
VIS A VIS
TECHNICAL CURRICULUM

NOT EITHER OR
BUT

BOTH AND

The ultimate purpose of Christian
education is not foremost to prepare
students for college or a vocation but
for a life of faith and obedience to
God and loving service to others . The
purpose is to help each student work
out a biblical view of life and created
reality which honors the living God.
At the same time it should afford stu
dents and teachers the opportunity to
serve God and others using all their
gifts in every area of life according to
God's calling.
Students are to become members of
a community of servants who minister
to those around them-to have, in the
words of N . Wolterstorff in, Curricu
lum: By What Standard, "the oppor
tunity of giving, comforting, shed
ding, freeing, and proclaiming in
seeking the welfare of their fellow
men."
Christian School
curriculum

The curriculum within a school is
basically the result of decisions made
as to what is or is not to be taught and
stressed in the educational curricular
content. The Christian school curricu
lum begins properly with God and is
given design by the course of study.
The basic facts and principles of child
development set the stage for the de
sign.
Traditionally, schools within the
CSI family have favored strong em
phasis on a liberal arts education.
High among agreements of its propo
nents is the awareness that students
should have an intelligent insight into
11

many areas of knowledge and into the
interrelatedness of these areas. It em
braces what might be called a com
mon, necessary type of education. It
involves skills in the use of language, a
knowledge of the social structure, the
development of correct thinking
skills, an appreciation for the accom
plishments of men and women in the
arts and sciences, and an understand
ing of the highest values of life. There
is also general agreement on basic per
sonality attributes which each gradu
ate should possess.
Traditional Beginnings

The history of the traditional study
or liberal arts program in common
schools goes back to the Reformation
period, with Prussia and Scotland be
ing early leaders.
On the whole, schools provided ed
ucation for leadership and catered to
the elite. The Reformation broadened
the base an� prepared the way for
mass education.
Today mass education is a reality.
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Since the introduction of compulsory
schooling in the early stages of the In
dustrial Revolution-the role of the
school has steadily expanded. At first
the task of the school was to impart
basic literacy and reinforce social con
trols through moral and religious in
struction. Then it began to provide
secondary education and widened ac
ademic and vocational options. Next
it began offering vocational guidance
health care services, and psychologi
cal counseling. Today it is being asked
to provide courses and instruction in a
wide variety of areas, many of them
dealing with modern technology such
as the use of computers. A formidable
task to say the least. The mounting ev
idence of research is that in fact
schools cannot, by their very nature as
institutions of mass education, do all
that is asked of them in areas of
moral, social, and religious commit
ment.
Brian Hill in his book, Faith at the
Blackboard, tracing the development
of education since Bible times, says
that early education existed without
schooling. Children were nurtured in
extended families and trained for
work by apprenticeship on the job.
When universal schooling became
common, the objectives of general ed
ucation and Christian nurture were
amalgamated and so we saw nurturing
through schooling. In the 19th century
many educators could not entertain
such a close alliance with Christianity
so they looked for nondenomina
tional religious instruction to help
them develop moral and social values
in children. Consequently, there has
been a trend to see schools as being

primarily responsible for enlighten
ment rather than commitment and to
look to others for completing the task
of nurturing. The responsibility for
nurture is returned to the primary
group such as the family or friendship
circles. This development has led to
the situation where education is com
plementary to nurture but not synony
mous with it and where the person is
educated to become socially produc
tive and acceptable but not a reli
giously committed person. Thank
God that this has not been the struc
ture and practice within the Christian
school movement.
Technological Changes
can for Reform

It wasn't until the 1930's that North
American high schools began to add
new courses to their liberal arts curric
ulum. Vocational courses such as
bookkeeping and typing, home eco
nomics, wood shop, and automobile
mechanics were added for students
who were ''not bookish.'' Rather than
serving only the college-bound, the
schools had to become an agency of
social adjustment for all youth, guid
ing them into adulthood and prepar
ing them to enter occupations suited
to their needs as well as society's. This
started a great debate as to what really
should be the content of North Ameri
can education.
Schools within the industrial re
gions as well as the agricultural
heartland began to adjust their curric
ulum to the needs of their communi
ties by placing added emphasis on vo
cational training for a large segment
of their school's population. In addi
tion to a basic offering of reading,
writing, and arithmetic, courses in
volving hands-on and career related
activities were introduced.
The great curriculum content de
bate continued to rage until the fall of
1957 when the Russians orbited Sput
nik. Post Sputnik shock waves led to
demands for greater efforts in Ameri-

can Schools. James B. Conant pub
lished a report in 1959 entitled, "The
American High School Today." In
this report he called for high schools
to fulfill three tasks: to provide a good
general education for all pupils; to of
fer the noncollege-bound students
good elective nonacademic courses;
and to provide the academically tal
ented students with advanced courses
in mathematics, science, and foreign
language. A pedagogical revolution in
the school was expected. This revolu
tion was not to be, however. It was
swept aside by the onrush of the racial
revolution and the beginning of the
war in Vietnam.
Informal education came into
vogue in the 1960's. Patterned after
the open concept in England, teachers
became facilitators of the child's expe
riences rather than transmitters of
knowledge. Students were given much
choice as to course selection. As early
as 1971 disillusionment grew among
proponents and laymen and the move
ment dissipated. The failure of the
open classroom and the steady decline
of SAT scores created a demand for
"back to basics" in the 1970's and
early 1980's.
Although alternating waves of re
forms and crusades have swept
through the schools for nearly twenty
years, in many ways the schools seem
unchanged.

God in human society and in their nat
ural environment. It cultivates the
feelings, enlarges and exercises the
imagination, disciplines the mind,
trains the judgment, provides histori
cal perspective, and sheds light on the
nature of reality.
Among Christian schools the place
of technological oriented curriculum
offerings remains unsettled. Some
CSI high schools have consciously ex
cluded vocational and technological
training for philosophical as well as
financial reasons.
High school students must be given
opportunity to be involved in some
type of specialization which will en
able them to devote themselves to the
choosing of a vocation in the service
of God. Ultimately each school will
need to plan carefully the total scope
of its offerings in the light of the re
sources available and the general ob
jectives upon which it has previously
decided. •

Herman Fransen is superintendent
of Bellevue Christian School at Belle
vue, Washington.
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OFFERING PROGRAMS

WITH A CHRISTIAN PERSPECTIVE!

II Master of Arts in Teaching with
concentrations in:
Art
English or Language Arts
History or Social Studies
Learning Disabilities (also leading to
State endorsement)
Mathematics
Music
Reading
Religion Studies
School Administration

Science Studies

II Master of Arts in Christian Studies,
an interdisciplinary program
exploring the relationship of
Christianity to your choice of six
fields: behavioral sciences, fine arts,
humanities, natural sciences, social
order, theoretical thought.

II Planned Programs for Continuing
Teacher Certification.
Wnte to. Dean of AcademiC AdmmJstratJon,
Calvm College
Grand Rap1ds. Ml49506

•

(616) 957-6112

Skills and Understanding
for service

If our firm conviction is that we
must attempt to meet the needs of all
of God's children, then we must,
where possible, make available a wide
range of opportunities to develop
their gifts in order to better serve God
and others. A proper balance of curri
cular offerings will accomplish this
objective.
Traditional general education does
not aim at vocational competence but
rather at developing the students' ca
pacity for responsible living under
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FUNDING, EXAMINATIONS,
AND CURRICULUM
-A VIEW FROM ONTARIO

BY

now Christian educators real
ize that funding from taxation
revenue is a mixed blessing. While the
talk used to focus on the justice of re
ceiving a proper share of the tax reve
nue, now much of the discussion has
changed focus to the possible dangers
of such funding. The feeling is that
some level of funding is a likely possi
bility but that there is a danger that the
independence and integrity of Chris
tian schools will be eroded by reduced
commitment from supporters and by
the strings attached to funding ar
rangements. The fear is that control
will be increased as funding levels are
increased.
The concern is expressed something
like this, "At first, funding will seem
like the attainment of our goals for
justice. It will help expand buildings,
introduce some needed programs, and
raise teacher's salaries. But as the par
ents and supporters lower their level
of financial involvement, so will the
general involvement and vigilance de
crease. Then what always happens
with government money will also hap
pen to the Christian schools. 'He who
pays the piper calls the tune.' This is
especially the case with government.
With increased funding levels comes
increased control. Control over pro
gram will come quickly. The govern
ment will insist that schools funded by
taxation revenue must teach the On
tario curriculum. After control of cur
riculum, it may well be only a matter
of time before that control extends to
admission policies and even staffing.
By this time the integrity of the Chris
tian Schools will have been 'sold for a
mess of pottage.' "
One area in which the schools in Al
berta and British Columbia have al
ready felt the pressure is that of the
government examinations for high
school graduates. These examinations
14

are, o f course, not aimed particularly
at the Christian schools but are part of
the general movement to improve the
standards in all of education. The
concern has been that without some
standardized testing common to all
schools there is no reliable and equita
ble measure of the knowledge and
ability of high-school graduates.
Some-or perhaps many-of the high
schools, it is felt, continue to give high
grades even though the standard of
achievement has dropped over time.
Universities in particular have been
calling for such a common measure of
achievement.
These examinations posed a partic
ularly difficult dilemma for Christian
schools for a number of reasons.
There always has been some feeling
among Christian school supporters
that such tests are a good ide;:t to check
on standards. We have considerable
sympathy for the concern over relaxed
standards and inflated·grading. There
has always been a hint of suspicion
among conscientious educators that
some who argue against examinations
do so to hide sloppy achievement, es
pecially on basic knowledge and skills.
For this reason Christian school sup
porters tended to support participa
tion. Such participation was part of a
commitment to excellence.
But there is, of course, another side
to departmental or government exam
inations. They are based on a particu
lar course of study or curriculum.
And those set by the provincial
authorities in B.C., for example, are
based on the B.C. curriculum. In a re
cent discussion with a secondary
school teacher from one of the Chris
tian high schools there, I noted that
the curriculum in English and social
studies has been changed recently.
The concern is that the examinations
have played a role in this change.

JOHN V R I E N D

The B.C. Christian schools resisted
writing the government examinations
for this very reason. They argued that
the exams were not appropriate for
Christian School graduates because
the curriculum in Christian schools is
different-as indeed it should be
from that in public schools.
Also the B.C. schools felt that the
government had changed the rules in
the middle of the game, so to speak.
Pupil testing was supposed to be the
responsibility of the schools.
However, the schools decided to
participate in the examinations for a
number of reasons. Admission to
public universities is tied to the writing
of these examinations. Also, the level
of government grants to the schools is
related to the participation of the
graduates in the examination pro
gram.
It must be said that the preparation
of the examinations has been modi
fied. Christian school teachers now
participate in the preparation and
marking of these tests. In this way it is
hoped that the examinations will
check on educational standards, and
students' abilities and skills rather
than try to control the curriculum.
In Alberta the Christian schools
have also been faced with such com
mon examinations, but some teachers
from the Christian school have been
able to participate in the setting and
marking of examinations from the be
ginning. Here also it is hoped that
Christian school teachers can help to
see that examinations are not tied
closely to a single curriculum but are
fair to different curricula, thus reduc
ing the pressure to conform to a single
course of studies.
Christian educators in Ontario have
watched the western developments
with interest and some trepidation.
On the one hand we worry that our

quest for financial justice will lead us
into the same problem. There is the
clear worry that government grants to
the schools will be followed closely by
measures that will erode our distinc
tiveness and integrity right where Re
formed Christian education has cher
ished it-in the curriculum. One of
the very areas that makes a Christian
school true to its confession is its cur
riculum, the learning material on
which the students will concentrate.
Nor is this a remote concern for On
tario educators. Already there is a
pool of test questions, the Ontario As
sessment and Instrument Pool, for
which Ontario norms are being estab
lished and which could be quickly
adapted to form the basis for Ontario
examinations.
In considering this dilemma that
Christian educators have faced and
will face again, the situation of the
Jews in Babylon comes to mind. Now
the situation in Babylon at the time of
Daniel was very different from ours,
and the freedoms we have were not
available to the Jews under Nebuc
chadnezzar. But some parallels
present themselves. Daniel and his
friends were also getting an education.
They were to learn "language and lit
erature of the Babylonians." (Daniel
1:4) It seems that for Daniel and his
friends the problem was not that they
did not wish to study the language and
literature of the Babylonians. The
problem for them was the royal food
and wine that would defile them be
cause it was against the Law of Moses.
You remember Daniel's response;
he persuaded the officials to let Daniel
and his friends keep their own food
and to have the officials check them
later to see if they remained healthy.
We read, "At the end of the ten days
they looked healthier and better nour
ished than any of the young men who
ate the royal food" (Daniell:l5}.
Let me emphasize that this story
cannot set out a specific course of ac-

tion for us. This passage cannot serve
as a "proof text" for a particular
point of view. Perhaps, however,
there are parallels that can suggest
some options. Daniel and his friends
did not really have much problem
with the idea of a test of some sort.
Just as we in the Christian schools
want our graduates to be well edu
cated, so the Jewish young men
wanted to avoid "looking worse than
the other young men your age'' (Dan
iell: 10). For the purpose of the anal
ogy, let us say it was not the test they
objected to but the secular curriculum
of royal food and wine.
The suggestion is this: it is not the
provincial exams, per se, that Chris
tian educators should object to. But
we wish to maintain-we must main
tain-a responsible Christian curricu
lum. If Christian schools are to be
worth their salt then their distinctive
ness must not only be maintained but
strengthened through, among other
things, Christian learning materials.
Examinations are not the problem.
Our students can well take them to
show that we are indeed committed to
good standards of education. Our
graduates will, on the whole, do well
because of the quality of Christian ed
ucation. If there should appear some
specific areas in which our students
don't do as well because examinations
are tied specifically to public school
curriculum, this can be pointed out to
the examiners. But we must not
change our curriculum to suit exami
nations. Teaching for examinations is
always putting the cart before the
horse. If Christian education is qual
ity education-and generally it is
then our graduates should not worry
too much, either, about being admit
ted to secular universities. Hopefully
most of them will, at least initially, go
to Christian colleges. And those that
must go to Canadian universities to
pursue a specific program not offered
by Christian colleges will be admitted

because universities will recognize the
quality of Christian education and the
dedication of our graduates.
A similar point can be made about
the possibility of funding from taxa
tion revenue. We need not change our
minds about financial justice. We
must, however, be all the more deter
mined not to let the Ontario Ministry
of Education determine our policies
and curriculum. In Ontario we must
admit that much of our program is
now shaped by Ontario curriculum
guides, Ministry of Education re
quirements, and the secular textbooks
written for Ontario curriculum.
Years ago the main challenge for
Christian school supporters was to
muster the finances for Christian
schools, to build buildings, to find
teachers, and to develop a basic pro
gram. The challenge of today is
changing. It will be to maintain our
integrity in the face of temptation to
conform to trends of our time. In fac
ing that challenge, the key element is
not examinations or even government
grants as much as it is a commitment
to develop distinctive quality Chris
tian curriculum that gives substance to
our confession. Too often, even with
out the pressure of provincial exami
nations or funding, we have done too
little to develop a Christian curricu
lum that is recognizable enough to
fight for.
As Christian educators we hope
God will give us the grace and courage
to stand firm if we are tempted to give
up our birthright for a mess of pot
tage. One way in which we can cherish
that birthright is by continued effort
in developing curriculum that is an ex
pression of our good confession. •

John Vriend is principal of Beacon
Christian High School in St.
Cathrines, Ontario, Canada.
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THE BIBLE AS LITERATURE
HAR RY BOONSTRA

I could fulminate against the men of letters who have gone
into ecstacies over "the Bible as Literature, " the Bible as
"the noblest monument of English prose. " Those who talk
of the Bible as a "monument of English prose " are merely
admiring it as a monument over the grave of Christianity . . .
The Bible has had a literary influence upon English literature
not because it has been considered a literature, but because it
has been considered as the report ofthe Word of God and the
fact that men ofletters now discuss it as "literature " proba
bly indicates the end of its "literary influence. "
T. S. Eliot
"Religion and Literature "
You can read (the Bible) as literature only by a tour de force.
You are cutting the wood against the grain, using the tool for
a purpose it was not intended to serve. It demands inces
santly to be taken on its o wn terms: it will not continue to
give literary delight very long except to those who go to it for
something quite different.
C. S. Lewis
"The Literary Impact of
the Authorized Version "

TUDYING the Bible as literature calls up some dis
turbing questions for many evangelical Christians:
Isn't that what old-time liberals were suggesting? Are we to
read Isaiah the way we read Homer? Are we entering the
booby-trapped territory of saga and myth? Isn't the Bible
in a class by itself? Aren't we playing games with inspira
tion? The concerns expressed by Lewis and Eliot, two of
this century's most literate Christians, are shared by many
other Christians and deserve a response. There are many
aspects to this issue; here I will limit myself to two matters:
purpose and inspiration.
Paul tells Timothy that Scripture is profitable for doc
trine, reproof, correction, and instruction in righteousness
(I Tim. 3: 16). We might wish to add other commonly held
purposes, such as, inspiration, example, comfort, and
knowledge about God's mighty acts. None of these pur
poses, however, suggest that we read Paul's epistles as mod
els for letter writing, or "The Lord is my shepherd" as a
lyric, or "David and Goliath" as a folk tale. And the intent
of instruction and inspiration can, it seems, be achieved
without attention to beauty or aesthetic principles. Such, in
short, runs the argument of some who have misgivings
about the "Bible as Literature" approach.
I have, of course, no quarrel with St. Paul's categories of
what constitutes profitable Scripture use, nor with any of
the other purposes mentioned. But I do not see how these
militate against analyzing the Bible in literary terms. For
example, even though one should read the story of Joseph
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for what it says, why not also see how it communicates?
Why not analyze the characters in Genesis in terms of moti
vation or personality in the same way as one does for a non
biblical narrative? Or, why not study and appreciate the
fine economy of the story, which cuts out all wordiness, and
then demonstrate why the story grips our attention? Or take
a Psalm. Of course Psalm 23 is a moving expression of the
Lord's faithfulness and the Psalmist's trust. But it also is a
movingly beautiful poem. Even in translation one can ap
preciate the metaphors of streams, grass, and dark valley,
and catch the quiet tone of rest.
Thus the study of parallelism, metaphor, balance, char
acterization, dialogue, conflict and other literary concepts
need not detract in any way from the more central purposes
of Scripture, such as instruction and comfort. Rather, the
full impact of many biblical passages will be strengthened
by us being aware of an intricate structure, or of the com
plexity of a character, or the richness of a metaphor.
Moreover, the literary reading ought to be seen as one
approach to be used alongside of others. Again, we read the
Bible for different reasons. At times we read the Bible for
devotional purposes-to deepen our faith and trust, and to
nurture our closeness to the Lord. At other times we read
the Word for greater understanding of doctrinal truths or
to get a better grasp of biblical history. Or we might search
the Bible to find ways to deal with contemporary problems.
These and other purposes may well require somewhat dif
ferent readings, and the focus of analysis will shift. A read
ing which uses literary analysis can thus be seen as yet an
other way to read the Bible, by concentrating on the beauty
of the language. But perhaps it's better to think of a literary
approach as a way of supporting the other kinds of readings
I suggested. Whether one reads for devotional, doctrinal,
historical or "applicatory" purposes, an awareness of
structure and language will aid all of these. Since the kind of
study I am advocating relies on meticulous attention to the
text itself, it will always yield greater insight, no matter
what the goal of the reader.
Of course, in a given situation a Christian teacher may
feel that the students are not sufficiently alert to the unique
ness of the Bible. She or he will then simply stress that the
Bible is indeed in a class by itself; although it shares many
dimensions with other literature, the Bible is not on a par
with The Odyssey or Moby Dick. Even in a public school
context a teacher could state that for her or him the Bible is
more than a literary product, even though the students may
not share that perspective.

A

NOTHER question deals with the matter of inspira
tion. The whole doctrine of inspiration and infallibil
ity is, of course, very much under debate, and I do not here

intend to join that battle. Let me just raise two points which
are relevant for our discussion.
1. Is there any similarity between general artistic inspira
tion and the inspiration of biblical authors? I am going to
dispose of that question largely by denying one part of it.
The romantic notion of inspiration (of some supernatural
"breathing into") which sets the artist apart from other
mortal creatures, is no more than that-a romantic notion,
which has no basis in the facts of artistic production. There
are, I think, better ways of accounting for the special gifts
and insights of the artist.
2. How does the theory of biblical inspiration fit with the
practice of artistic production? When we consider "ordi
nary'' artistic production, we assume a process of trial and
error. The composer makes changes in his notes, the archi
tect uses an eraser, the poet crosses out lines, the sculptor
changes his mind as he hacks away at the marble. All artists
revise, sometimes drastically, from the time of first incep
tion to final production.
May we envision such a process for biblical literature?
There certainly is no way of proving a process of rewriting
and revising; we do not possess first and second drafts of
Paul's letter to Timothy or of Psalm 84. But, short of such
proof, let us ask: Is there anything in Scripture which would
not allow us to make an assumption of the development of a
biblical passage?
First, we ought to realize that the composition of Scrip
ture differs from one passage to the other. Some passages
are introduced with "The Word of the Lord came to me"
(e.g. Jer. 44: 1), and one may perhaps assume some sort of
dictation concept of inspiration. Other passages presup
pose research, such as the chapters of genealogy in I Chron.
1-9 and the opening verses of Luke.
If, then, such an ordinary activity as research may go into
the production of Scripture, may we not assume that revi
sion was also part of the composition? Such may well have
been the case, especially with poetic passages. If a Psalm
has parallelism, repetition, word play, metaphors, similes,
and other artistic devices, I find it no strain on a Reformed
concept of inspiration that the Psalmist worked hard at this
poem, and that this crafting of the poem included revision.
Louis Berkhof, certainly a staunch defender of a "high"
view of Scripture, is at some pains to defend the notion that

different biblical authors have their own style (Manual of
Reformed Doctrine, pp. 40-41) and that they are "real au
thors." And all real authors that I know revise their work.
Since Reformed theology generally does not hold to a dicta
tion theory of inspiration, but rather some mode of "or
ganic'' inspiration, it seems no strain on such a theory to
incorporate a notion of revision of the text. "Organic"
implies a recognition of a natural, common writing process,
since writing normally involves editing and revision, one
may expect such a process for the biblical text-as the
writer tried to express himself in a beautiful, or effective, or
memorable manner.
Should we not take Eliot's and Lewis' exhortations to
heart? Yes. I f the Bible is seen as no more than a literary
treasure house, no more than a beautiful anthology of po
ems and narratives, then the heart has been taken out of the
Scriptures. That's the kind of study that Eliot and Lewis
rightly warn us against. And if our talk about the Bible as
literature promotes such reduction, then it would be best to
stop such talk.
But that's not what I have been proposing. When discus
sing the literature of the Bible, I want us to be open to its
beauty, its richness, its power. If the biblical writers have
literary gifts, then we should appreciate these gifts; if there
is a skillful portrayal of God's people, and a gripping story
telling of God's dealing with his people, we should come
under the spell of such storytelling; if there is careful design
in Paul's letters, then we should study such design; if the
Psalms are brimful with metaphors, then we should explore
the importance of figurative language. Also-we confess
the Lord to be a God of beauty and creativity, and, cer
tainly, we might expect such beauty to be reflected in the
Word. The grandeur of Isaiah's prophecies has probably
never been matched, nor the rich canvass of colors, crea
tures, and movement of Revelation. We are, I think, ne
glectful of this creative attribute of God and his revelation,
if we refuse to explore the artistic dimension of Scripture.
I would, then, recommend not a substitution of art for
religion, but an open, receptive, appreciative eye and ear
and spirit for the words which make up the Word. •

Harry Boonstra is Director of Libraries and an associate
professor of English at Hope College in Holland, Michigan.

BI BLIOGRAPHIC NOTE
The l iterat u re on "The B i b l e as Literatu re" is su bstant i a l - a n d
g rowing at a r a p i d rate. A g o o d p l ace to sta rt i s L e l a n d Ryken's The
Literature of the Bible <Gra n d R a p ids, Zo n d ervan 1 9 7 4), a sensitive
introd uction to t h e l itera ry d i m e n s i o n of t h e Bible by a n eva n g e l i c a l
C h rist i a n <alt h o u g h h e s l i g hts t h e c o n c e p t of m eta p h o r i n Scriptu re).
Another h e l pf u l sou rce i s the materi a l g e n e rated by the I n d i a n a
U n i versity I n st i t u te o n Teac h i ng t h e B i b l e . T h ese i n c l u d e J a m es Ack
erman, On Teaching the Bible as Literature < B l oo m i ngton, I n d i a n a
U n iversity Press, 1 967); Ken neth G ros Lo u is, e d . Literary Interpreta
tions of Biblical Narratives < N a s h v i l le, A b i n g d o n , 1 9 74, 1 982); Thayer
Warsaw, ed . , Bible-Related Curriculum Materials: A Bibliography

< N a s h v i l l e, A b i n g d o n , 1 9 7 6 ) .
At a m o re t h eoret i c a l level one can exp l o re recent w o r k s s u c h a s
R o b e rt Alter, The A rt of Biblical Narrative < N ew Y o r k , Basic Books,
1 98 1 ), o r N o rt h ro p F rye's m assive The Great Code.· The Bible and
Literature <New York, Harcou rt, 1 98 1 ) <wh i c h a l ready has p ro m pted
m o re t h a n fo rty revi ews, both p ro and con).
All t h ese works have b i b l i o g ra p h i es for fu rt h e r read i n g , i n c l u d i n g
both books a n d j o u r n a l articles. Of cou rse, m a n y of t h ese works d o
not s h a re a refo rmed o r e va n g e l i c a l v i ew of Scriptu re; they a re, n ev
e rt h e l ess, h e l pf u l for resea rch a n d teac h i ng .
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A LETTER TO JANNA
R O B E RT W. B R U I NS M A

A short while a g o I received a letter from a friend , a former elementary school teacher, w h o i s
n o w serving a s a member of t h e Education Committee of h e r small , local Christian Schools
International elementary school.

A teacher in the school, backed by a number of parents ,

wants to introduce a stronger phonics element into the school ' s reading and language arts
program and is urging that the school adopt The Writing Road to Reading by Romalda B.
Spalding• a s the reading a n d language arts program . Janna wrote m e to ask m y opinion of this
proposal which was accompanied by the rationale that " our curriculum should reflect the
structured nature of G o d ' s creation . "

Dear Janna:
I have a copy ofSpalding 's Writing Road to Reading and so I am at least theoretically familiar
with the "method. " As you well know, however, it is very difficult to adequately assess a
program until you 've tried to teach it yourselfand, second, a given program may work great for
one teacher and be a disaster for another. In any discussion about reading methods i t 's always
important to bear in mind that all the research on this topic clearly indicates that it is primarily
the teacher and not the method that makes the crucial difference in children 's reading achieve
ment. A ll of that by way of qualification for what follows.
To be brief· I don 't think much of the "Spalding method " as a total reading-language arts
program . You will notice, however that in an evaluation by Robert Aukerman, a respected
expert in the field, he thinks rather highly of the program mainly because there is research
evidence that it "works. " And that should be the only criterion, right? Wrong! Especially as
Christian educators we ought to be just as concerned about why it works as that it works. It
always saddens me that we can do such telling critiques of behaviorism as an unscriptural view
of man and educational practice because it does violence to the Christian conception of the child
as a responsible, creative being before God. Yet, we are often the first to embrace behavioristic
(or pseudobehavioristic) teaching methods and call them Christian because they supposedly
reflect "the structured nature of God 's creation. " And that 's my major criticism ofprograms
like Spalding 's or any other that views an essentially holistic area such as the language arts as just
so many sub-skills to be mastered. They are bits-and-pieces approaches to what should be a
dynamic, integrated activity. We seem to forget that children come to school having learned an
incredible amount without a great deal of formal instruction (oral language, for instance).
When they come to school we suddenly suppose that they are incapable of learning anything
that isn 't broken down into hierarchical steps in the same way that we would design a training
program in obedience for our dogs.
I don 't mean by all this that there isn 't a place in the curriculum for skills instruction and even
for a considerable amount of training. It 's just that I'd like to see teachers reflect a little more
about the appropriateness of their methods in keeping with the essential character of their
subjects (students) and their subject matter.
Now on to a more specific critique of the Spalding method per se. First of all, the claim is
made again and again that this is a "total language arts approach. " I suppose this claim is made
because the program involves listening to the teacher pronounce the phonograms, seeing the
phonograms written down, writing of the phonograms by the child, spelling of words from the
Ayres ' list, and reading . But it seems to me that the above is a little like saying that if you have
some wheels and gears and bits of metal, you have a car. A language arts listening program
should certainly involve more than listening to the pronunciation of seventy phonograms.
Similarly, a writing component ought to be more than the writing of phonograms and some
carefully limited list of high-frequency words. Now, it is well possible to use the Spalding
program and, by addition and careful planning, have the teacher weave the entire spectrum of
2
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the language arts through it, but I don 't think the program can claim to do that as it stands.
Second, you '/I note that the program was developed from Samuel Orton 's work. Orton was a
pioneer in reading remediation, although much of his research is now discredited. (You may
have heard of the Orton-Gillingham program for remediation.) There is a sad tendency in
educational programming to assume that if something works for students with specific learning
difficulties it 's bound to be just the thing for everybody. Since remedial programs are usually
rigidly structured and sequenced in small incremental bits, this means that "normal " kids are
given no credit for their o wn learning strategies and are often bored by the regimentation of the
approach. Again, a good teacher can obviously enrich, vary, and modify such a program to
make it more palatable, but you kno w, as I do, that many teachers go "by the book. " In fact,
the Spalding program is rather insistent and dogmatic about the teacher following a very rigid
approach. For example, letter names are not to be taught to children and key words are to be
avoided. Other programs, which seem to work just as well, stress the opposite. No one really
kno ws precisely how children learn to read, and different children probably use different strate
gies, so that emphasis on the method is nonsense.
You '/I note that Spalding suggests that children read aloud as much as possible. Depending on
how this reading aloud is done it may or may not be a great recommendation. If it 's done in the
round-robin oral reading fashion so prevalent in many elementary classrooms, it certainly ought
to be condemned. 3 Oral reading by a child in front of peers should never be done without
opportunity for rehearsal. The fact is, oral reading is a far more demanding task than is silent
reading because the reader has to be able to read far ahead with the eyes in order to know what to
do with the voice (intonation, stress). Beginning readers shouldn 't be burdened with the most
difficult form ofreading, especially when, as is the case with Spalding, there is an overemphasis
on the need for "accurate reading. " There are lots of reading experts who suggest that "substi
tuting their o wn words " in a story is a pretty natural thing for oral readers to do. The crucial
factor is whether the substituted words make sense in the context. Ifthey do, this is an indication
the child is reading for meaning and not just for sound.
Well, Janna, I could go on in this vein for quite some time, but I think you get the drift ofmy
feelings about programs like Spalding 's which claim to have the corner on the "truth " about
reading instruction. You mentioned that your son Jeremy 's class is using the "Mr. Mugs "
series. If I'm not mistaken, that is the Ginn Integrated Reading Series, also known as Starting
Points in Language Arts. As basal reading programs go, that is, in my opinion, quite a good
one. As you mentioned, this series places reading within the perspective of the language arts and
does not treat it simply as a bundle of skills to be mastered. I think kids can get from the Ginn
series the idea that language is part of life, that you can do exciting things ifyou achieve mastery
of language, and that reading and writing are ultimately a means of sharing ideas with other
people.
On the basis of what I've written here, I wouldn 't rush out and try to convert Spalding users to
some other method or program; I would try to make these users see that Spalding supplies only a
very limited part of what a total language arts program should be. A good teacher will have to
bring a great deal more to bear on the program if children are going to grow to understand that
reading is concerned with both bringing meaning to and deriving meaning from print, not
simply an exercise in sounding out symbols. I hope that schools which use Spalding and similar
programs have an excellent primary library to augment the program.
With warm Christian greetings,
4
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Robert Bruinsma is assistant professor of education at The King 's College in Edmonton, Alberta.
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LATIN AMERICA, created by students in the class A rt and A rchitecture
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of Latin

A m erica.

TH INKING THIRTEEN

THEM E WEEK
N EA L D E YO U N G

D

0 you need something innova
tive in your curriculum? Would
your entire staff like to get together to
do some serious planning on a pro
ject? Would you enjoy an attempt at
team teaching? Calvin Christian Ju
nior High might have an idea for you:
try a Theme Week .
What is Theme Week? For one week
faculty and students concentrate all
their efforts on a single subject area
in our case, Latin America . We chose
the week between first and second se
mesters to give students a break from
the regular schedule.
Why have Theme Week? Our staff
decided on a Theme Week for several
reasons : to explore an area of study in
depth; to mix our students , seventh
and eighth graders , into different
groupings from their normal classes;
to give the staff opportunity for total
staff planning for a week of school; to
allow teachers to team teach if they
wished, and to tap into our commu
nity resources .
How does it work? Theme Week has
to be a total staff commitment. It
takes planning, hours of work , and
complete cooperation among the fac
ulty to make it successful . Our staff
met almost weekly to keep ideas flow
ing, to make faculty assignments for
sectionals , and to plan the assemblies .
Our particular plan worked like
this : We used three basic periods a
day, each instructional period being
about one and a half hours long. The
morning contained two periods and
the afternoon one.
The faculty offered the following
seven classes :
1. "Latin America Today," a stu
dent newspaper focusing on Latin
America

2 . U . N . Ambassador, a study o f a
country and its problems (Students
could choose a country)
3. Hunger in Latin America
4. Art and Architecture of Latin
America
5. Latin AmeriCans in the United
States
6. Latin American Festivals and
Holidays
7. Latin American Travel Agency.
Students could sign up for three of
the sectionals . Each section met four
times during the week-some taught
by two-teacher teams and some by in
dividual teachers .
Three assemblies were scheduled
for the week . Period I on Monday was
the kick-off with a film on Latin
America for background. The second,
on Wednesday, Period II, was de
voted to hunger and was followed by a
hunger lunch to show what it is like to
live on an almost starvation diet. Our
final assembly, held on Friday, Period
III, was a program and a display of
projects that students had worked on
during the week . Parents were invited
to view this assembly.
Much of our success with Theme
Week was due to community involve
ment. We tapped all the resources we
could think of-Christian Reformed
World Relief Committee, Latin
American Council of Grand Rapids ,
The Hispanic Center, public libraries ,
our high school library, and Kent In
termediate School's film library. We
kept about fifteen films at school to
help out if a speaker cancelled or if
there was not enough material
planned for a period.
Expenses incurred with our week
long program were covered from a
student activity fund and from fund
ing by our Mothers' Club.
Was it worth the effort? After our
week was concluded, we tabulated
student responses . To the question,
"Do you feel you have more of an un
derstanding of Latin America and its

people? " 67 responded "A lot, " 95
said "Somewhat," and 11 "Not
much." The question "What did you
like most about the week?" brought
responses such as , "I liked choosing
classes , '' ''I got to know seventh grad
ers ," "We were always creating some
thing," and "Making a mural taught
me a lot." To the question "What did
you like least? " students responded :
"Now we have to go back to regular
classes ," "We didn't have enough
time," "The length of the classes got
boring after five days , " and "I think
there should have been homework . "
For the fourth question, "Was it a
worthwhile experience for you?" 103
students answered "Definitely, " 63
said "Somewhat," and 7 said "Not
really. ''
Ho w did the staff feel about the
week? One word says it-TIRED
but we were also happy that we had
tried it. We have good feelings about
our first Theme Week . Our students
showed that they enjoyed it and ap
preciated all of our efforts . Parents
also told us how pleased they were and
showed their support by coming in
large numbers to our final assembly.
Would we do it again? We began
work early on Theme Week '85-'86,
focusing on a period of time-the
1930's . •
If you are interested in this proj ect
and wish further information, you
may contact Neal De Young, Calvin
Christian Junior High , 601 36th Street
SW , Wyoming ,

MI 49509.

Neal De Young teaches math and
developmental reading at Calvin Chris
tian Junior High in Wyoming, Michi
gan.
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A Love so ng
for sophomores
Barb Yeazel

I'd l i ke to write a l ove so n g ,
To fl i n g i t fa r a n d w i d e,
To s h a re with a l l w h o know m e
A l l I keep i ns i d e .
Yet s h o u l d I s e n d i t fro m m e ,
D i l u ted b y t h e w i n d ,
I t wo u l d n ot say t h e sa m e
W h e n retu rned to m e a ga i n .
H ow d iffi c u lt to ca pt u re
T h e bea u ty seen i n eyes,
T h e g race of c h e e k b o n e to u c h ed by c u r l ,
Ti m e's to u c h o n faces as i t fl i es,
T h e te n d e rn ess of fi rst l ove,
T h e eagerness of h o pe,
Stro n g , st ra i g ht s h o u l d e rs u n d e r s h i rts,
S i x-foot s i xtee n 's easy l o pe .
To fo rce e m ot i o n i nto p h rase
I s n ot an easy tas k .
To ro b fro m t i m e h i s booty,
To p u t with i n a f l a s k
D i st i l led t h e s p i rit o f t h e d ays
Is to l essen l ove's e m ot i o n ,
I s to l i m i t a l l l ove's ways.
I ca n n ot p l ace c i rcu mfere n ce
Rou n d t h e l ove t h a t 1 h ave know n .
(I cou l d n ot t i e a tet h e r
To t h e yea rs as t h ey h ave f l ow n . )
Sti l l , I t ry to te l l yo u now
H ow t h e l a u g hte r fi l l s t h e h a l l ,
H ow t h e tea rs wo u l d l i ke to co m e,
A n d h ow J u n e m u st fo l l ow fa l l .
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PRO FILE

DOLORES LOGTERMAN
C I N DY DE J O N G

Dolores Logterman leads a colorful and exciting life in
numerous roles. She's a travel aficionado and occasional
travel guide, a summertime secretary, an artist, a singer and
pianist, a gourmet cook, former president of the Southwest
Christian Teachers Association, an administrative assis
tant, and-most importantly-she's a teacher. Dee has
taught Spanish, music, and art at Delavan (WI) Christian,
Denver (CO) Christian, and Valley Christian. She is now in
her seventh year of teaching Spanish at Valley Christian
High School in Cerritos, California, and is chairman of the
growing foreign language department. The following inter
view took place over lunch one comfortable day last sum
mer.
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TEACHING CULTURAL UNDERSTANDING

o

When did your interest in foreign language begin ?

A

I got interested when I was a little kid because we
always had migrant workers, and I promised myself
I'd learn what they were saying. I thought they were the
most fascinating people I ' d ever seen in my life-they were
so exotic when they came to town in one big truck in April
for the peppermint crops. On Saturday nights they' d have
dances and wonderful music; looking back now, I know
how primitive it was and how terribly they had to live. Yet
my main playmates until school were those Mexican kids
who always had one up on me because they could speak
Spanish.
Then in high school my guidance counselor asked about
my taking a foreign language, and that's when the light
went on. I said, "Oh, of course, I always said I'd learn to
speak their language, so I better do that now." I started
studying Spanish in ninth grade. Also, my best friend and I
got to study in Mexico for a school year. That was so excit
ing. We took all kinds of language and culture classes.
When I couldn' t study foreign language at Dordt, I
switched to Wisconsin State University. Then for five sum
mers after I graduated, I attended the University of Madrid
studying art, linguistics, and the history and culture of
Spain.
Now I'm taking up French; I decided I want to be trilin
gual.

o

Then you 'll study summers in France, right ?

A

I firmly believe that is the only way you're going to
master a foreign language ! It' s just like teaching-it
looks great on the blackboard, but when you start to do it,
it 's a whole other world.

o

Ho w did you get into a career of teaching ?

A

I started out teaching in my hometown at Delavan
Christian grade school. One of the school board
members approached me at the county fair the day before
school started, told me thay had no third-and-fourth grade
teacher, and asked if I thought I could do it. I thought
about the money-I was a struggling college sophomore,
you know-and figured, yeah, I could do it. So I taught
third and fourth grade that year.

o

Then did you go back to school after that ?

No. I went to school at the same time: I taught
fulltime and I carried a full load in college. I'd go to
my first class at 7: 30, go back to greet my students at the
door at 9: 00, then head back to the university in the after-

A

noon, doing my school and college work between classes. It
paid my way through school.
My professor at the university wanted me to be a teacher.
After graduation, I went to summer school to get my educa
tion credits, and he got me an internship at a school with a
top-notch language department.

o

Is that where you learned your teaching techniques ?

A

Some of them. Robert Lafayette, the professor who
had talked me into foreign language teaching, taught
a methods class where I learned a lot. Much of what I do I
learned from going to state and national conventions, be
cause that's where you get to pick up ideas from teachers
who actually are teaching every day, not just college profes
sors who are talking about it.

0

What are some ofthe techniques that have worked well
for you ?

A

Any way that I can get the kids actively involved in
doing something. If I can get them physically in
volved, they retain more than if they' re just reading or writ
ing. I try to create as many situations as possible where they
have to talk ! So what if they're making mistakes; at least
they' re making an effort to communicate.
We do things like role-playing, televisions shows, com
mercials, and plays: original productions from start to fin
ish, including the script, costuming, and set design. This is
more fun and meaningful than memorizing textbook lines
because the students have more input and it' s still at their
communication level.
Another project is called "I Saw Madrid and Never Left
L.A" It's a whole unit to discover what in our culture has
been borrowed from the Spanish culture. The students
make a slide presentation, scrap book, and collection box
of the bigger things that they have found on their ''tour.' '

0

I've often walked through your room to admire your
bulletin boards. Do you look at them as a techniquefor
learning too ?

A

Oh yes ! I notice that not only the students in my
classes pay attention, but other students often stop by
to look at them too. They like to look under the flaps or at
the birthday calendars. It' s a good learning tool and I al
ways try to make them as cultural as possible.
I think that about the most important thing that we for
eign language teachers can teach is cultural understanding.
I firmly believe that part of the reason the U.S. has this
love-hate position with the rest of the world is that we do so
many things out of ignorance of other cultures. We think
we' re the best and have no desire to know about anyone
else. So we need to create a cultural understanding and
25

acceptance that there are different ways of doing things.
Also, everyone has basically the same kinds of concerns
about family, work, and so on. Yet we need to appreciate
the variety that there is culturally.

o

/s that why you take your students to Spain ?

A

That's one reason-to give them first-hand observa
tion. I think any foreign language program is incom
plete without offering the opportunity for those who can
manage it to observe first-hand the foreign culture. A tour
is not as good, of course, as living there. But if you take a
tour, and you do not stay in American-style hotels, and you
do not eat in American-style restaurants, and you do not
spend all your time on a bus, then you can get a better view
of the culture. When you've got kids who are used to a diet
of hamburgers willing to try a squid sandwich, you know
that you've widened their world and created a willingness to
accept different cultures.

0

In what ways has your o wn teaching changed over the
years?

A

It always evolves because I'm the sort of person who
can never do one thing the same way again. That's
why I go to these conventions to find new things to do, and
I'm always willing to give them a try too.
Another change is that I think now I am less apt to accept
excuses and I'm demanding that the students be responsible /
on their own. When I was in college, during the touchy
feely generation, we learned that we didn't want to hurt
these kids' psyches, we didn't want to bruise them for life.
Of course, there is no place in the classroom for sarcasm or
meanness on the part of the teacher, and students should be
able to feel good about themselves. But now I say no a lot
more easily. I have a list of forbidden questions, and once
they know these, they don't bother to try asking about
things like forgotten books or going to the restroom.

o

What advice would you give to new teachers today ?

If you're there to be loved and to be a buddy, you're
in the wrong place. You should be looking for their
respect, and with that seems to grow a natural caring for
you. They don't need another friend; they've got plenty of
peers. They need someone who has authority.
Students do have to know that you like them. If you're a
teacher and you don't like kids-if you don't like teenagers
and all their squirrely problems-you're in the wrong busi
ness. They've got to know you like them.
You should be consistent in whatever you do.
Always be prepared to the maximum. The way you start a
class is important: you shouldn't have to fumble around for

A
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ten minutes with your book or the overhead projector. You
need to have clear objectives in your mind for what you
want to accomplish and how you want to find out whether
you've accomplished it.
Finally, it's necessary to be enthusiastic. If you have en
thusiasm for your subject, the students will become more
interested in it too.

o

Ho w do you maintain your energy in teaching ?

g

The administration has recently been reorganized at
Valley so that there are now three administrative assist
a s to the principal. After one year of serving in this capac
ity, what do you think of it ?

A

It' s been a wonderful learning experience for me. I
think it' s great fun to see what other people are doing
in the classroom. I've picked up ideas from other teachers,
things that I've taken for granted doing all along and sud
denly I see someone else doing something better. It' s inter
esting to see too how various teachers relate to students.
We got more involved in the administrative decisions
than in classroom observation, though. It soon became ob
vious that there was so much going on administratively that
we weren' t able to accomplish some of the other things we
wanted to do.

o

A

0

What do you want to do with your future?
Be a high school teacher !

But weren 't you looking at some other options about a
year ago ?

I was beginning to succumb to the pressure of others
saying that with my abilities I could do something
" more significant" -make money, go into business man
agement. But in teaching, every year you' ve got a new be
ginning. Every year is a new challenge too because you deal
with a new mix of personalities, and what might have
worked for ten years doesn't with this group. You have to
rethink what you do, and there aren' t many jobs that offer
you these chances.
Principal Jim Den Ouden said of Dee Logterman, ''She's
got the basics down pat. Each teacher has an idea of what
the basics are, and each one's ideas are different and many
are good. Dee probably comes closer than anyone else I
know to knowing what those basics are."
He went on to describe a presentation she gave for a
group of church school teachers in which she stressed these
basics as found in the New Testament. My interview with
Dee ended with her saying, "The principles of good teach
ing-strong preparation, speaking with authority and
knowledge, gearing what you say toward your audience,
loving those you teach-all of these can be seen in Christ.
Everything that we talk about in a model teacher can be
found in him." •

A

·

I don't do the same thing every year. I've got a list
going already of things to try next year: as soon as an
idea pops into my mind, I have to write it down or I ' ll.
fu� .
I like teaching foreign language so much because it be
comes so much more than just teaching Spanish: I get to
teach history and photography and cooking and art and
music. I get to put all of these things together ! I hope that
when my students close their books after two years, they' ve
learned more than the language. They' ve learned something
about people.

A

Interviewer Cindy de long formerly taught English at Val
ley Christian High School in Cerritos, California. She is no w
living in Grand Rapids, caring for her infant daughter at
home.
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THE

esus Christ answered the question
of death for us. As St. Paul says, if
the resurrection didn't occur, Christi
anity would be folly. Christ, who cer
tainly feared death, which is indicated
by his behavior in the garden before
he was taken away to be tried, trans
cended death. His humanness, his fear
and concern in the face of death
should lead to a better appreciation of
life in all its aspects. It's not just that
I'm alive and should appreciate living,
although that's important for any ra
tional person. The point is that I share
both Christ's humanness and his tran
scendence. I too fear death; but I
know I will transcend it.
Thus the human dilemma in the
face of death I share with Jesus. I
transcend death because of Christ's
resurrection-which means my resur
rection in two senses. I am part of
Christ's glory because I relate to him;
so by his resurrection he has made me
holy, which means "set apart" yet
"being part." This seeming paradox
suggests that by transcending death
Christ redeemed much more than each
individual believer. There is an impor
tant sense in which Christ redeemed
all of nature, for by being part of na
ture I can participate in its redemp
tion, even though I am "set apart"
because through belief in Christ I am
no longer the person I used to be. This
is the second aspect of Christ's resur
rection being "my resurrection."

J

or the Christian, death is not a

F finality, a conclusion or an abso

lute end. Life in Jesus continues and
we are reunited with all those who are
with the Father. But this still doesn't
mean one longs for or looks forward
to death. One still has "miles to go
before I sleep," as Robert Frost
wrote. In singing about death the pop
ular singer Neil Diamond listed nu
merous individuals who made signifi
cant contributions to life and culture,
yet they "wept when it was all done;
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for being done too soon."
Perhaps no matter when life ends, it
will always end "too soon, " in a hu
man sense. We build castles and
dream dreams, and some of the time
we even find happiness, although usu
ally when we least expect it: when we
are not looking for it, it happens, as if
it were always around the corner.
Yet there is some validity in the
term "happy death, " from both a
Christian and a psychological aspect.
Kubler-Ross (Elisabeth Kubler-Ross,
"What It Is Like To Be Dying." The
American Journal of Nursing, (Jan.
1971) has demonstrated that some in
dividuals are able to accept their im
pending death; they have come to
grips with it in a psychological and
spiritual manner. They have said their
temporary farewells; they have put
their lands in order. They may not ex
actly want to die, and they are cer
tainly still afraid, but that's just the
human condition which we share with
the Lord. There is nothing wrong with
being afraid of the unknown, the
painful and the horrible. To admit
this makes us one with each person
who must also go through the experi
ence of death.
There is surely a difference among
the following: "He died, " "I will die
someday, " and, "I die." The first
two propositions are somewhat objec
tive, maybe even impersonal. The last,
"I die, " is an admittance, a confron
tation; more than a fact or a conjec
ture. Saying "I die," especially, "I die
in the Lord,'' is the beginning of a
choice, and that is choosing my atti
tude toward my own death. It is sad to
think that even many Christians do
not make peace with themselves or
with God before the final moment.
But this degree of reflection cannot be
initiated, this positive attitude toward
death cannot be developed, until one
first says, "I die in the Lord."
Arnold Toynbee once remarked
that now that sexuality could be dis-

CONCEPT OF DEATH
D R . R O B E R T P CRAIG

cussed at the dinner table, maybe
someday we will even be able to dis
cuss death. Old prejudices die hard.
The author William Saroyan wrote on
the eve of his death: "I realized that
everyone had to die, but I always
thought I was immortal. What am I
going to do now?" Wouldn't it be un
fortunate, to say the least, not to have
confronted one's own death until one
was about to die? An intellectual as
sent regarding one's death is merely a
propositional form of knowledge: a
" knowing that." Without the spirit
ual and emotional involvement in the
question, one can "know that" and
never confront the question. The per
son is more than intellect; and propo
sitional knowledge devoid of commit
ment to Jesus, and a concerned and
questioning attitude about life and
death, is sterile. That is perhaps why
Saroyan could "know he was going to
die" without "knowing it."

W

hat do the above reflections
have to do with the Christian
educator? Let me approach this ini
tially by way of example. I began my
teaching career in a Christian elemen
tary school. I taught fifth grade. One
day a little girl came into the room
after recess with a dead bird. "Why
did the bird have to die?" she asked. I
didn't know what to say, so in self
defense, or because I thought that
teachers must give students answers, I
said, "Because he had a heart attack
and fell out of the tree." She left dis
appointed because I did not answer
her question. What I said could even
have been true, but it wasn't what she
was curious about. "Why" is not a
factual "why" in her case.
What follows, then, will be a few
suggestions which may aid the Chris
tian educator in discussing the prob
lem of death; yet these suggestions are
geared toward high school and adult
individuals. The first point is to relate
Christ's promise of eternal life to the

student: that Christ transcended death
as we, if we accept him, also will. This
truth can be illustrated by having the
students investigate various biblical
passages concerning death. The scrip
ture tells us constantly not to be anx
ious-neither about death nor about
one's daily affairs. Of course we are
still afraid, but a thorough investiga
tion of the Bible's teachings on death
can be a comfort and guide in the hu
man reality of death.

Wouldn 't it be
unfortunate, to say the
least, not to have
confronted one 's own
death until one was about
to die?

5

econd, the Christian educator can
help facilitate a meaningful
awareness of death and the dying
process through the use of the follow
ing types of exercises.
1. In a small discussion group the par
ticipants can reflect on the relation
ship between cultural attitudes and
death. Cultural attitudes determine
what one does to "put his/her house
in order." Our society has very differ
ent expectations, for instance, than a
community in medieval times or more
recent Eskimo culture. How influen
tial are cultural values both in prepar
ing for and in experiencing death? Are
these values always consistent with
Christian ones? In what ways are they
consistent? In what ways are they not?
Research the types of arrangements
regarding death that are expected and
available in our society. Include psy
chological, financial, legal, and reli
gious factors in one's research.
2. To explore society's attitude toward
aging, collect samples (pictures or
tape recordings) of advertisements
portraying people over sixty-five years
of age. Observe the materials carefully
for indicators of the subject's degree
of participation in society, physical
condition, and advertised need. The
individual might want to write a
comparison with similar materials
portraying younger adults. Speculate
on how each subject would allocate
his/her time on a daily basis, and what
29

other people would be seen fre
quently. In what ways do these adver
tisements contradict the Gospel mes
sage? And how is the Christian to deal
with such social expectations?
3. The following is from R. A.
Moody, Jr., Life After Life. (Coving
ton, Georgia: Mocking Bird Press,
1975) .
I had a heart attack, and I found
myself in a black void, and I knew I
had left my physical body behind. I
knew I was dying, and I thought,
'God, I did the best I knew how at
the time I did it. Please help me.'
Immediately, I was moved out of
that blackness, through a pale grey,
and I just went on, gliding and
moving swiftly, and in front of me,
in the distance, I could see a grey
mist, and I was rushing toward it.
It seemed that I just could not get
to it fast enough to satisfy me, and
as I got closer to it, I could see
through it. Beyond the mist, I
could see people, and their forms
were just like they are on earth, and
I could also see something which
one could take to be buildings. The
whole thing was permeated with
the most gorgeous light, a living,
golden yellow glow, a pale color,
not like the harsh gold we know on
earth.
The individuals can discuss certain
questions:
a. What is your immediate reaction
to the account of dying given
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above? If you had heard the same
account from a close friend would
your reaction have been any differ
ent? If so, how?
b. Have you ever had a close brush
with death? Describe the experi
ence. What effect did it have on
you at the time? Later?
c. Stop. Close your eyes. Imagine
your heart has stopped on the oper
ating table. What do you imagine
happens next? How is the reality of
Christ an essential aid here?
4. There is a growing movement in
England and the United States to pro
vide humane palliative care through
home care or a specially designed
''hospice'' rather than an acute care
facility. Hospice is a program which
provides palliative and supportive
care for terminally ill patients and
their families either directly or on a
consulting basis. Research the hospice
movement. In what sense is this ac
ceptable to the Christian? One can
write to the original United States
Hospice for more information at the
following address: Hospice, 765 Pros
pect Street, New Haven, Connecticut,
0651 1.
5. As expected death after a long ill
ness becomes more frequent in this
continent, family and friends are
more likely to begin an anticipatory
grief reaction before death occurs.
Outline the benefits and dangers in
volved in beginning to mourn while
the terminally ill patient is still alive.
Contrast the kinds of role behavior
that would be appropriate following
sudden, unexpected death with those
following a long terminal illness. How
might the funeral rites be changed to
reflect these differences in needs?
6. Discuss the relationship of the fol
lowing scriptural passage to one's per
sonal life. How does one's relation
ship to Jesus aid in the question of
death?
You have been buried with Him
(Christ), when you were baptized;

and by baptism too, you have been
raised up with Him through your
belief in the power of God who
raised Him from the dead. (Colos
sians 2: 12- 13)
The above activities are not meant
to be exhaustive; nor is the description
of death developed in this essay. The
purpose is simply to have Christian
educators reflect on the issue of death
from a variety of perspectives. The
mission of Jesus is to bring life to all.
St. John says, echoing Christ's words,
"I tell you most solemnly, whoever
listens to my words, and believes in
the one who sent me, has eternal life"
(John 5: 24). The end time has already
arrived in a sense, for Jesus is with us.
Death is never final; in Christ we live
forever. This does not mean that we
should not fear the process of dying.
The unknown is always frightening.
The pain and anguish of sickness and
death are difficult enough to reflect
on even in our most lucid moments.
Yet it is about this hope, this eternal
prospect of life, that this essay has
been written. The words of the poet
capture the intent of the above reflec
tions better than I can:
I do not see what skill,
with leaves in the cup, Mother
Shipton or
computer science will tell us
about the hardest of all things to
know:
What is to come?
(John Holloway, "To Haruspi
cate or Scry. ) •
"

Dr. Robert P. Craig is director of
religious education at St. Patrick 's
Church in Galveston, Texas.

LATIN AMERICA, created by students in the class A rt and A rch itecture

of Latin

A merica.
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CALCULATORS

ALCULATORS have changed
the way most of us do arithmetic.
As adults we use calculators to help us
balance our checkbooks, figure our
income tax and do a variety of other
tasks. Many teachers have discovered
that calculators make grading much
easier at report card time. Yet,
according to a recent national survey,
eighth grade math teachers don't al
low their students the same access to
calculators that they have.
Over the past four years the Second
International Mathematics Study
(SIMS) was conducted by the Interna
tional Association for the Evaluation
of Educational Achievement (lEA).
The results cover a wide range of in
formation about math students and
teachers in both 8th and 12th grade.
In responding to the question about
calculator use, about two thirds of the
teachers reported that their students
never used calculators or were not al
lowed to use them in class. The most
commonly reported use was in recrea
tional activities. Only about 6 0Jo of the
eighth grade classes were allowed to
use calculators on tests. (McKnight, et
a! 22)
This information points out a trend
in our classes. For the vast majority of
eighth graders, instruction in mathe
matics is being taught with little or no
regard for the startling technological
changes that have taken place over the
last fifteen years. The institution
which should be preparing students
for the future seems stuck in the past.
There are two ways in which the
ready availability of calculators
should affect our math curriculum.
Not only should we examine where
calculators might assist our students
in learning the traditional curriculum
but we must go further and take a new
look at what we teach to eliminate un
necessary items and add new ones.
First of all, then, where can calcula
tors assist our students in the process
of learning math? A look at the typi-
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cal eighth grade curriculum reveals
that arithmetic-that is, addition,
subtraction, multiplication and divi
sion- accounts for only a small por
tion of what is covered. Other topics
like graphing, solving equations, ge
ometry, proportions, percent, proba
bility, statistics, and even some intro
ductory trigonometry are given a fair
amount of time in eighth grade. It
seems reasonable that, once a student
has demonstrated that he can do the
four basic operations, he should be
able to take advantage of the technol
ogy of calculators.
The biggest fear seems to be that,
once we let students use a calculator,
their brains will atrophy and they will
forget how to do the work without
one. This is probably because the cal
culator apparently does "all the think
ing" for the student. These fears are
only somewhat justified. While it is
true that students who use a calculator
for most multiplication or division
will be reluctant to work without it,
personal experience has shown that
with long enough exposure to the cal
culator, these students learn to view it
as a tool and not a panacea. It's very
important for these students to realize
that a calculator is of limited use in
some areas-fractions, for example.
The positive aspects of calculator
use far outweigh the negative. First of
all, the use of calculators can assist
students in gaining a good number
sense. Since long division or three
digit multiplication are long and tire
some, students are reluctant to check
their work to see if their answers are
reasonable. Calculators give them the

opportunity to estimate and then get
immediate feedback on their estimate.
(See example lessons in Ockenga.)
The calculator also gives students
an opportunity to concentrate on the
point of a lesson without getting hung
up on arithmetic. Finding the surface
area of a cylinder is a good example of
an understandable but complex for
mula. Eighth graders can learn a lot
about using formulas, order of opera
tions, and geometry from doing this,
but without using a calculator the
multiplications involved become such
a chore that the point of the lesson is
lost.
Once we become comfortable with
our students using calculators in our
classes we must face the next step, cur
ricular revision. James Fey says that
the implications of the microelec
tronic revolution extend far beyond
the technology of teaching; they raise
basic questions about the goals of
mathematics education. He goes on to
point out that we must rethink the role
of pencil and paper algorithms and
shift our emphasis to the "conceptual
understanding and problem solving
strategies students need to use calcula
tors effectively" (Fey 3).
The advent of these tools has not
only freed us from the drudgery of
arithmetic, but has given us the re
sponsibility of finding the proper bal
ance between traditional skills and
new technology and of discovering
new ways of presenting mathematics
to a generation in need of new skills.
In her address to the 58th annual
meeting of the National Council of
Teachers of Mathematics, then presi-
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dent Shirley Hill said, ''The position
of the NCTM has always been very
clear on this, and present recommen
dations are consistent with the
published position. They state: 'It is
recognized that a significant portion
of instruction in the early grades must
be devoted to the direct acquisition of
number concepts and skills without
the use of calculators. However, when
the burden of lengthy computations
outweights the educational contribu
tion of the process, the calculator
should be readily available' " (Hill
477).
It is no longer reasonable for us to
hold on to our old ways of teaching
math simply because of tradition. As
Christian educators we should be es
pecially aware of the need to con
stantly reassess our priorities and our
traditions. If we are to teach our stu
dents to be effective envoys for Christ
in the world around us they must be
given the tools to do it. We must be
willing to help our students prepare
for a future in which the proper use of
calculators is a skill they cannot af
ford to be without. •

Robert Keeley teaches mathematics
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part-time at the University of Colo
rado. During the summer he taught
precalculus to gifted and talented mid
dle school students in the Denver
Rocky Mountain talent search pro
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BOOK REVIEWS

D O N A L D OPPEWAL

CHRISTIAN P OLITICAL ACTION
Authors: Charles Strikwerda and James Pen
ning
Christian Schools International , Grand Rapids,
Mich . , 1984, 173 p p . , $4.95 p b .
Reviewed b y LeRoy Stegink , P rofessor of Edu
cation , Calvin College, Grand Rapids, Mich.
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Supporters of the Christian School
movement have always recognized the
importance of text books written from
a Christian viewpoint. Since the text
book is such a crucial factor in what is
taught in the classroom, it is very im
portant that the beliefs of the author
agree with the philosophy of the
school and the teacher.
Christian Schools International has
for many years recogniz ed the impor
tance of Christian textbooks and has
devoted much effort and money to the
production of these resources. How
ever, it is the impression of this re
viewer that most of the effort has gone
into the production of materials for
the elementary and junior high class
rooms, with little designed for the
high school classroom.
Christian Political Action is an ex
cellent step in the right direction to
ward righting this imbalance. This
short paperback, written by Charles
Strikwerda and James Penning, is de
signed to supplement a "non-Chris
tian" political science text, or it could
even be used as the only resource
available for the students. In the
hands of a skilled Christian teacher,
this book can form the basis for a
careful examination of a Christian po
sition on a number of vital political
issues facing any society.
A strength of the book is the fact
that the authors do not attempt to de
scribe the definitive Christian attitude
toward all facets of political life. The
reader will find no "Christian posi
tion on soybean support prices." In
stead, the authors attempt to describe
general biblical positions on various
political issues such as Government
and Business, Government and Social
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Welfare, and Government and the En
vironment after a short examination
of the issues involved. In addition to
citing relevant biblical passages, the
authors also describe past Christian
positions on these issues. In this fash
ion the reader is urged to formulate
his own position on these crucial is
sues.
A minor fault of the book is that an
attempt was made in editing it to sim
plify the language so that the book
would have a lower readability score.
Such editing is unfortunate as several
sections of the book read like a simple
elementary reader. This is a minor
matter, however, and should not stop
a teacher from using this very effec
tive book.
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TO LEARN

ING THEORY : A SYMPOSIUM.
Author: Norman DeJong, ed.
University P ress of America, Lanham, Mary
land , 1984, 218 p p . , $12.50 pb.
Reviewed by Glenn Weaver, Psychology Depart
ment, Calvin College.

This is a collection of papers pre
sented at the First Annual Conference
on Christian Approaches to Learning
Theory held at Trinity Christian Col
lege in 1983. As one might expect
from a conference organized around a
rather broad theme and presented by
scholars from several disciplines-ed
ucation, psychology, history, philoso
phy-the collection as a whole more
effectively stimulates thought about
the issues involved in developing
Christian perspectives on learning
than exchanges about well-defined is
sues. Diversity of this sort can make a
reader question whether the present
ers really had anything to say that oth
ers at the conference were motivated
to consider or equipped to under
stand. In this case, however, most of
the papers are of high enough quality,

ity, are written in common enough
language, and embody enough over
lapping questions to make the broad
vision worthwhile.
The editor has organized the papers
into those dealing with "Perspectives
on Learning" and those considering
"Prescriptions for Theory Building."
However, a more useful organization
for the educator might separate those
papers which deal specifically with the
experience of teaching and learning in
educational settings and those which
raise issues for more abstractly devel
oped theories of learning. In the for
mer category, Corrine Kass outlines a
developmental stage theory of learn
ing which envisions "living responsi
bly" as a goal of adequate develop
ment. Learning deviance is under
stood as failure to resolve critical
stages of psychological development
which lead toward this goal. Although
her references to the views of stage
developmental theorists such as David
Elkind and Herman Epstein do not
develop a strong psychological argu
ment for a stage model per se, the pa
per nicely relates this model to Chris
tian concerns and offers practical sug
gestions for responsibly encouraging
the development of the learning dis
abled.
Likewise, papers by Donald Oppe
wal, Peter DeBoer, and Marion Snap
per all deal with ways in which a
Christian understanding of learning
as an interactive process between per
sons in covenantal relationship with
God may affect classroom procedures
and curriculum. They suggest clear re
lationships between biblical concepts
and educational practice, provide il
lustrations of actual classroom experi
ences, and make helpful suggestions
for teaching in a distinctively Chris
tian manner. These chapters will likely
be the most helpful for teachers who
are concerned with translating their
Christian faith more effectively into
what they do in their profession.

The second grouping of papers
takes up issues foundational to theo
retical explanation of the learning
process. Here the territory varies more
widely. Gerald Bouma and Paul Moes
argue that recent developments in cy
bernetics and cognitive psychology of
fer explanations compatible with
Christian commitments and likely to
further effective teaching practices.
Maarten, Vrieze, and John Kok
present Dooyeweerdian visions of dif
ferent modes of knowing which inhere
in God's creation and criticize con
temporary theorists for distorting our
understanding of learning by reducing
it to a single dimension of meaning,
e.g. the dimension of sensation and
motor response.
Perhaps the most difficult papers in
this category are those by James Mar
tin and Bert Hodges. Both argue that
psychological explanation, as pres
ently conceived, cannot provide an
adequate account of the learning
process. The purpose of learning is to
form competent j udgment. But com
petent j udgment involves the realiza
tion of tacitly experienced values
which cannot be completely specified
prior to the act of j udgment itself.
Hence no completely determinant,
rule-governed account of the develop
ment of competent j udgment can be
given. Martin argues for reconcep
tualizing the unconscious as the
source of the creative process outside
of conscious control. Hodges argues
that learning may be understood only
with reference to the specific contexts
in which the tacit knowledge of values
is revealed and in which choices must
be made.
These latter papers are of interest
primarily to those willing to read them
several times and to wrestle with
rather highly abstract conceptualiza
tions. Nevertheless, they probably lie
closest to the volume's expressed con
cern with "Christian approaches to
learning theory" and effectively point

out significant limitations on most
present attempts to deal with this task.
The book thus has something valu
able to offer readers with practical
concerns about Christian instruction
as well as readers with concerns about
Christian philosophy and psychology
of learning. These concerns might
have been brought a step closer to
gether, and the chapters might have
achieved greater focus as a whole, if
selected conference · responses and
questions had been included with each
paper. Perhaps such a format will be
adopted in further publications if this
apparently valuable conference be
comes an annual event and the issues
for beneficial discussions are progres
sively better defined.
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