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Johnny is a third 
grader. No one knows 
for sure j ust how 
intelligent the boy 
really is. At times, to 
the teacher's delight, 
he sparkles and 
shines; but then again 

he seems to tune out, refuse to work, 
and turn sullen, the picture of an 
unmotivated child. 

More recently his behavior has 
become increasingly negative and 
disruptive, even obnoxious. His 
teacher, with growing exasperation, 
checked the cumulative file once more. 
"Johnny needs attention and disci
pline, " his grade two teacher had 
written. Like his older brother Billy, 
Johnny is clearly at risk. 

Our schools abound with students 
more or less "at risk. " But what 
precisely does it mean to be "at risk"? 
How do we identify an at-risk student? 
What causes students to become at 
risk? And what should be done about 
them? These and similar questions are 
vigorously debated everywhere in the 
educational world. Expectedly, there is 
no consensus about the answers. If 
there is any agreement at all, perhaps it 
is that an at-risk student can be roughly 
described as "a student who is likely to 
fail in  school, either because of 
learning disabilities or because of 
behavior problems, or both. " 

At-risk students, once identified 
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and labeled as such, have a nasty habit 
of staying stuck in this category. Once 
at risk, always at risk, it seems. True, 
some at-risk students settle down and 
eventually merge with the mainstream, 
that is, with the students who meet the 
typical expectations of the teacher, of 
the curriculum, and of the graduation 
requirements. But, more often than not, 
at-risk students are expected to remain 
at risk. In fact, a youngster thought to 
be at risk not only stays at risk, but is 
often expected to fail altogether. 

Take Johnny, our third grader, for 
example. Several years earlier his older 
brother Billy had been judged to be at 
risk: at risk to fail as a student. Billy 
was slow, apparently not all that bright, 
and pushy. People whispered gossipy 
stories about his family as well. As 
time went on Billy became such a 
recalcitrant, belligerent, intolerable 
character that he was eventually 
dismissed from school. The teachers 
and principal, at their wits' end, no 
longer knew what to do other than to 
get rid of him. After all, they said, 
there is the rotten apple, you know. We 
don't want to spoil the entire basket! 
But the dismissal of his brother Billy 
now confronts Johnny with tremendous 
odds: his teachers expect him to be like 
Billy! Though they might not say so, in 
reality they expect  Johnn y to fail. 
Unfortunately for Johnny, such 
expectations tend to become self
fulfilling prophecies. 

At-risk students, especially the 
behavioral kind, receive plenty of 
attention and discipline. They are often 
separated from the main group in order 
to be tracked into remedial classes or 
even separate institutions. Some of 
them, like brother B illy, become 
intimately acquainted with the 
principal's office and eventually end up 
out in the street. Well- intentioned 
though such attention may be, studies 
show that these procedures often miss 
the real problem. While there may be 
many complicated, even mysterious, 
reasons for a student to be at risk, often 
the most fundamental factor is 
overlooked: a profound sense of 
alienation, inadequacy, and rejection. 

This brings us to consider the 
Christian classroom once again. Sadly, 
alienation and rej ection are not 
problems confined to inner-city public 
schools; they are common experiences 
in us. When our classrooms are essen
tially collections of individuals who 
compete with one another for grades 
and approval and are taught to be 
responsible only to themselves and to 
the teacher, then alienation, rejection, 
and inadequacy are inevitable conse
quences, and an at-risk atmosphere will 
prevail. Students are put at risk because 
the entire classroom is at risk! When, 
in addition, teachers engage in mostly 
whole-group instruction, and ignore or 
are blind to the individual needs and 
learning styles of students, the potential 



for risk is likely to flourish. 
Let's look at learning styles, for 

example. Kenneth and Rita Dunn have 
shown that something as simple as 
moving a youngster to a brighter 
location in the classroom, or replacing 
incandescent lamps with fluorescent 
light, has successfully delivered 
students from the "learning disabled" 
category. Over and over it has been 
shown that some students cannot 
process instructions or information 
instantaneously and need time to 
respond. Requiring such students to 
"pay attention right now! " or subjecting 
them to time tests puts them at risk. 
Still other students are simply not able 
to tune in to the analytic teaching styles 
so prevalent in j unior high and 
secondary schools. Although such 
students have all sorts of gifts and 
abilities, they are not provided with 
opportunities to shine in their strong 
areas, and so they, too, are quickly put 
at risk. 

Increasingly, studies show that a 
collaborative classroom with a warm, 
accepting, and positive atmosphere is 
one of the keys to reducing, perhaps 
even eliminating, the at-risk problem. 
Cooperative learning strategies, for 
example, when implemented in a 
classroom in which the development of 
trust, shared responsibility, and mutual 
concern and encouragement are high 
on the agenda, have been remarkably 
effective in aiding even those who 
would otherwise be shunted off as 
learning disabled or would end up as 
failures. 

In some ways a Christian class
room and an at-risk student constitute a 
contradic tion. True, some of our 
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children are so physically, socially, or 
emotionally disabled, so severely 
distorted, that at-risk seems only their 
natural condition. And indeed, such 
children will surely be at risk. Yet, 
while I recognize the complexity and 
mystery surrounding the risk, I make 
bold to claim that even in very severe 
cases the Christian classroom should 
be able to accept these children and 
bring them to experience  suc cess 
according to their gifts. If we teachers 
could construct a genuinely collabora
tive classroom, such as I have earlier 
described in this j ournal (CEJ, 
December 1 9 8 9) ,  then the at -risk 
problem might well be sharply 
diminished. 

Could it be that sometimes the 
teacher and not the student is really at 
risk? When Johnny's teacher expects 
him to fail because his brother Billy 
failed several years earlier, then is the 
teacher not putting Johnny at grave 
risk? If Billy failed, so goes the 
expectation, then more than likely 
Johnny will fail, too. Again, when a 
teacher, often unintentionally, inhibits 
or ignores the low achievers and favors 
the high achiever-as Good and 
Brophy's studies have shown teachers 
consistently to do (cf. T.L. Good and 
J.E. Brophy, Looking in Classrooms, 
1 98 7)-then surely it is primarily the 
teacher who is at risk, at risk of putting 
the students at risk. 

What is needed is not first of all 
special remedial programs designed to 
get the at-risk students on track. After 
all, being "on track"-often translated 
to mean "quiet, compliant, and passive" 
-may conceal or reflect a much more 
profound at-risk problem than that 

indicated by the behavior of the 
"troublemakers. " Needed above all, it 
seems to me, is staff development of 
the right kind. 

Don't get me wrong. I am not out 
to criticize teachers. I see too many of 
them who do, in fact, effectively-and 
often quietly and unnoticed-reduce 
the at-risk problem in their classrooms. 
I do believe, however, that all of us 
teachers need to grow in awareness of 
what we are doing in the classroom, to 
grow as reflective practitioners. We 
teachers need to be increasingly trained 
to be alert to uniqueness, to the 
diversity of learning styles, to ways of 
creating classroom conditions attuned 
to such variety, and especially to ways 
of constructing collaborative, caring, 
accepting, and inviting classrooms. 

Such staff development requires 
visionary principals who can forge their 
faculty into a team. It requires commit
ment to build a caring, authentically 
Christian community, classrooms in 
which we celebrate gifts rather than 
assess achievement. It requires a 
growing sense and practice of collegi
ality among us teachers. More and 
more we must open up our classrooms 
to each other; evaluate and encourage 
each other's work; freely discuss our 
strengths, weaknesses, successes, and 
failures; suggest to one another various 
ways to improve our teaching effective
ness and our classroom atmosphere; 
and stay abreast with instructional 
innovation. Such staff development can 
surely help us build the kind of 
classrooms and the kind of schools 
where the at-risk student will either be 
a rare exception or only a vague 
memory. JVD 
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-by ARDEN RUTH POST 

High-Risk Children 
Is the Classroom an Ego-Shattering Environment? 

..... 

W e hear over and over about the 
contribution of a good self
concept to success in school. 

However, a positive self-concept does 
not by itself c ause high academic 
achievement. Rather, self -conc ept 
appears to be a necessary ingredient. 

THE SELF-CONCEPT 

Self- c o n c ep t  refers to a set of 
perceptions, beliefs, and attitudes that 
all people have about themselves. A 
related term, se lf-es t eem, is the 
evaluative component of the self
concept. It is learned by comparing 
ourselves to others, by rec eiving 
feedback about ourselves, by observing 
the consequences of our behavior, and 
by perce1vmg cultural values 
(Hudgins). Our self-concept is how we 
see ourselves, and our self-esteem is 
how we feel about what we see. Also, 
there is a tendency to act consistently 
with our view of ourselves. For 
children in particular, feelings about 
self can determine what they think 
about themselves, what they do, and 
what they become-in other words, 
who they are! 

THE SCHOOL'S ROLE 

Children enter school with positive 
or negative self-concepts already in 
formation. Family, home, and 
neighborhood environments have 
provided the beginning opportunities 
for children to develop a view of 
themselves. The entrance to school 
provides another source of feedback to 
influence such development. The logic 
is often explained in this manner: 
"Teachers have an influence on the way 
children think about themselves. 
Children's self-concepts, in turn, are 
related to achievement, which then 
further influences the way teachers act 
toward learners . . .  " (Hudgins 89). The 
self-fulfilling prophecy has begun. The 
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learner c ontinues to accumulate 
experiences relating to success and 
failure .outside of school, but for many 
children the self-concept is greatly af
fected by academic success (Hudgins). 

HIGH-RISK CHILDREN 
IN THE CLASSROOM 

Every school contains a number of 
children who are at high risk in devel
oping and/or maintaining a positive 
self-concept. These children have some 
strikes against them as they perceive 
themselves to others, and observe the 
consequences of their academic or so
cial behavior. Dobson ( 1974) cautions 
teachers that school is a dangerous 
place for children with fragile egos. 

We teachers need to pay special 
attention to our approach to these 
children. We need to provide condi
tions for success, realistic expectations, 
sincere appreciation for these children 
as they are, and qualities to build upon 
in fostering a positive self-concept. 
Christian teachers especially are called 
to provide the necessary loving support 
because we know the value of each 
child in God's eyes and the privilege of 
being created in God's image. Let's 
look at some high-risk children. 

e The Slow Learner 
George* is in fifth grade. He has 

been tested many times and found to 
have an I.Q. somewhere in the high 
seventies or low eighties. He is one of 
many children who "fall between the 
cracks. " He will not qualify for special 
education for the mentally retarded 
(nor would his parents want him there). 
However, he also lacks the ability to 
keep up with his classmates in the 
regular class. When the teacher assigns 
a chapter to read and hands out a study 

*The names used in this article are fictitious. 
Any similarity to actual people or situations is 
purely coincidental. 

guide to be filled in while reading, 
George can't do it. He can't read the 
assignment; he can't read the questions; 
and he can't write the answers. Oh, he 
can read and write many words, but his 
reading level is not up to the level of 
the text or questions, and his writing 
ability does not include producing a 
few complete, concise sentences. 
George knows he's different, and so 
does everyone else. Unless means are 
found for him to experience success, he 
will drown in his feelings of 
inadequacy. 

A concerned, creative teacher is 
George's best source of survival. The 
teacher evaluates his reading level and 
his capabilities for written work and 
then assigns appropriate material and 
assignments (making sure they are not 
babyish). A teacher never need say, "I 
can't help George. " The teacher can 
always call upon a special educator in a 
school or college for help. Knowledge 
is n o t  the necessary ingredient for 
wanting to help George; attitude is. 
Knowledge can be gained when the 
teacher has a conc erned, caring 
attitude. 

• The BilinguaVBicultural Child 
Jimmy is a black child in first 

grade. Although he is not the only 
black child in the classroom, he is 
behind the rest of his classmates in 
learning to read. He is inattentive as the 
teacher writes words representing 
phonics elements on the chalk boards. 
When told to write the words in a 
sentence, he may complete one sen
tence by the time the rest of the class 
finishes. He doesn't know how to write 
many of the words he'd like to use. He 
is told to look them up, but he has not 
developed the sound-symbol relation
ships that permit him to guess at even a 
few letters in the word. Some words he 
uses in speaking and writing are in 
black English. He writes " She have a 
dog. " The teacher marks it wrong. 



Jimmy is in the lowest reading 
group, but he knows few words in his 
reader by sight. Since he isn't absorb
ing phonics, he lacks the ability to at
tack unknown words by sounding them 
out. He shows little interest in books 
and claims he has no books at home. 
At his young age Jimmy is beginning 
to "turn off' to school. School for him 
is a place to look dumb. He can't do 
much, and what he does is wrong. 

Jimmy needs a concerned and 
caring teacher, just as George does. 
Jimmy's teacher needs to recognize and 
compensate for his lack of reading 
readiness, to appreciate his culture and 
dialect so that Jimmy feels valuable as 
he is. While Jimmy's speaking and 
writing in the standard dialect may be 
advisable for future school success, the 
correct aspects of Jimmy's work should 
be recognized now. Motivation to read, 
building on what he can  do, and 
appreciation for any aspect of work 
done correctly are necessary for 
Jimmy's self-concept and his attitude 
toward learning. 

� The Underachiever 
Christy is in eighth grade. She is 

unmotivated to do school work. She 
does just enough to get by. Homework 
is done quickly, if at all. Preparation 
for tests consists of a quick look over 
the few notes she takes. Once in a 
while a project catches her interest, and 
she produces an excellent piece  of 
work. 

School work is boring to Christy. 
Recently her parents, upon the school's 
recommendation, had her tested. She 
was found to be of superior intel
ligence, and her achievement tests 
showed scores above grade level. Yet 
Christy is doing C and D work in most 
classes. Her teachers would rate her 
among their least favorite students. She 
puts forth virtually no effort, can be a 
distrac ting influence in c lass, and 
demonstrates a poor attitude. 

Possibly unknown to her teachers 
is the fact that Christy's self-concept is 
also poor. She feels inadequate, resents 
her lack of motivation, dislikes poor 
grades, but can't seem to get in the 
groove of learning. She has heard that 
she is very bright, but that doesn't help 
her know how to get going. 

Just like the others, Christy needs 
a caring and concerned teacher to find 

that spark that ignites the desire for 
learning. She needs a teacher to show 
personal interest in her, to explore her 
interests, and to find a way of making 
learning relevant and challenging. 
Christy's poor self-concept is likely to 
become even lower if she is permitted 
to continue on her present path. 

+ The Learning-Disabled Child 
Larry has above-average intelli

gence. He comes from a home that 
provided a rich experiential back 
ground: visits to museums, the zoo, the 
beach; books to read and a family of 
readers; times of family togetherness 
and conversation; and lots of love and 
security. Larry seemed to have the 
preparation for a good self-concept and 
the prospects for school success. He 
came to school eager to learn. 

But learning didn't come easy for 
Larry. He paid attention as the teacher 
taught sound-symbol relationships, but 
he couldn't remember the sounds of p 
and at when he saw them in the reading 
text. He said the sight words as the 
teacher put them on the board, but he 
didn't remember them the next day. 
Reading and reading-related activities 
seemed to be problem areas. In math, 
Larry did fine. In music and art he had 
talent, and in playing soccer he was the 
best in the class. But after recess came 
writing time, and again Larry had 
trouble. He couldn't spell the simplest 
words. His printing was j umbled, 
spacing was ignored, and letters of 
various shapes and sizes appeared. 

A learning disability is possibly 
the hardest educational challenge for 
the classroom teacher. A child with 
average or above average ability has 
difficulty in one or more subject areas, 
a discrepancy between ability and 
achievement that is most often found in 
the areas of oral and written language 
performance and/or mathematics. 

Yet, Larry needs the teacher's help 
as much as do George, Jimmy, and 
Christy. Larry's self-concept is already 
beginning to suffer. Art, music, and 
sports are pulling him through, but 
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-by MARGARET HOUK 

BOOSTING TEEN SELF-ESTEEM 

T here is nothing teens need more 
then self-esteem. They want it. 
God wants it for them. But it is 

very hard to come by during those 
trying years of gawky legs and social 
awkwardness. 

You can ' t  give a person self 
esteem. It is something people have to 
give themselves, a true do-it-yourself 
job. But there are ways by which those 
who live and work with teens can help 
them along the road. 

1. Listen to them. 
Nothing convinces a human being 

that he or she is important and valued 
as much as getting the undivided time 
and attention of another human being, 
even if it is only for a brief two-minute 
conversation. 

Good listening requires that we 
listen non-judgmentally and that we 
appreciate the messages we hear, no 
matter how hard they might be to 
accept. Vivacious free-souled Sarah 
blurted out in eighth grade class one 
day, "How do we know God loves us? 
How do we know that isn't just a story 
our parents are telling us?" 

Teen messages are sometimes 
plenty far-out. One of my imaginative 
young friends once said, "I think God 
is an alien. He is from outer space, isn't 
he?" 

Sometimes the messages can be 
disheartening. Fourteen-year-old Steve 
said one night, "I don't believe in God 
anymore. I've decided to become an 
atheist. " His parents had just separated. 

The honesty and searching that 
teens get into is not so much a threat as 
it is an opportunity to build a strong 
foundation of their own with the Lord. 
Noted Christian author Catherine 
Marshall once said that we must all 
"throw off" the faith of our fathers in 
order to take on our very own. Startling 
teenage comments can be door open
ers, helping teens think through who 
and what God is and what they should 
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/ 
do a:bou�that. In others, their remarks 
git� evejevidence that they are on a 
co16rfuUoad to spiritual maturity. 

2. Affirm them. 
Everybody needs praise, but no 

one moreso than a teenager. With 
bodies that are growing fast, interests 
that suddenly shift gears, and emotions 
that run rampant, they are bound to 
goof up. But they also have moments 
of glorious sunlight. 

Teens have varied gifts from 
God-personality traits that they can 
use in service to the Lord. One might 
have strong leadership skills, another 
the ability to follow. Some teens are 
aggressive, others quiet and retiring. 
Because society tends to reserve its 
rewards for leaders, we need to 
emphasize to teens that all traits are 
equally important to God. 

To affirm your students, identify 
an outstanding characteristic in each 
one of them and mention it one-on-one 
as often as opportunity allows. Point 
out things that happen during class to 
"prove" the affirmation. 

3. Help them affirm themselves. 
Teens wanting to feel good about 

themselves are fighting a gigantic 
battle. They are extremely and often 
excessively self-critical. But they fight 
many external sources of put-me-down 
messages as well. 

We live in a self- deprecating 
soc iety. So many of us, when we 
receive a compliment, say, "Oh, it was 
nothing! " We are also bombarded with 
subtle messages that tell us we are 
either too young or too old, too skinny 
or too fat, or not quite "cool. " 

To help your teens rise above this, 
teach them to screen what they are 
seeing and hearing and to replace 
negative messages with positive ones. 
Here's what I would tell a teen 
distressed about being a bit shorter and 
heavier than average: 

" The world is full of different 
kinds of people-tall, short, thin, hefty. 
That's what makes the world inter
esting. It would be a very dull world if 
we all looked alike. 

"Try telling yourself this: 'This is 
the way I am, and what I am is nice. It's 
nice because I am created by God-a 
unique, important, special human being 
loved by him and by other people such 
as my friends, my family, my teachers, 
and my youth leaders. God has a 
purpose for my life, a job for me to do. 
Whatever I am is right for the job."' 

What do you say to the teen so 
obese that his or her health is endan
gered? 

"God loves you just as you are. 
But he wants all of us to take good care 
of our bodies because we can serve 
him best that way. See what your 
doctor says, and work with her or him 
toward the best healthy state you can 
have. " 

Once is not enough. With self
image assault coming at them steadily 
from all directions, teens need to affirm 
themselves frequently and regularly. 

4. Give them responsibility. 
When my third daughter left 

home, barely eighteen, to move into 
her own apartment, she was terrified. A 
high school course had led her to 
believe it would take $4000 a year 
more than she was making to support 
herself. Her big fear was "I can't make 
it on my own! " 

This is a very common reaction 
among teens going independent. In a 
complex social and economic structure 
such as ours, the fear has some validity. 
Independent teens need elaborate 
independent living skills-care of self, 
home, car, money, and time planning. 
Add to this the decisions they must 
make frequently about their responsi
bilities toward others and toward God. 
Anything teens can do to prepare 
themselves for the big day-care of 



their possessions, household chores, 
leadership duties-not only sets a firm 
foundation, but also raises their 
confidence. 

Teens often talk as if they don't 
want responsibility: "Aw, do I have to 
lead the meeting?" They sometimes act 
as if they don't want it. They may not 
get around to every item on the agenda. 
But they do feel good about themselves 
after doing a job well. 

Doing what we don't really want to 
do is character-building. It requires 
self-discipline. People hesitate out of 
rebellion or laziness. But there is a 
certain amount of healthy pride and 
honor that comes with taking hold of a 
difficult task. 

5. Let them fail. 
Parents and adult leaders often 

take on responsibilities teens could 
handle because teens sometimes forget, 
goof up the j ob, or don't get things 
done fast enough. Letting teens do 

things themselves takes more adult 
time, involves aggravation, and sub
jects situations to failure. But teens 
need the experience of slipping and 
falling once in a while. 

Soon no one will be there to pick 
up after them.The road to adulthood is 
easier if we allow them the painful 
consequences of irresponsibility. The 
more often they have to take hold lest 
they let somebody down, the faster 
they are able to face the world with 
grace. 

When they fail, let them correct 
the situation, if at all possible. This is 
education for independent living. But 
don't let them get so down on them
selves that they lose heart. Be firm, but 
keep it light: ''I'm sorry you forgot to 
call your list about the hayride. That 
happens sometimes at your age. Why 
don't you call your friends and apologize? I 
think you'll feel retter about it And I'm sure 
they'll understand. They forget things, too, 
once in a while." 

After a failure, 
encourage teens to 
forgive themselves 
and go on. Teens 
often hang on to 
their mistakes in 
bouts of rehashed 
guilt, self-pity, and 
self-condemnation. 
God wants us to 
sincerely regret our 
mistakes, to ask 
forgiveness of those 
we have offended, 
to make amends as 
best we can, and 
then to accept his 
forgiveness, and get 
on with our lives. 
We must do that so 
that we have more 
emotional energy 
for helping others. 

To help your 
teens cross this 
bridge, point out 
that, after they put 

goofs behind them, they are more fun 
to be around, and their friends enjoy 
them more. 

6. Encourage them to treasure their 
relationships. 

Joy is sweeter and sorrow dimin
ished when two share the burden of 
one. Our relationships with other 
people bring our greatest joys and 
deepest sorrows. Essential to self
esteem, then, is  the building and 
maintaining of satisfying relationships. 

Encourage teens to communicate 
in healthy ways. Twisted messages, 
those based on what the teen thinks 
others want to hear rather than on 
genuine ideas and feelings, foul up 
relationships. So do messages that 
pressure or manipulate others. Honest, 
straightforward communication not 
only clears the air, but also works 
better and feels better. 

Communication is a skilled art, 
one that is never perfectly learned. No 
matter how hard people try, sooner or 
later they run into conflict. Urge your 
teens to resolve their conflicts quickly 
in a spirit of lovingkindness. Point out 
that the aim is to heal a treasured, 
damaged relationship, not to prove who 
is right or wrong. 

There are many ways of settling 
differences, but teens in c onflict  
usually see only two: my way and your 
way. Suggest that they try compromise, 
finding middle ground, or trading off. 
(Finding a middle ground is finding a 
solution that both parties like. Trading 
off is following one person's choice 
one time, the other person's the next.) 

Psychologists say that we must 
love ourselves if we are to love other 
people God's way-unselfishly. To 
accomplish this we need self-esteem. 
By listening to teens, affirming them, 
helping them plant seeds of self
affirmation, expecting responsible 
behavior, letting them fail, and 
showing them how to get along with 
others, you can and will help them on 
their way. CEJ 

Margaret Houk is a free-lance 

writer from Appleton, Wisconsin. 
Her book, That Very Special 
Person-Me! for early and middle 
teens was released by Herald Press 
in February 1990. 
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THINKING THIRTEEN 
-by CAROL REGTS 

0 
Portrait of an 
At-Risk Artist 

0 

0 

0 

0 

B rad sighed. Monday morning 
and seventh grade history class 
-a combination to turn any

one's stomach. On a rather crumpled 
piece of notebook paper, Brad sketched 
a cartoon showing Hussein and Bush 
playing a game of hide-and-seek 
among tanks. Then he doodled various 
c ombinations of his newest magic 
number, 927-only 927 more days 
before he could drop out of school, 
legally anyway. It was this plan, and 
this plan only, that kept him from 
jumping out of his seat, screaming his 
anger and frustration, running far and 
fast away. 

"Let us review the clash between 
white and Indian cultures as we see it 
in the late 1 7 00s. " As Ms. Smit 
plunged directly into her lecture by 
puLLing transparencies of notes onto the 
overhead and underlining the main 
points with a bright red pen, B rad 
sketched a little bee wearing a feath
ered headdress zooming in to attack the 
fat posterior of a white man urinating 
into a bush. 

"B rad! B rad ( 
Doorn, just what is \ 
this? Where are � 
your notes?" 

Brad's back mus- · ' 
cles tightened, his fin-
gers fiddled with his pen, 
and his eyes shifted sideways 
a bit before focusing onto the 
paper in front of him rather than 
looking up into Ms. Smit's exas
perated face. Brad knew from previous 
experience that her eyes would be 
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glaring down into him, but they would 
also look bewildered and uncertain. 
B rad couldn' t figure out what her 
problem was, why she was always at 
him, especially now when he hadn't 
done anything to c all attention to 
himself. Sure, he had just flunked the 
last test-shoot, it had all been stuff 
he'd learned in fourth grade, and he 
didn't see why he had to put in all the 
effort to learn Ms. Smit 's  way of 
organizing history. Who did she think 
she was? She acted as if she knew it 
all. 

S chool was so boring. Who 
needed it? 

"And where is your homework, 
Mr. Doorn?" Brad hated it when she 
used his name like that. And now all 
the kids were looking at him, as usual, 
laughing at him under their breaths. 

"I told you in class yesterday that 
it had better be done. Now you leave 
me no choice. I 'm going to have to 
send in another detention notice and 
make a call to your folks. You have 
turned in nothing this year-nothing! 

You're going to end up in summer 
school if you keep this up, 

young man." 
Brad thought about 

·� 
c 'y 



yesterday when Ms. Smit had stopped 
to check his progress on the homework 
sheet on chapter three. His paper had 
been stuffed into the back of his 
notebook while he finished a drawing 
of two Indians clad in robes like monks 
and fighting with Ninja stars. She had 
basically threatened him the same way 
then. Only yesterday she had flavored 
it with artificial sweetener, saying she 
was so worried about him because she 
knew he was smart and could do these 
assignments without even thinking and 
didn't he know he should be developing 
the talents God had given him? 

Brad hated it when they told him 
he was bright, that God had made him 
responsible for being bright. It sounded 
as if that meant they owned him and 
could count on him to answer all their 
stupid questions and turn in his work 
on time. Why did he have to do the 
assignment at all if she knew he knew 
it? Teachers didn't make sense. 

Ms. Smit hadn't stopped there. On 
and on she had talked about how she 
couldn't understand why he wouldn't at 
least try because she wanted to see him 
explore his creativity and didn't mind if 
he made mistakes. And she asked again 
for his overdue Indian project, saying 
that she knew he was almost done and 
that he should just hand in what he had 
so she could give him credit for what 
was completed. 

B rad had actuaiiy started that 
project four times and four different 
ways, on each day Ms. Smit had given 
them time in class. He just couldn't get 
into it; it didn't seem to mean anything 
to him. Whenever they had worked on 
it, Ms. Smit had made a point of 
stopping at his desk first, as if she 

didn't trust him to get started on his 
own. Halfway through the class period, 
she would come back and say she liked 
what he was doing, what great ideas he 
had, and then she would point out what 
he'd stiii have to do to meet the re
quirements of the assignment. 

Brad figured all she wanted was a 
grade in the grade book. He was sure 
she didn't care much about his trying to 
find something he wanted to do, 
though part of him wanted to impress 
the socks off her. But his ideas never 
worked out the way he wanted them to, 
never showed everything he wanted 
them to show, and when the bell rang 
each time, he tore up his paper because 
it wasn't going anywhere anyway. 

To top it all off, yesterday after she 
had finally left his desk, both Darryn 
and Scott had taunted him about being 
so smart, saying it over and over under 
their breath and kicking his seat as if 
they were doing a rap until he couldn't 
help but turn around and shove back 
against their desks, knocking their 
papers to the floor. He had gotten a 
detention then, too. It wasn't fair. 

Brad would have liked to ask Ms. 
Smit whether it was being like a 
Pharisee to point out how unfair the 
whites had been in past conflicts 
between Indians and whites and then to 
be glad and self-congratulatory that 
things were not like that today. Brad 
wanted to convince her that this 
objective history stuff-going over and 
over the same ground-was all a waste 
of time. He thought it was obvious that 
everyone would learn and accomplish 
more by sending letters to those 
Indians in Canada who didn't want 
their reservation turned into a golf 

course and asking them how they felt 
about the clash between Indians and 
whites. In fact, Brad thought it was a 
bunch of nostalgic crap to talk about 
history when no one was doing any
thing about the present, when white 
kids shoot black kids in school and 
black kids gang rape whites. What 
about that clash? 

And how come God kept allowing 
whites to have all the power and so 
think they were superior, wiser, fairer? 
Personaiiy, B rad thought God was 
pretty untrustworthy. Brad wasn't too 
sure that there was such a thing as 
providential care, certainly not for the 
Indians in a white world. He didn't get 
why anyone would put their faith in 
something that supported one race over 
another. It was just plain dumb, a cult 
like any other, only bigger and thus 
more powerful and more able to call 
itself "right." Brad wasn't ready to 
throw God out of consideration, but he 
did wonder why no one asked more 
questions, why no one acknowledged 
that Satanic groups seemed to be able 
to affect events more powerfully than 
Christians. The idea of having such 
power, any tangible power at ail, 
tantalized Brad. He knew he didn't 
want Satan to have control of his life; 
but he did want to be empowered to 
change things, to make things fairer, to 
be involved in what is important and 
interesting in life-now. 

Yet it wasn't only Ms. Smit or his 
other teachers giving him no space and 
only grief. Brad knew his parents were 
worried about him and his grades, 
about all the time he spent up in his 
room alone listening to heavy metal 
music, playing Nintendo, or tinkering 
with his remote-control cars, about his 
refusing to go to church most Sundays. 
He wished they would back off, give 
him a chance, not give him a hard time 
about his choice of T-shirts, which 
sported either the latest hard rock 
group or some Satanic symbol. He 
wanted to try out different roles, to 
make people think about him rather 
than take him for granted. He wasn't 
sure what he wanted to do or be
except that he definitely did not want 
to be seen as one of the nerds, always 
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going along with the teacher and 
having parents who gushed over their 
success. 

People kept saying they wanted 
him to be his own person, but they 
wanted him to be a person in their 
image.  It was as if  everyone was 
pretending he was an individual and 
encouraging him to stretch his talents, 
but no one would let him break the 
least little rule or do anything different 
than what they expected from every 
other twelve-year-old. So much for the 
theory about being a unique person and 
accepted as unique. 

No one had to convince him how 
different he really was. Brad knew he 
was a weirdo, a misfit, someone who 
would never be able to meet the expec
tations everyone had for him. Never be 
smart enough-or at least the right 
kind of smart. Never be successful 
enough for the talent everyone said he 
had-though which of the kids at 
school would follow his lead was 
beyond him. Never be much of any
thing-though he couldn't see himself 
ever wanting to take on all the extra 
work and grief that came from meeting 
everyone's demands. 

Brad sighed. It was going to be a 
long 927 days. 

F ive percent of the general 
population is gifted, and our 
gifted students are at risk-at 

risk socially, academically, emotion
ally, and spiritually. They are not all 
like Brad, who has chosen the road of 
rebellion and underachievement. In 
fact, many of our gifted children who 
are model students, conforming and 
sometimes conscientious to a fault, do 
not seem at risk. However, in an 
environment where conformity  is 
valued, these students' creativity and 
unique insights are often stifled and 
rarely challenged or en-
couraged to blossom, to 

develop supportive programs for the 
gifted rather than leave the responsi
bility to individual teachers to handle 
alone in their classrooms. Recognize 
that the middle school is a pivotal point 
especially for the gifted students who, 
with a dangerously naive sophisti
cation, test society's rules, test the 
potential of their personhood, and test 
the Lord God, their Maker. Look for 
Brad in your classroom and seek the 
help you need, not only to challenge, 
but also to incorporate his uniqueness 
into God's Kingdom. CEJ 

stretch, to become the 
guidelines helping us to 
develop these students into 
the people God intends 
them to be. Not all gifted 
kids will accomplish these 
goals on their own. Gifted 
kids are learning disabled in 
that they process infor
mation at different rates and 
in different ways from the 
average student. They 
therefore need specialized 
help learning how to con-

"The equal treatment of 
unequals is the most unequal 
way of dealing with human 
beings ever devised .... What 
education is all about is being 
human, ... developing those 
traits that are uniquely human 
for the benefit of the individual, 
the family, the community, the 
society, and the world." 

nect with and contribute to 
our school community. 

If our Christian schools are 
dedicated to meeting the needs of each 
child as God has created him or 
her-the needs of disruptive students 
like B rad, who seems to misuse the 
talent God has entrusted to him, or the 
needs of quiet students on whom we 
can depend to complete each assign
ment to perfection-if we are so 
dedicated, then the giflcd students must 
demand just as much time, effort, 
money, and love from us as those less 
talented or those seemingly more 
responsible. To focus a program on 
them is no less necessary and no more 
elitist than to offer special programs 
encouraging our best athletes and 
musicians to explore what God has 
given them. 

Please, search out the many books, 
articles, workshops, and community 
resources available to help educators 
identify and teach gifted students. 
Demand that your school system 

(Ashley Montagu, "My Idea of Education," 
Today's Education, February/March 1980, 39). 

A special thank you goes to my 
col league Gloria R oorda ,  Eastern 
Christian's Gifted  and Ta lented 
coordinator, for her suggestions and 
support as I wrote this article. 

Carol Regts teaches seventh and 
eighth grade language arts at 
Eastern Christian Middle School, in 
Wyckoff, New Jersey, and serves as 
head of Eastern Christian's K-12 
English department. 
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C£J QUERY 
Our school has special education available 

for students who need additional academic help, 
but some of our students seem to have emotional 

problems that block their learning and cause classroom 
disruptions as well. The counselor is of some assistance 

in that area, but these kids still have a very difficult 
time in school. As teachers, we oftenfeel helpless. 

What can be done for these students? 

Because I also have been in similar frustrating situations, 
I referred this question to someone who is trained to work 
with this special type of student. Joyce Veldman is a Christian 
teacher working in a public school setting. Her insights might 
prod us to think more about the needs in our Christian 
schools. 

T he term special education is nebulous. Our Christian 
schools and colleges tend to lump the many disabilities 
of our students into one label, special education.  The 

schools often feel they are servicing the needs of the 
handicapped by setting up a resource room that usually caters 
to the LD (learning disabled) student rather than working with 
each disability. 

As the question suggests and many Christian school 
teachers would conclude, the EBD (emotional behavioral 
disordered) child has been neglected too long. Eventually the 
frustration on the part of teachers, students, and families 
surfaces, and I trust efforts to get answers and proper training 
will occur. Learning disabled students can be identified 
through assessment, and remediation can take place in the 
areas of academic need; emotionally disordered students are 
not identified as such. If we place these students in the same 
resource room as LD students, we are only putting a bandage 
on a wound. We cannot remediate the EBD child in the same 
fashion as the LD. 

Depression, unhappiness, low self-esteem, and 
interpersonal difficulties arc some of the characteristics of the 
EBD students. If enough specific behaviors that interfere with 
the student's academic, social, and emotional growth are 
observed and measured, a student may be eligible for entrance 
into the EBD program. Goals and objectives must be set 
specifically for an EBD student rather than a special 
education student, or the student will continue to experience 
difficulties with his or her own behavioral management. 
These students, bright as some of them might be, are at high 
risk for continued problems in areas of self-esteem, peer 
development, family interaction, or scholastic achievement. 

There are no cookbook solutions or quick fixes. Yet a 
trained EBD teacher has tools, strategies, and experience to 
work with these troubled and troubling students. EBD kids 
need to set goals for their lives, working through the 

emotional problems that interfere with learning and accepting 
the responsibility for their own behavior. Schools should 
recognize these students, assess them properly, and set up 
individual educational plans (IEP) to assure them the 
opportunity for success. 

Designing programs for the emotionally disturbed, 
behaviorally disordered students should be one of the greatest 
challenges for the Christian schools so that these children 
have the opportunity to develop into self-sufficient Christian 
citizens of today's society. Unidentified and misunderstood, 
these hurting kids will continue to mask their inner needs 
with behavior and performance that are frustrating to the 
mainstream teacher and to themselves. 

After years of teaching in other curricular areas and in 
both Christian and public school settings, I feel God called 
me to work in this very specific field. Not only do I find it 
rewarding, but I know God is using me to make a difference 
in the lives of these special students. I pray that more 
Christian schools will recognize the need, and I encourage 
other Christian educators to become involved as well. Space 
does not allow me to elaborate on the specific details of 
diagnostic testing, methods of instruction, or necessary 
training, but I welcome inquiries from interested teachers. 

Joyce Veldman 
EDB Instructor/Special Services 
Tartan Senior High School 
Oakdale, MN 55 128 

CEJ 

You are encouraged to send questions on any topic related 
to the Christian teacher's role and response, regardless of 
grade level. The editor will solicit responses from 
additional sources when appropriate. 

Address questions to: 
Marlene Dorhout 
CEJ Query Editor 
2 1 35 S. Pearl 
Denver, CO 80210 

CONFIDENTIALITY I S  ASSURED. 
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-by JOHN A. HOFLAND 

Drama 
as a Teaching Method 

for Math and Science 

D rama provides us with a form 
whereby we can create images 
to make concepts meaningful. 

William Zins ser discusses  the 
importance of writing across the curri
culum as a way of helping students 
think about the significance of the 
material they learn. He suggests that 
any subject can be made interesting
and significant-if we make connec
tions between that subject and the 
"real" world, so that information is not 
abstracted and alienated from meaning. 

Noting how important it is for 
science teachers to relate hardcore 
science to history and ethics, Zinsser 
tells about the chemistry professor who 
teaches a course on hazardous wastes 
and asks his students to write a paper 
summing up the legal and ethical issues 
of Love Canal (Zinsser 48). 

A math teacher explaining that 
math, like any discipline, is one way to 
make sense of the world, says, "Unless 
you make those connections, children 
will always think of mathematics as 
somehow 'other than me-not part of 
my world, ' and that continues right 
through high school, where there's a 
heavy emphasis  on exercises  and 
computation, with numbers as the sole 
language and the right answer as the 
sole objective" ( 1 52). 

To counter the thinking that the 
teacher has all the information and the 
students must get the right answer, this 
particular math teacher has students 
write about the work they are doing to 
solve problems. In this way writing 
helps them clarify what they know and 
do not know, and it helps them explore 
the right answer. 

The National Council of Teachers 
of Mathematics echoes this teacher's 
thinking. Its recent report notes that a 
shift from an industrial society to an 

information society has transformed 
"both the aspects of math that need to 
be transmitted to students and the 
concepts and procedures they must 
master" (Curriculum and Evaluation 
Standards 3). According to their report, 
that transformation involves connect
ing math with other content areas. The 
report also notes that " 'knowing' 
mathematics is 'doing' mathematics. A 
person gathers, discovers, or creates 
knowledge in the course  of some 
activity having a purpose. This active 
process is different from mastering 
concepts and procedures" (7). They do 
not thereby deny the value of infor
mational knowledge, but they note that 
its value lies in the extent to which it is 
useful in some purposeful activity. 

The kind of math curriculum they 
advocate seems to have many parallels 
with drama. The possibilities of using 
drama to explore mathematics deserves 
further attention. 

Thus, while the writing advocated 
by Zinsser is one way to explore sub
ject matter and the interrelationships 
between subjects, it is only one form 
that might be used. Another form of 
communication-an art form, such as 
drama-might also be used. Eisner 
points out that, if we limit ourselves to 
language to express our understanding, 
there are some things we do not have 
words for. We need to use language in 
a nonliteral way to express our under-
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NOTE: The narration provided in the 
following lessons is not meant to be 
read o r  memorized .  It  is o n ly a 
description of how to lead the lessons. 

Using Drama 
to Teach Addition 
and Subtraction: 

A Math Lesson 
for Grade One 

Objectives 

• To provide practice in working 
subtraction problems 
• To help students visualize the 
concept of subtraction 
• To help students understand the 
relationship between addition and 
subtraction 

Lesson Format 

1 .  Begin by telling the stu
dents that you are going to ask 
them to imagine that they are 
sitting on the floor. Demon
strate what you mean. Sit on your 
haunches, with your feet on the floor. 
(Actually squat rather than sit down.) 

Ask the students to sit at their 
desks and close their eyes. Say, "With 
your eyes closed, imagine you are 
sitting on the floor to the right side of 
your desk. See how short you would be 
if you were sitting there. Now imagine 
that if I clapped my hands, you would 
suddenly be standing up tall. (Clap) 
See how tall you are when you stand 
up. Think of how much taller you 
would be standing up than if you were 
sitting very small on the floor. 

"Now the next time I clap, I will 
clap twice. On the first clap imagine 
yourself sitting half way down, and on 
the next clap, imagine you are again 
sitting all the way down on the floor. 
(Clap, clap) Now I will clap four times. 
So you will imagine yourself going up 
a little bit four times, until on the 
fourth clap you are standing tall again. " 
(Clap, clap, clap, clap) 

Then invite them to try the routine, 
going from sitting to standing in one 
clap, two claps, and four claps. 

Increase the number of intervals to 
ten, and then draw a relationship 
between what they have been doing 

and what we can do with numbers. The 
number zero is a very small number, 
and it is like sitting very small on the 
ground. Ten is a big number, and it is 
more like standing tall. One would be 
the first  step up from the sitting 
position. We can play a number game 
by standing at different heights. Try 
some addition. Say "three," and have 
them move up three intervals. Then add 
two and they w il l  r i s e  tw o more 
intervals. They should be half way up 
at this time. 

Try the game with subtraction as 
well. The activity should help students 
understand that addition means creating 
a bigger amount than you had pre
viously, and subtraction means creating 
a smaller amount. 

2 .  For the next three sitting-at-the
desk activities, you will need a drum or 
other percussion instrument. It need not 
be a musical instrument, but merely 
something to keep a count with. 

Begin by having students "walk" 
across their desks with two fingers. 
Then ask them to finger-walk across 
the desk to the beat of a drum. (Boom, 
boom, boom means three finger steps.) 

Once this idea is clear, try a math 
problem. Start on the left side of the 
desk and move to the right for positive 
integers. Move to the left for negative 
integers. Addition of smaller numbers 
might be the math problems to start 
with. Then move to larger addition 
sums, and finally to subtraction. 

For variety, try jumping with the 
fingers, or making sliding motions. Use 
a new percussive sound to accompany 
the change in the movement-a swish
ing sound, for instance, for the sliding 
movement. 

Once you have communicated the 
idea of movement being related to a 
number value, do a few problems for 
demonstration. (Later the students will 
perform.) Ask students to give you an 
addition problem. Then announce your 
movement style, move, and ask them to 
give you the answer. Then ask for a 
subtraction problem, and choose a 
different style of movement. The slide 
movement may be most confusing for 
the class. Call one slide movement the 
sliding of one foot to the side and the 
consequent bringing of the other foot 
next to it again. 

Now students should be able to 

play a guessing game, with one student 
being given a sum to jump, walk, or 
slide to in front of the room, and the 
other students guessing the answer. The 
set-up c an be as follows:  A student 
volunteers to perform. You then secre
tly give him or her a math problem-
3+4, for example. This student tells the 
class what type of movement is being 
used, then moves across the front of the 
room , or across the side of the room, 
where there is a little more space, going 
from left to right for positive integers, 
and the opposite way for the negative 
integers. When the movement is com
pleted, the class guesses the answer. 

While it is true that students are 
moving up or down a number scale 
rather than memorizing math facts, the 
activity should be a valuable introduc
tory lesson that helps them see subtrac
tion as an opposite of addition. Also it 
provides an element  of dri l l  while 
giving some pleasant interaction. • 

Using Drama 
to Teach Physical and 

Chemical Energy: 
A Science Lesson 

for Grade Three 

Objectives 

• To learn a definition for energy 
• To learn the law of conservation of 
energy 
• To learn a definition for physical 
energy, c h e m i c al energy, potential 
energy, and kinetic energy 
• To associate an image with each of 
the above concepts 
• To learn through a questioning and 
discovery method 

Supplies: 
vinegar baking soda 
flashlight pool balls 
wizard costume (a hat, cape, and/or 

magic wand) 
wizard book (The contents of the 

book are described in the lesson. 
The cover of the book should be 
large and fanciful.) 

Introduction 

1 .  You may want to introduce the class 
to a control devic e ,  such as a tam -
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bourine or some signal that you will 
use to get their attention by saying, "In 
th is  l e s son  y o u  may  want  to move  
about, but you will have to know when 
to stop so that I can get your attention 
when I need to. Therefore, I'm going to 
use this tambourine.  When I hit  it ,  I 
want you to freeze until I tell you what 
to do. Let's practice this . When I say 
begin, wiggle your hand, and when I hit 
the tambourine, freeze . . . .  Now stand 
beside your  desk .  Try it wi th  y our 
whole body. Don ' t  begin until I say 
begin. Begin . . . .  " At the conclusion of 
all this wiggling, remind the class again 
of the purpose of the exercise. 

2. Introduce the class to the topic of 
energy. Say, "Can anyone tell me what 
you think of when we say energy? 
What do you feel like when you don't 
have any energy? Show me while you 
s i t  in your  desk . " (Use the form at 
shown above-a signal to begin , the 
tambourine to conclude the exercise, 
etc .) "How would I know when you 
have lots of energy? Can you show me 
whi le  s ti l l  seated in your  desk? " 
(Again, use a signal to define the limits 
of the activity.) "Does anyone ever say 
you have too much energy? " 

Physical Energy 

1 .  Ask four students what they think 
energy is. Explore their ideas, and then 
explain that, in this lesson, we will use 
the scientific definition of energy and 
say that  energy is the ab il i ty to do  
work. Let the class join you in  showing 
various uses of energy by moving a 
pencil, moving one's own hand, and so 
forth. 
2.  The Law of Conservation of Energy. 
Continue by asking,  "How do we get 
energy to move our hands or to move 
the pencil? Where does energy come 
from?"  After discussing their ideas, say, 
"Let's try a demonstration to sec where 
energy comes from. I need two volun
teers , one  w h o  wi l l  be the Energy 
Wizard, and one who can act very tired. 
Supply the wizard with an appropriate 
costume and a large fanciful wizard's 
book. You may also have a very brief 
induction ceremony, saying something 
like, "I now pronounce you, Jane, to be 
Energy Wizard of grade three ! "  and 
placing the wizard on a platform or 
stool . Then explain to Jane that she will 

make various pronouncements when 
you request them, and that the Energy 
Wizard i s  n ever wrong .  (The pro 
nouncements should be i n  order i n  her 
book, and each pronouncement should 
be on a separate page t i t led "Pro
nouncement  Number O n e , "  "Pro
nouncement Number Two,"  etc .) Ask 
the other student, whom we will call 
Jack, to lie on the floor and act very 
tired. 

While Jack is lying there, ask the 
wizard to make her first pronounce
ment: 

Pronouncement Number One 
Energy comes in two forms, physical 

energy and chemical energy. 

Have the c lass  repeat the  two 
forms,  and then ask, "Do you under
stand what the wizard is saying? Ah! 
Then I must  show you .  The wizard 
says there are two kinds of  energy, 
physical energy and chemical energy. 
For now, let's look at just one of those 
kinds of energy, physical energy. We 
are go ing  to g ive  Jack phy s ica l  
energy. " Try to  lift him up, reminding 
Jack that he has no energy of his own. 
When you have shown that Jack is too 
heavy, ask for a volunteer, and then , 
w ith a little cooperation from Jack, 
bring him to a standing position. 

Ask, " Have we given Jack ener
gy ? "  (He doesn ' t  look as if he has 
energy, since he is just standing there, 
so the class  wil l  probably  say no . )  
"Wizard , what would you say? Read 
your second pronouncement. " 

Pronouncement Number Two 
Energy is never lost. If you used 

energy to lift Jack up, it had to go 
somewhere .  Your energy turned into 

another kind of energy. 

Begin thinking aloud. "Hmm. The 
wizard is never wrong. But she doesn't 
tell us much. Where could the energy 
have gone?" (You may need to explain 
this problem.) Discuss what may have 
happened to the energy that was used 
to lift Jack, and deal with answers as 
necessary. 

Then turn to Jack. "Jack, I wonder 
if you could help us. Don't do anything 
until I say begin , however. If I asked 
you to crumple to the floor without 
hurting yourself, do you think you 
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could do so? Do that for us ,  please. 
Begin. Did Jack do something? Did he 
do work? Where did he get the energy 
to do the work? " Discuss  poss ible 
answers. 

Then return to the wizard. "Wiz
ard, what do you think? Did we give 
him energy? He didn't look as if he had 
energy. He was just standing there. Do 
you have another pronouncement? 

Pronouncement Number Three 
You gave him potential 

physical energy. 

Explain this  concept to the class 
-potential energy is stored energy. Let 
the class suggest other ways of storing 
energy in Jack. They may decide to 
raise his arm, for example, and after he 
has  kep t  the energy  s tored for a 
moment, he could let the stored energy 
be used by dropping the arm. 

Review the concept of potential 
energy, and then ask, " When Jack is 
falling to the ground or letting his arm 
drop, is the energy we gave him being 
stored or is it being used up? Could we 
cal l  the energy he has , when he is  
dropping, potential energy? "  After a 
discussion ask the wizard to help by 
giving another pronouncement. 

Pronouncement Number Four 
His energy has been changed. 

The other kind of physical energy is 
kinetic energy. 

Help the c la s s  u nders tand the 
concept .  Formulate a defini tion of  
kinetic together. When the definition is 
complete,  ask the wizard , " Is there 
anything else you would like to tell us, 
Wizard? " Inform ation in her book 
should tell her that the answer is no. 
Thank Jack and Jane, and allow them 
to return to their seats. 

Review the difference between 
potential and kinetic energy by having 
the class suggest ways to give potential 
and kinetic energy to other things in the 
room-pencils ,  books, two pool balls 
(when one hits the other, the first ball 
stops and other moves) . 

Review the terms-energy, physi
cal energy, poten tial energy, kinetic 
energy. • 



Chemical Energy 

Begin this lesson by announcing, 
"I want to show you something. The 
wizard and Jack have shown us a lot of 
things about energy, but I have been 
playing with some things at my house, 
and I think I still have one question 
about energy. Let me show you what I 
did . "  

Put vinegar in a pop bottle, add 
some baking soda, and cap the bottle 
with a balloon. The balloon will int1ate. 
Ask the c lass  w h ere the energ y  to 
inflate the balloon m ay have come 
from.  Discuss any relationship between 
the balloon 's  inflation and concepts 
from the previous lesson-physical 
energy, potential energy, and kinetic 
energy. 

Explain, "There is one other kind 

of energy. It is called chemical energy. 
It's harder to see because it involves 
tiny, tiny atoms-atoms so tiny that we 
cannot see them. The vinegar and the 
soda had chemical energy. It's hard to 
see  h o w  chem ical  energy works 
because the atoms that use this energy 
are so small, but we can explain how it 
works b y  acting it out .  I need four 
volunteers to act out a little play that 
shows how chem ical energy works .  
(S ince the exercise involves a good 
deal of  physical interaction ,  choose 
students who are somewhat friendly to 
each other.) 

Cast: atom # 1  
atom #2 
atom #3 

atom #4 
energy 
energy 

Introduce the activity by saying, 
" S ome atoms are together, but they 

don't like to be together. They 
would rather be with some other 
atom. Let's suppose these two 
atoms-# 1 and #2-don't like to 
be together. They would rather 
be on their own, or with atoms 
#3 and #4 . What would it take 
to keep atom s # 1 and #2 to
gether? " (Energy) "Let's see if 
our two energy persons can 
show us what it takes to keep 
these two atoms together. Does 
anyone have a suggestion of  
how to show this? " 

Discuss alternatives .  You 
may find a better answer, but 
my suggestion is to have the 
"energy" characters pressing the 
two "atom s "  together. When 
atoms #1 and #2 are held to
gether, ask, "What would hap
pen if the energy let go? Where 
do you think the atoms would 
go? " (To their friends or off on 
their own) What would happen 
to the energy that was holding 
them together? Remember the 
wizard's words--energy is never 
lost . " (You may need to take 
t ime  to d i scuss  thi s . )  " I t  
becomes free to do other work. " 

Relate this  to what  hap 
pened in the  vinegar demon
stration. Though this is a rather 
simplified explanation, it may 
be sufficient at this point to say 
that  the atom s jo ined new 
friends, and the energy that was 
released helped do the work of 

int1ating the balloon. 
Review the various types of energy 

again ,  relating this knowledge with 
things in students '  everyday world . 
F ind  more e x amples  of  potential  
chemical energy being changed to other 
forms o f  e n ergy.  A flashl ight  has 
batteries that store chemical energy. 
When the atoms in the battery find new 
partners, what happens to the energy 
that was holding them together? A 
candle also has stored chemical energy. 
When the c andle  burn s ,  what  i s  
happening to  the atoms? What i s  hap
pening to the energy? You may find 
more examples, and the class may have 
suggestions as well. CEJ 
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(£J AsYLUM 
-by H. K. ZOEKLICHT 

I I  H i - T e ch T e a ch in g  I I  

t t  s he ' s  done i t  again ! "  com
pla ined  b io logy  teac h er 
S teve Vander Prikkel as he 

systematically nibbled at the edges of a 
raspberry jelly rol l .  In  the matter of 
eating pastries , Steve was a nibbler, in 
sharp contrast to B ible teacher John 
Vroom, who was more a snapper, able 
to c o n s u m e  a whole  pas try in tw o 
decisive snaps of his cavernous mouth. 

" D o n e  w h a t ? " q u e r i e d  R e n  
"Rabbit" Abbot as he peered across the 
rim of the brown-encrusted mug, which 
contained his morning draft of decaf
feinated coffee. "Who's done what? " 

" S h e  has , "  responded Van der 
Prikkel , glancing darkly across  the 
room at Principal Esther Carpenter, 
who was bent over the pastry table on 
the far s ide  of the fac ul ty  roo m .  
"Carpenter's made another one of her 
inspired, unilateral decisions for the 
benefit of us all ,"  he said. The biology 
teacher n ibbled determinedly on his 
jelly roll . "Did you see the sign over 
the photocopier  th is  m orni ng? " he  
asked the coach . 

"What, what? " repeated a smiling 
Coach Abbot, obviously enjoying his 
colleague's discomfiture. "What does it 
say? " 

" It says  that ,  effect ive  today, " 
intoned Vander Prikkel, " the use of our 
photocopier i s  l imi ted to the hours 
between 8 :00 a.m. and 4 :00 p.m. That's 
what it says. And no weekends either. " 
Vander Prikkel studied Abbot's face to 
see his response. 

Abb ot  n o w  became seri o u s .  
"You're kidding," h e  said deliberately. 
"You've got to be kidding. I do a lot of 
my copying when I get here in the 
morning at 7 : 30 . "  His voice rose as he 
spoke. "That's a crazy idea, " he added. 

"That's what I think," said Vander 
Prikkel. And I do a lot of work here on 
S a turday  morn in g s .  I do  a l o t  of 
duplicating then. What's eating her, 
anyway ? " He shook h i s  head  in  
disbelief as  he glanced across the room 

at the principal ,  who was chatting  
pleasantly with S usan Katje ,  school 
librarian. 

" I  knew things like that would 
happen with a woman principal , "  said 
Ren "Rabbit" Abbot, sotto voce. "She 
j u s t  doe s n ' t  know h o w  to handle  
authority. Sort of a schoolmarm com
plex, if you know what I mean . "  

"Well,  I don't know about that, " 
demurred Vander Prikkel .  " I  think a 
man could make a dumb decision like 
that, too . "  Then he asked, "What do 
you suppose is behind a rule like that?" 

At this moment science teacher 
Matt De Wit j oined the clandestine 
duo . "Talking about that stupid new 
rule? " he asked. "I know why she did 
that .  S he 's  got her head up about  a 
couple of things. In the first place, she 
says we use too much paper. I guess 
we've already used as much this year as 
we did all last year. " He paused to blow 
his nose with a loud,  reverberating 
snort. "And then I guess there was a 
big repair bill .  Remember when the 
copier went out of whack for a few 
days? A few weeks ago on a Saturday 
somebody must have tried to fix a jam 
with a paper clip and left the clip in 
there. It must have scratched the drum 
or something." Matt blew his nose once 
more. "Anyway, that's probably why 
she did it ." He shrugged his shoulders. 

All three men were silent for a 
minute. Then Vander Prikkel offered an 
opinion. "That doesn't make any sense, 
if you ask me," he said. The question is 
not how much we use the machine, but 
how wisely. You shouldn't just count 
sheets of paper. " Then he sa id ,  " I  
should think a good principal would 
first inquire about how the new policy 
will  affect our work, wouldn 't  you? 
And how come she doesn't  bring up 
such things at our faculty meetings?" 

" I  don't know," grumbled Abbot. 
"She's getting more and more arbitrary. 
It doesn't help the morale of the faculty 
if we can 't  discuss these things and 
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then maybe come up with a solution."  
He shook his head and slowly repeated, 
"I don't know. " Then he added, "I guess 
that tells you what our principal thinks 
about our working after school and on 
weekends."  

It  was, of course, morning break 
time at Omni Christian High School . 
The weather outdoors was cold, dark, 
and damp a t  1 0 : 07 o n  th is  Friday 
morning late in February. But chapel 
had featured some enthusiastic group 
singing, and now it was a pleasure for 
teachers and s taff to have a few 
minutes of fellowship, aided by a fresh 
pot of coffee,  even if it was decaf
feinated. 

O n  the far s ide of the faculty 
lounge Principal  Es ther Carpen ter 
beamed contentedly at the relaxed and 
dedicated faculty of this fine Christian 
high school . S omehow, they always 
seemed happier on Friday. She stepped 
slowly across the room to where her 
friend, the Reverend Ralph Broekhoest, 
teacher of religion and English, was 
chatting with several colleagues. 

" S ay, R alph , "  inquired the 
principal. "' 've got a question for you. 
How c o m e  I see  all  the  darkened 
classroom s around  here on Friday 
morning? I noticed that you had your 
shades drawn thi s  morning .  What's 
up? " 

" Maybe that 's  because a lot  of 
teachers are u s i n g  VCR's  lately, " 
i n terrupted young  Jack Ezel ,  
government teacher. He  grinned and 
added, "VCR's seem to work better on 
Fridays." 

Now the Reverend B roekhoest  
responded to his  principal 's question. 
"Well, I dunno," he said hesitantly. He 
blushed slightly as he glanced at Esther 
Carpenter. "Now that you mention it, " 
he continued, "I happen to be showing 
a very g o o d  v ideo myself  th is  
morning-to my English class .  Just 
something to sort of stimulate their 
thinking-for a paper, you know." 



"What  o n e  are y o u  s h o w i ng ? " 
inquired Joy de Vivre, history teacher. 
What kind of video can you show to a 
composition clas s ? "  S h e  studiously 
clipped the fingernails  on her left 
hand as she talked. "Well, uh, it's 
that Civil War thing, you know, 
the one that was on PBS a few 
months go. Very good, really. 
And, uh, I think the kids are 
really enj oy ing  i t  a n d  
getting a lot o f  good ideas . I 
think I ' l l  g e t  s o m e  g o o d  
papers ."  H e  studied his coffee 
cup. 

"But ,  Ralph , "  said the history 
teacher impishly. "That series has six 
or seven parts,  and each one lasts an 
hour. How many are you watching? " 

The  m i n i s ter - turned -Eng l i sh 
teacher flushed slightly as he  answered 
softly, "All of them." Broekhoest took 
a somewhat noisy sip of his  coffee .  
Then he said feebly, "It's important that 
they see the whole thing. Unity, you 
know." 

"Where did you rent i t? " came 
from the principal . 

"Well ,  we ,  u h ,  w e  have one  o f  
those machines a t  home.  We took i t  
r ight  fro m  t h e  te levi s i o n , "  t h e  
Reverend Broekhoest answered. 

Over on the edge of the crowd 
Susan Katje leaned over to Jennie Snip 
and said softly, "Ralph's been here less 
than a year, and already he ' s  got a 
nickname." Then , in response to Snip's 
inquisitive look she added, "The kids 
call him 'Plan-in-a-can Broekhoest' . "  
She smiled guiltily at her humor. 

"Hey, I've got an idea," whispered 
Jack Ezel to Katje and Snip. "I think I'll 
show some World Series videos to my 
govern ment  c la s s .  G overn m e n t  i s ,  
when you think about it ,  a lot like a 
baseball game.  They throw a lot  of 
curves ," he grinned. 

Snip glanced around warily and 
snapped,  "I th ink  I ' d  rather have  
Broekhoest show a Civil War film than 
to try to teach English . The kids tell me 
that he moral izes all the time .  You 
know,  tri e s  to ge t  a m oral  o u t  of  
everything. He  preaches to  the kids. 
Even in writing class. "  

" I  know, I know, " said  S u s an 
Katje .  "Bu t  I think we're stuck with 

him ."  She shook her head in dismay as 
she walked toward the door, giving 
S teve Vander Prikkel  a j ab as  she  
walked past him. "No use coming in  to 
work tomorrow m ornin g ,  S teve .  
Remember, the copier is off limits on  
Saturday," she said for all to hear a s  she 
left the room. 

The c lock t icked to 1 0 :25  a . m .  
Esther Carpenter looked approvingly at 
her faculty as they prepared to resume 

their work for the day. She reflected 
briefly on how rich God had blessed 
her with an appointment as principal of 
Omni Christian High S chool. Truly, 
h e r  l i n e s  h a d  fa l l e n  in p l e a s a n t  
places .  She patted Ralph Broekhoest 
gently on the shoulder as she hurried 
tow ard her  offic e  to keep an 
appointment with a Mrs . S trawberry, 
the mother of the only black student 
at Omni. CEJ 
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Outrageous ! 
I Shall Write 
the '<Uimcs ! 

T he op/ed and letters pages of 
your local newspaper are two of 
the treasures of a democratic 

society. They also provide a wonderful 
educational opportunity. Op/ed means 
oppos i te the  edi toria l ,  a term that  
originated back in the  early days  of 
newspapers when the editors '  views 
were on the left page and the readers' 
were opposite, on the right. 

The power of a well-written letter 
to the editor, or op/ed piece, can be 
enormous in shaping public opinion, 
perhaps because of the personal nature 
of the genre. A news article is written 
by a professional, but a letter or op/ed 
piece is written by someone like us, a 
fellow citizen. 

Democratic societies depend on 
vigorous , ongoing public debate for 
their vibrancy. Issues and ethics are 
scruti n i z e d  a n d  refi n e d  by c l o s e  
examination .  Traditionally this has 
occurred in newspapers . Newspapers, 
un l ike telev i s ion ,  are a medium of 
record. If a newspaper prints something 
untrue, the offending item stays there 
in black and white, demanding rebuttal . 
Shoddy th inking and weak logic arc 
left hanging, like dirty laundry. A day, 
a week, a month later, a journali st 's 
faux pas remains visible. 

Telev i s i o n ,  from w h i c h  m o s t  
citizens get most or all o f  their news , 
jumps frenetically from image to image 
in i t s  quest  for rating s .  Televis ion 
allows the most outrageous untruths to 
pass unexamined .  No won der tele
vis ion is the medium of  choice for 
political candidates. In television it is 
the image that m atters .  Viewers can 
ca l l  the s ta t ion  and log in their  

complaints , bu t  l i ttle or no t ime i s  
given for articulate rebutta l .  Many 
scholars fear that the passive nature of 
te lev i s ion  is respons ib le  for the  
continuing slide in  voter turnout. 

If C hr is t ian  s tudents  are to 
influence the media, they can best start 
with the medium that is most open to 
infl u e n c e .  Newsp apers  are s ti l l  a 
surpri s ingly  access ib le  t w o - w ay 
medium. Reading the op/ed page and 
letters section of the average m etro 
newspaper takes close to the twenty
two minutes allotted for a half-hour 
television news show. New spapers 
encourage feedback and debate. 

Getting published on the letters or 
op/e d  page , even for s tudent s , i s  
surprisingly easy. Editors are always 
looking for an interesting, well-written 
letter or opinion piece. 

"I l ike to get op/ed pieces from 
s tudents , "  says  Karl Thunemann ,  
editorial page editor o f  the Eastside 
Jo urna l-American  in B el levue ,  
Washington. "The main thing they need 
to do, though, is to learn to write for an 
audience . We don ' t  usua l ly  pri n t  
themes or essays." 

Karen Rathe, letters editor of the 
Seattle Times, agrees . "If you have no 
journalistic training, I suggest you cut 
out editorials you like and study the 
lead paragraphs . Learn to give your 
writing that extra punch so that your 
message gets read. " 

Both Thunemann and Rathe stress 
the need for letters and op/ed pieces 
with a local angle. "I get dozens of 
editorials over the wire from world
renowned experts ,"  says Rathe, "so a 
locally written piece on  the Middle 
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MEDIA EYE 
-by STEFAN ULSTEIN 

East or the budget probably won't get 
prin ted unless  the  wri ter has some 
impressive credentials. " 

Thunemann says he always looks 
for a news peg.  The best pieces,  he 
says , are those that deal with issues in 
the public arena,  or that are on the 
verge of be ing  there . " The  op/ed 
section is really an opportunity for 
readers to respond to what they read in 
the paper, not just an open forum for 
any old idea , "  he  stresses .  "Bu t  we 
really do feel that, since we print our 
opinions, the readers should be able to 
print their opposing views. "  

" There  are lo t s  of  in tere st in g ,  
important l o c a l  s tor ies  tha t  don ' t  
generate m u c h  i n teres t , "  laments  
Rathe .  " Maybe people  don ' t  th ink 
they're sexy enough. But if  someone 
has a good angle, we'll be glad to print 
their piece. "  

B oth Rathe  and Thunemann  
suggest that writers call the paper if 
they're not sure about their angle. He 
even has an eight-point guideline that 
he will fax or mail to aspiring writers. 
"If a writer has something important to 
say but is stuck on how to say it, I don't 
mind a phone call asking for help , "  
Thunemann says. 

Both editors stress the need to stay 
within length guidelines, usually about 
600 words for an op/ed piece and a 
quarter o f  that  for l etters . "Use  
everyday language," says Thunemann. 
" Tel l  your  s tory as if  you were 
explaining your idea to your next-door 
neighbor. S tate the problem, bluntly if 
necessary, and propose a solution." 

Op/ed and letter writers can be 
strong advocates, but they should not 
be combative. It's best to target issues 
and  argument s ,  n o t  pers o n al i ti e s .  
Nothing is more offensive than a mean
spirited personal attack, even if the 
victim deserves it. Students should see 
themselves as participating in a civil
ized debate in which all viewpoints 
have a right to be heard-theirs and 
everyone else's. If writers wish to share 
a Christ ian perspect ive ,  they must  
remember that not a l l  readers begin 



later and generated a great deal of 
response. It tied in with news stories 
ab o u t  the des truct ion  of wildl ife 
habitat , the encroachment of housing 
developments in virgin forests, and the 
c ounty 's  lagging efforts to manage 
traffic in newly  developed areas .  
"There ! " she said. 

That student, and our entire class, 
learned first hand the power of a well
written letter. 

Scan Sandberg and Phil  Killham draft a letter to the editor. 

with assumptions like the truth of the 
B ible and the sovereignty  of G o d.  
These tru ths  m u s t  b e  e s tab l i shed  
through  pers u a s i o n  rather than 
intimidation. 

Teaching students to write for their 
local newspapers will reinforce much 
of what they learn in English classes. 
Edi tors want  c learly written m anu
scr ipts  that  are  typed and  double 
spaced ,  wi th  m arg ins  a l l  the  way 
around and page numbers on  every 
page. But more than that, students will 
learn that they need not be passive,  
tuned-out observers of the news media. 

My own experience with student 
writ ing has  been in stru ct ive .  If an 
editor suspects that students are writing 
for a grade in class, he or she may not 
want to print the piece. I sometimes 
have the entire class write a letter, but I 
make mailing it optional and gradeless. 
I also have students refrain from saying 
they are students. If a letter or op/ed 
piece has merit, let it be printed on the 
basis of that merit. 

If leLLer and op/ed writing is to be 
a tru ly  e d u ca t iona l  experi e n c e ,  i t  
should not b e  done a s  propaganda or 
public relations for the school .  The 
point is to teach students to respond 
honestly to the public debate. This is 
part of their educational and spiritual 
growth, and should be seen as a work 
in progress .  Once, a student of mine 
won an A m er ican  C iv i l  L ibert ies  
Union essay contest. His well-crafted 
piece denouncing school censorship 
was pub l i shed  in Th e Jo urna l 
American along with his picture and a 

bio-note identifying him as a student at 
our school. Some of our school board 
members were furious with me, feeling 
that his essay reflected badly on the 
school ' s  miss ion .  While the ACLU 
essay did not reflect my own opinion 
on the  subj e c t ,  it d id  reflec t  m y  
student's view a t  that time. I supported 
his right to write it, and I congratulated 
him on winning the contest. 

What I like about teaching letter 
and op/ed writing is that students are 
not writing to get a grade or to please 
the teacher ;  they are wri t ing to 
communicate and to join the public 
debate. B u t  teachers would be well
advised to consider the administrative 
and parent c l imate of their schools 
before opening the Pandora's box of 
public writing. I stopped teaching it for 
a couple of years as a result of board 
pressure , and I resumed only when 
those bro thers had been replaced by 
men and women more sympathetic to 
the goals of the program. 

The m o s t  rewarding a spec t  of  
teaching s tuden t s  to  wr i t e  for the  
newspaper is that sometimes they get 
upse t  abo u t  someth ing  a n d  write 
completely on their own accord. I ' l l  
never forget the time a young woman 
came storming into my room one lunch 
period, furious  about the number of 
deer and raccoons killed by speeders 
near her home. S he was a junior who 
struggled with English, but she booted 
up my computer and announced, "This 
is outrageous.  I'm going to write the 
Journal-American ! "  Her impassioned , 
persuasive letter was printed two days 

Other Letter-Writing Motivators 
Sensing that many of my students 

knew l i t t le  or noth ing  about  the 
military buildup in the Persian Gulf, I 
decided to give the story a personal 
spin .  I gave them a New York Times 
article about a Marine platoon on the 
front lines in Saudi Arabia. They wrote 
an abstract of the article, and then I 
asked them if they'd like to write to the 
Marines. Some of them did. The local 
Marine recruiter gave me the address, 
and  I m ai led the  le t ter s ,  at school  
expense. A few weeks later my stu
dents got replies. They now had friends 
in the Gulf, and the news took on a 
new importance. As they continued to 
write back and forth, they began to take 
a greater interest in the military and 
political situation. 

When we read last year that some 
Soviet Christians were celebrating their 
first openly observed Christmas , we 
wrote Christmas cards . We have also 
written to imprisoned Christians in 
repressive countries. 

Reading about people in the news 
can be j us t  another exercise to teen
agers whose lives are cluttered with 
homework, sports, and work. Writing 
letters to real people and getting letters 
of reply can make the news come alive. 

CEJ 

Stefan Ulstein is English 
chairperson at Bellevue Christian 
School in Bellevue, Washington. 
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This article, the second of a series, is 
excerpted fro m  L a n g uage Ar ts  in 
Christian Schools,  recently published 
by Chri stian S chools  I nternational .  
Used with permission. 

A ccording to the Dutchess  i n  
A lice  in Wo nderland ,  " Take 
c are of the sense ,  and the  

sounds will take care of themselves . "  
Written English i s  an alphabetic code: 
the written symbols (letters) are meant 
to repre sent  speech  sounds . Th i s  
statement seems to  imply that teaching 
reading is largely teaching symbol-to
sound correspondences  of the lan
guage,  and that  teaching spelling is 
teach ing  s o u n d - t o - s y m b o l  c orre
spondences. Then, in reading, a person 
need only to sound out the symbols 
from left to r ig h t  u n ti l  a w ord is 
sounded out, match the sounded word 
to his or her mental store of known 
words to achieve meaning ,  and then 
move on to the next word. Doing this 
rapidly enough should result in fairly 
fluent reading. 

Many skills-centered approaches 
to the teaching of  reading take just  
such an approach .  If modern written 
English were perfectly alphabetic or 
even predominantly alphabetic,  such 
pedagogica l  pract i ces  m i g h t  be 
reasonable . However, the phoneme
grap h e m e  ( s o u n d - symbol )  c orre
spondence of m odern English i s  far 
from being one-to-one. To begin with ,  
there are only twenty - s ix letters to 
represent forty-four sounds ; many of 
the letters have to represent more than 
one sound. The letter c, for example, 
can represent three sounds : lk/ as in 
cake, Is/ as in city, /chi as in chicken or 
no sound at all as in science. The /chi 
example points to the fact that many 
s ing le  p h o n e m es of  E n g l i s h  are 
represented by letter combinations of 
two or more leuers (sometimes referred 
to as spelling patterns or phonograms). 

The ough phonogram , for exam
ple , stands for six distinct phonemes, 

-by ROBERT W. BRUINSMA 

fOn '  iks-
Not the 
Reading 
Cure-all 

depending on  the rest  of  the w ord 
( coug h ,  boug h ,  thro u g h ,  t ho u g h ,  
ro ug h ,  t hough t) .  There are a t  least  
seventy distinct spelling patterns that 
represent the 443 phonemes of English, 
bu t ,  in additi o n ,  there are m an y  
homographs  i n  w h i c h  t h e  spel l ing 
patterns are pronounced differently 
depending on context (for example, 
read, lead, wind, wound) .  There are 
also homophone s ,  w ords that have 
s imi lar pron u nc iat ions  but  d i ffer
e n t  spel l ings  
(for example,  

ac c o u n ting  for 600 of  the mos t  
common words in English, words such 
as the , was, and of. At best ,  corre
spondence rules  have abo u t  a 7 5  
percent chance of being correct if there 
is but one sound in the word. But since 
the average word has about four sounds 
in it ,  the error rate is considerably 
h igher ;  u s ing  phon ics  rules ,  pro
nunciation is  correct  only about 25 
percent of the time. 

Another problem in over-relying 
on phonics to 
i d e n t i f y 

so , sew, sow) . 
O t h e r  p r o b 
lems also ex
i s t .  How,  for 
example, does 
o n e  d i s t i n 
guish whether 

Using phonics rules, 
pronunciation is correct only 

about twenty-five percent 
of the time. 

words is that 
a reader often 
h a s  to  read  
a word from 
right to left in 
order to dis-

t h  shou ld  be 
considered a single unit as in father, or 
two separate letters as in fathead? And 
what rules are there to distinguish the 
separate functions of ph in elephant, 
hap hazard ,  or shepherd ,  or  sh in 
bishop and mishap? 

S m ith  ( 1 9 8 5) c i tes res earch 
showing  that  a body o f  20 ,000 
common English words required over 
3 0 0  different  spell i n g - to - s o u n d  
correspondences t o  account for their 
pronunciations . In fact, to account for 
the spelling-to-sound correspondences 
of 6 ,000 of the most common words in 
English requires about 1 66 rules and 
forty-five exceptions , the exceptions 

cover how 
the left- to 

right sequenc ing should sound. Try 
th i s  exerc i s e :  What  i s  the  sound 
represented by h? By ho? By hon? By 
h o n e ?  By h o n est?  Notic e how the 
sound value of h and o changes as 
letters are added until, in the case of h,  
i ts  sound value disappears,  and we 
speak o f  the  h i n  h o n est  as being 
"silent. " Children are usually taught to 
sound out words from left to right, yet 
for many words in English it is not 
possible to know how to sound the 
beg inn ing  of the w ord unt i l  
recogn iz ing  the  end .  Think,  for 
example ,  of the " s i lent  e rule"  for 
changing the vowel sound from short 
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to l o n g  i n  w ords (for example ,  
changing hop to  hope). Not only must a 
reader see the e at the right end of the 
word to know how to "sound out" the 
vowel to its left, but this "rule" doesn't 
hold for words like axe, love, have, or 
dove (the noun-though it holds for the 
verb dove) . And what about does? Isn't 
there a phonics rule that says , "When 
two vowels go walking,  the first does 
the talking and says its own name"?  
Not only i s  the rule relevant in  about 
only 50 percent of the English words 
that contain a vowel digraph , but the 
rule is violated in its very formulation. 
For " T h e  fir s t  does  the talkin g "  
suggests that does, with its oe vowel 
digraph, should be sounded with a long 
o s o u n d  as i n  do es ,  referr ing  to a 
number of female deer. 

There is no denying that phonics is 
an incredibly complex system . Then 
what  ac c o u n t s  for i ts tremendous  
popularity a s  a word recogni t ion  
technique? Why do some experts (for 
example, Flesch 1955 ,  198 1 )  claim, in 
fact, that illiteracy is primarily the fault 
of teachers who don't teach phonics? 
The reason is that people who can read 
(including teachers) believe that they 
do so by " sounding out" words, when 
in actual fact, phonics works only if 
one knows what the word is likely to 
be in the first place. A reader coming 
to the word hotel does not sound it out 
from left-to-right because that would 
demand deciding which  of the ten 
possible pronunciations of ho to begin 
with (ho as in hot, hope, hook, hoo t, 
house, hoist, horse , horizon ,  honey, 
hour, or honest) .  It does not, in fact, 
occur to readers to think of all of these 
possibilities because they already know 
how the word is pronounced in the first 
place. "Therefore, "  says Frank Smith, 
" p h o n i c s  a lways  looks  obv ious  to 
people who can read" ( 1 9 8 5  C. 54) .  
The students who do best on phonics 
exercises are inevitably those who are 
the best readers; knowing how to read 
helps us know phonics rather than vice 
versa .  Ch i ldren  w h o s e  c oncept  of 
reading is primarily one of " sounding 
out" letters and words from left-to-right 
are often the painfully slow, word-by
word readers. When one has to "sound 
out" most of the words ,  the reading 
process becomes so slow and labored 
that fluency suffers; and when fluency 
suffers , m ean ing  s u ffer s .  For the  

Phonics works 
only if one knows what 

the word is likely 
to be in the 
first place. 

meaning of text lies not only, or even 
primarily, in individual words, but in 
cohesive, connected phrases, sentences, 
and paragraphs. 

Does the foregoing suggest that 
there is absolute ly  no benefi t  to 
teaching children phonics to help them 
learn to read?  The  answer i s ,  I t  
depends. I t  depends o n  what w e  mean 
by both the conten t and process  of 
teaching phonics .  If teaching phonics 
means  hav ing  c h ildren mem oriz e 
phon ic s  " ru les " that they then  
consciously apply in  reading when they 
come to unknown words, the answer is 
that there is virtually no benefit to such 
teaching .  If teaching phonics means 
teaching children a large number of 
symbol-sound correspondences and 
then having children try to blend these 
sounds together as they read words 
from left-to-right, the answer is  that 
there is a lso  l i t t le  b e n efi t to  s u c h  
teaching . If teaching phonics means 
frequently drawing children's attention 
to the symbol-sound characteristics of 
letters and groups of letters in words 
while reading stories and poems to and 
with the children,  the answer is that 
there is great benefit to such teaching. 
Symbol -sound correspondences are 
one  aspect  of read i n g ;  n o t  a very 
systematic or infallible aspect, but one 
that  shouldn ' t  be ignored.  If  a child 
comes to the word donkey in a story, 
one way to know that it is not horse or 
mule is to know the most usual sound 
values of d, h, and m. 

The p o i n t  i s  that  phon ic s  i s  a 
l imited tool  that  serves an  ini t ial  
purpose in helping children learn to  
read .  The emphasis  i s  on the word 
initial because phonics is a means to an 
end. It is an aid to reading that should 
be dispensed with as soon as possible. 

R E F E R E N CES 

All good readers recognize words and 
phrases as wholes-fluent  reading 
absolutely depends on this . So  children 
should be encouraged to dispense with 
mediated word recognition strategies as 
soon as possible and go directly from 
print to meaning. 

O n e  o f  the m o s t  sen s ible  ap
proac h e s  o f  the  whole  matter of  
teaching word recognition that I know 
of is Johnson and Pearson's Teaching 
Reading Vo cabulary .  In addition to 
dealing with  b o th the c o ntent  and 
method of phonics instruction, this 
book deals in telligently with o ther 
word identification processes such as 
s tructural analys i s , u s e  of context  
clues, and the development of sight and 
meaning vocabularies .  Teachers will 
find in this volume sensible theory and 
lots of practical pedagogical help in 
teach ing  a broad range of w ord 
identification and ,  more importantly, 
word comprehension skills. 

What remains  to be said about 
word recognition skills is this: the best 
word recognition skills-teaching and 
learning is the  prac tice of reading 
itself. We learn to read by reading just 
as we learn to talk by talking, learn to 
skate by skating, and learn to swim by 
swimming . It i s  not inherently more 
difficult to get children to recognize 
words and the differences among them 
than to rec ogn ize  the  differenc es 
among animals, people, stamps, sailing 
ships and sealing wax , cabbages and 
king s .  What  is required i s  lots  of 
exposure to all of these different things 
in meaningful contexts . The challenge 
for pri m ary teachers  is to get  the 
process started and for intermediate 
and junior high teachers to keep the 
process going. CEJ 

Robert W. Bruinsma is a member of 
the education department at The 
King's College in Edrrwnton, 
Alberta. He is CEJ regional editor 
for Western Canada. 
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• 

C£J IDEA BANK 
-by TRENT DE JONG 

Greek City-States:  
A Social Studies Unit for Upper Elementary Students 

P eer teaching and cooperative group learning make for lively 
discussions and serious planning as students attempt to bring to 
life the Greek city-states. 

The key concept is that city-states were different from one another. 
The two most important city- states,  Athens and Sparta, provide an 
excellent opportunity for students to compare and contrast life in each 
place. S tudents can also contrast the pagan religious influence with 
that of a Christian worldview and can note city- states that were later 
affected by the missionary efforts of the early Christian church. 

Rather than accumulating a great deal of detailed information, 
students come away from this study with impressions of each city
state as a societal unit. 

METHOD 

1. D iv ide  the  c la s s  i n to two 
groups, Athens and Sparta. I f  you are 
teaching two classes, let one class be 
Athens and the other class be Sparta, 
rather than dividing each class. 

2. List topics to be explored in the 
study of each city-state. S uggestions 
are literature, drama, art, architecture, 
phi l osophy ,  s cho l arsh ip , re l ig i o n , 
Olympic games, daily life, societal val
ues, social structure, and government. 

3. Explain the topics  and form 
study groups .  Group sizes m ay vary 
from two to seven. Guide the students 
in choosing a topic that is suited to 
their gifts , strengths, and interests. 

4. Each group researches the topic 
chosen . Assist  the students in their 
research by providing summaries of 
information that may be difficult for 
them to use because of high academic 
level . Students can also use textbooks, 
encyclopedias, fiction, and non-fiction. 

5. Each  group prepares a 
presentation for the class in order to 

-

teac h the c lass  what the group has  
learned.  The presentation may be a 
speech, posters, diagrams, story-telling, 
pictures , skits, or murals. For example, 
the group research ing  govern m en t  
might role play a Spartan voting session 
in which factions are seeking to shout 
one another down. The literature group 
cou ld  present  the wel l - rehearsed 
reading of  a story. Spartan society could 
be represented with a diagram of the 
h ierarchy.  Arc hi tec ture cou ld  b e  
illustrated with a large mural . Students 
may  wish  to m ake u s e  of v i s u al s  
prepared b y  another group a s  part o f  a 
skit or to illustrate a speech. 

EXAMPLES 

Topic : Daily Life in Athens 
Presentation: Several skits 
Group size: 5-7 
Information summary: 

Any presentation of daily life in 
Athens should include the Agora, or 
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Market S quare. Shops and stands of 
every description fi lled the square. 
Most of the people at the market were 
men who were talking, listening, and 
arguing. Between discussions they did 
some shopping. 

Most men worked as farmers, and 
some as craftsmen. They did not have 
m uch  interest in making money or 
buying thing s .  The most important 
th i n g  was to  have  t ime to d i scuss  
politics and ideas as well as  to  gossip 
with others . Slaves often had to do the 
work so mas ters had  ti me  for 
discussion . Women were under the 
total control of their husbands. Their 
job was to prepare meals and run the 
household. They were rarely allowed 
out, and when guests were over, the 
women ate s eparately and were 
expected to stay out of sight. Young 
girls were taught by their mothers or 
s laves ,  and  at age fifteen they got 
married to the man of their father's 
choice. 

Boys, on the other hand, went to 
school from age seven to eighteen . 
S tudents learned grammar, music , and 
rhetoric-the art of public speaking. 
They studied the works of Homer, The 
Iliad and The O dyssey . S ports and 
music were also taught. A great deal of 
debate occurred over questions in art, 
politics , and philosophy. 

At age eighteen boys began a two
year term as full-time soldiers . They 
learned how to defend the city they 
loved. They then became full citizens 
and members of the assembly. Men 
could be called upon to fight in the 
wars of Athens until the age of sixty. 



Topic: Way of Life in Sparta 
Presentation: Several skits 
Group size: 5-7 
Information summary: 

Sparta was a city that had no walls 
so that ,  when  attacked , th e people 
would fight harder. Its streets were not 
lit at night, and the soldiers , trained to 
adjust to darkness, had the advantage 
over enemies in night fighting. In order 
for the city to develop strong military 
strength ,  very little manufacturing or 
trade occurred, and even less music or 
art. 

The mil itary state governed the 
lives of its citizens from birth to death. 
Infants were brought to the ephors 
(rulers) . If  a child was judged to be 

sick or weak,  the father abandoned it 
on  the mountainside .  At  age seven 
boys were taken from their homes to 
live in barracks . They were provided 
with little food ,  no shoes ,  and few 
clothes , even in winter. This taught 
them to fend for themselves . They had 
to steal to survive and were honored if 
they got away with it, but were beaten 
severely if caught. In these years they 
were taught to fight, to accept disci
pline, and to endure hardship. 

They were also taught reading and 
writing , but discussion was discour
aged .  S tu dents  were to answer the 
teacher's questions in as few words as 
possible. Today, a person who gives 
answers very briefly is called "lacon
ic , "  from Laconia, the region around 

Sparta. At age twenty men married but 
had to live in the barracks until thirty, 
when they became citizens. At this age 
the state provided them with a small 
farm. The food in Sparta was terrible. 
Upon tasting it one visitor supposedly 
said, "Now I understand why Spartans 
do not fear death . "  

Women also learned strict disci
pline and methods of fighting. They 
had to show absolute obedience to their 
fathers and later to their husbands.  
They were very tough-minded. Once, 
as Spartan soldiers were leaving for 
battle, a group of women yelled out, 
"Come back with your shield, or on it! " 

The Spartans were a great military 
force. They lived by the rule "Never 
retreat in battle , however great the 
odds ,  b u t  a lways  s tand  firm , and 
conquer or die. " 

The group of students presenting 
skits  about  l i fe i n  Athens  u se  a 
backdrop prepared by the " architec
ture" group. S ince the Spartans didn't 
develop n o table arc h i tec ture , the 
S p artan ski t i s  p erformed with a 
background of abstract design , which 
depicts the severity and orderliness of 
Spartan life. CEJ 

Trent De Jong is a social studies 

teacher at Abbotsford Christian 
Elementary School in Abbotsford, 

British Columbia. 

FEBRUA RY 1 991  Ch ristian Educators Jou rnal 25 



" W  hen you are on 
the bus, or in the lunch 
room, or at a party with 

your classmates, what 
language do you usually 

speak? " The college 
students and I were 

interviewing three high 
school students in what 

is one of nine 
unique schools. 

The students looked 
at each other in 

bewilderment for a 
moment, obviously 

trying to remember 
which languages they 

tended to use most 
frequently. Finally one 

boy said , "Well, I think it 
depends on which person 

in the group starts to 
speak. We all usually 

tend to flow in the same 
language. Unless, of 

course, there are 
younger students in the 

group and they don't 
appear to understand so 
well. When that happens 

we switch to their 
language." 

-by GLORIA GORIS STRONKS 

A Different 

Way of 
Educating 

Although fro m  the outside the 
school looks like many other large ,  
modern schools, it is  one of a small 
group of schools that are different in 
purpose and in structure from any other 
schools in the world. These schools are 
called, "European S chools"  and the 
European School we were visiting is in 
The Netherlands in the town of Bergen, 
along the North Sea coast. 

S om e  years  ago the C o m m on 
Market countries recognized a need for 
education suitable for the children of 
parents who work outside of their own 
land. The companies for which these 
people worked asked them to relocate . 
to other Common Market countries , 
and the parents did so willingly but 
were left wondering what kind of 
schooling would be available for their 
children. Would it be better for them to 
attend an I n ternational  S ch o o l ,  
established b y  United S tates corpora
tions and reflecting U . S .  curriculum 
and values? Or would it  be better to 
place them in a local school where they 
had to learn the language of yet another 
country before they could actively 
participate in the academic and social 
life of the school? There were times 
when  the  parents  moved rather 
frequently, and they recognized the 
difficulties many such moves imposed 
o n  their ch i ldren ' s  education .  The  
solution to  the problem appeared to be  
the e s tabl i shment  of  a network of  
schools supported by the governments 
of the Common Market countries and 
responding to the educational needs 
unique to such a school community. 

The first European S chool was 
established in Luxembourg in 1953 for 
the c h ildren of  employees  at the 
European Iron and Steel Community. 
There are now nine schools located in 
the following places :  Luxembourg ; 
Brussels and Mol, Belgium; Karlsruhe 
and Munich ,  Germany; Varese, Italy; 
and Bergen, The Netherlands. 

Each school begins at the nursery 
school level and goes through grade 
twelve. After completing grade twelve, 
students take the examination for the 
European B acc alaureate , which  i s  
s imilar t o  the International B acca
laureate in that if they earn that degree 
they will qualify for entrance to any 
European university. When we were 
told that 90% of the students qualify 
for this degree, we immediately asked 
whether  this  is a se lec t  group of  
students who attend such schools. The 
answer was that there is no entrance 
screening ,  but that the parents care 
greatly about the education of their 
children. 

Throughout the primary school 
there are as many as seven classes at 
each level, depending on the language 
needs of the population. For example, 
one first  grade class is for children 
whose mother tongue is German, one is 
for Dutch children, one for Italian, one 
for French,  one for Danish, one for 
English, and one for Greek children. 
The content of the curriculum remains 
the same for each group of students, 
but the teachers have been educated in 
their own countries ,  and so the class
room climate and the instruction reflect 
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the educational beliefs of the country 
represented by that language group. 

Alth o u g h  i n s truc t ion  i s  i n  the  
mother tongue, beginning with the first 
grade, each child must study one other 
languag e ,  choos ing  fro m  E n g l i s h ,  
French , o r  German . S ince children of 
many different language backgrounds 
are learning English (for example) at 
the same time ,  all instruction in the 
English class is given in that language, 
even at the first grade level. Our visit 
took place in  January, and we were 
very impressed with how skilled they 
already were with our language . In  
grade five, the child receives instruc
t ion in crea t ive  arts and  p h y s ica l  
education in this  second language. In  
grade seven, instruction in  history and 
geograph y  are a l so  done  in th i s  
language. A third foreign language i s  
compul sory i n  grades s ix  thro ugh 
twelve , and a fourth language is  an  
option after grade nine. 

Ch i ldren  from al l  l anguage  
backgrounds play together, ride the bus 
together,  have lunch  together,  and  
participate in as many activities as 
possible. Because of the instruction and 
also because of the interaction with 
chi ldren speaking other languages ,  
students who  have received mos t  of 
their education in one of these schools 
are often fl u e n t  i n  two languages  
besides their mother tongue. Fluency, 
to the high school boys we talked with, 
meant that they knew the language well 
enough so that  they u sual ly  didn ' t  
really notice which language they were 
speaking.  Al l  three agreed that they 
could understand speakers of the other 
languages present in the school and 
coul d  communicate rather well  but 
weren't really fluent in more than three. 

Although instruction in each of the 
classrooms reflects the educational 
phi losoph y of  the teacher- train ing  
inst i tut ions the  teachers represent ,  
teachers freely exchange perspectives 
and ideas .  Teac hers '  m e etings  and 
parent - teacher group meet ings  are 
usually conducted in the language of 
the h o s t  c o u n try,  but the dialogue 
reflects the languages with which the 
participants are most comfortable. 

Teachers  for these  schools  are 
appoin ted by the education depart
ments of each country, rather than by 
the school administrator. Each appli
cant  must  be fluent  in at least  two 

languages , and since these teachers 
have the highest salaries of teachers 
anywhere in the world,  there is no 
dearth of  applic an ts . The teach ers 
readily agreed, however, that not one of 
them is as skilled in languages as their 
twelfth grade students .  In fact ,  it is  
quite likely that very few adults are. 

The relationsh ip  between the  
language or  languages people speak 
and their view of the world is recog
nized by the writers of the schools '  
statement of  purpose: 

Here, while all pupils will be taught their own countries' lan
guage, literature, and history by teachers from those countries, they 
will at the same time become accustomed from childhood to speak 
other languages also, and absorb the combined influences of the 
different cultures which together make up European civilization. 
Playing the same games, learning the same lessons, boys and girls of 
different speech and citizenship will come to know, to respect, and to 
live in harmony with one another. Educated side by side, untroubled 
from infancy by divisive prejudices, acquainted with all that is great 
and good in the different cultures, it will be borne in upon them as 
they mature that they belong together. Without ceasing to look to their 
own lands with love and pride, they will become in mind Europeans, 
schooled and ready to complete and consolidate the work of their 
parents before them to bring into being a united and thriving Europe. 

With the approach of the establish
ment of the European Community in 
1 9 92 and the expec ted i ncrease in  
multinational commerce and communi
cation, there is a strong possibility that 
these schools will increase in number. 
However, educational leaders in local 
Dutch, German, and French schools are 
saying that this type of education will 
probably  become the  wave  of the  
future in  their schools also. 

I am very concerned that in the 
United S tates there is  such a lack of 
concern for learning other languages 
and for coming to know other people 
of the world, both in the public schools 
and in the Christian schools .  Albert 
E i n s te in  once  wrote that  " mo dern 
education is competitive, nationalistic, 
and separative. " We have lived with the 
assumption that if people want to do 
anything of importance in the world, 
they will  do it in English . B u t  our 
students are m is s ing  out on  the 
opportunity to approach a wider world 
with more understanding and wisdom. 
The Canadian schools are protected to 

s o m e  e x te n t  b y  the  fac t  that  their 
students are required to study French. 

We have  a lways  c la imed that  
Christian education is  good education. 
Could  Einste in ' s  accusation legiti
mately be made of your school? CEJ 

Gloria Goris Stronks is professor of 
education at Calvin College in 
Grand Rapids, Michigan. 
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� 
' -by BARBARA CARVILL 

.Q.:::. Foreign o A 
Language s-� Christian 

Education �:::' Calling 
0 

N ot  l o n g  ago ,  the  A m erican � Our  world  i s  m ade up of  
C o u n c i l  o n  Educat ion  pub - <ZJ many nations and cultures and 
lished a policy statement with " thousands of different languages . 

the title "What We Can't Say Can .,.,_, The biblical s tory of God 's  
Hurt Us "  ( 1 989) . I t  contain s an  self-disclosure in  human his tory 
arde n t  p lea  addre s s e d  to  the CJ reveals that God wants , affirms,  and 
educational leaders in the nation 

-"' 
blesses cultural diversity and, along 

to i n crease dras t ica l ly  the � w i th i t ,  l i ngu i s tic  d ivers i ty .  The  
number  o f  s tuden t s  w i th outpouring of Christ's Spirit at Pente-
profic iency in a foreign h cost  i s ,  among o ther things , God ' s  
language .  The  authors  l"" blessing on the diversity of tongues and 
assert that the dismal state of the cancelling of  the punishment of 
foreign language education in  most  Babel. The Son of  God came to  save 
high schools and colleges threatens all nations ,  but he  did not come to 
national security, the political lead- abolish cultural differences . God gave 
ership of the United S tates , and its  us the freedom to live out the good 
place in the world market. We should news in our particular culture, and he 
all have the economic and political urges us to challenge and critique that 
welfare of the nation at heart, they say, culture in the light of the gospel. 
and ,  in the  nam e of n a ti onal se lf- B ecause  of  the mul t i - cu l tural ,  
interest, learn a foreign language well. multi-lingual makeup of G od's creation 
It remains to be seen how successful and because of the interdependence of 
the appeal to patriotis m wil l  be for all cultures and nations on our globe, 
improving foreign language instruction every one of us, at some point in life,  
in the United States. will host a representative of a foreign 

North American Christian educa- culture, or will be in a foreign country 
tors as citizens of the U.S .  or Canada as a visitor. God wants us to take these 
and, at the same time, as members of a two roles of host and stranger very 
new humanity in Christ, have to ask the seriously. He wants us to be gracious 
same question with regard to foreign hosts to strangers in our land , and he 
language study: What or whom do we wants us to be a blessing as a foreigner 
ultimately serve when we teach our or s tranger when we are abroad .  I 
students competency in foreign Ian- suggest that the aim and purpose of 
guages? What or whom do we hurt by foreign  language study in Christian 
falling short in that enterprise? What schools is to prepare the students for 
will we say to our students when they these two life-callings. 
ask us why they should go through the As foreign language educators we 
long  and ard u o u s  d i sc ip l ine  of  have to  give our students the sense that 
mastering a foreign language? learning a foreign language is a great 

We train and prepare our students privi lege .  Through hard work they 
for being a blessing in Christ's name in acquire the gift of a new tongue and, 
the world of today and of tomorrow. with i t ,  a door to a foreign cul ture 
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opens. We need to stress that to study a 
language is not a classroom game, but 
" real  l i fe , "  s ince  students actually 
prepare themselves for meeting people 
who think and act and value things 
differently from the way we do . Not 
only will they become richer for it, but 
they will be changed in the learning 
process. For the first time they become 
conscious of their cultural identity, of 
what is typically American or Cana
dian, and of the nature of the English 
language. Only in the encounter with 
what is foreign do we find out what 
and who we are. 

Many of us have given hospitality 
to foreigners. It is important to share 
with our students what makes such a 
visit  so meaningful for us and why 
cross -cultural communication on  a 
personal level is such a significant part 
of the Christian life .  

What kind of talk goes on at  such 
a visit? We like to find out how our 
guests react to our country and the 
North American way of life. Not all the 
th i n g s  they say wi l l  be flattering .  
Sometimes we will feel that they do 
not understand our mentality, and we 
will need to explain a specific issue 
from our insider' s perspective. They 
wi l l  m ake us th ink and talk about  
aspects of  our country that we have not 
thought  much  about  before .  In the 
give-and-take of the conversation we 
will do a lot of cross-cultural com
parisons and learn much about the life 
in the other country. 

When our guests leave,  we will 
feel animated and enriched. By giving 
them hospi tality we will have been 
blessed. Our interest and concern for 



the home country of the guests will 
have increased; so will our need to be 
better informed about our own culture. 

We need contact with the stranger 
not only because we learn much about 
the multi -cultural m akeup of God's  
world, but also because the stranger 
draws us out and forces us to look at 
ourselve s  wi th  fore ign  eyes  and  
challenges us to  see things for which 
we have blind spots. That is one of the 
major reasons why God wants us to 
show hospitality to the stranger and 
alien. 

Fore ign  language  i n struct ion 
prepares s tudents for one day being 
visitors and guests in a country where 
that particular language is spoken. Our 
students go there both as foreigners and 
as Christians. The question is, How can 
they as Christians be a blessing in their 
contact with the natives of that culture? 
How can our students show that they 
care, that they love and respect these 
people out of the love of Christ within 
them? 

We foreign language teachers try 
to provide our students with an answer: 
Do your very best to learn the foreign 
language; learn how 
to be pol i te ,  to ex 
press your gratitude. 
Take pride in devel
oping good pronun 
c iat ion a n d  gram 
mat ical  ac curac y. 
Enj o y  acquir ing a 
rich idiomatic 
vocabulary and 
fluency in 
listening, 

speaking ,  
readin g ,  and  

wri ting.  Learn as 
much  as y o u  can  
about the geography, the  history, the 
arts , the everyday culture, the current 
problems, and conflicts of that nation. 
You will want to be well informed. In 
addi tion , you will want to be able to 
speak i n te l l igen tly i n  the  fore ign  
language about your own country. We 
teachers will do our best in providing 
you with the neces sary curriculum,  
activities ,  and practice for equipping 
you for th is cal l in g .  The more you 

learn in class,  the better will be your 
encounters with the natives of that 
culture. You will be able to ask good, 
informed questions. People will sense 
that you take loving interest in their 
lives and problems.  They will appre
ciate your thoughtfulness and the fact 
that you do not fit the stereotype of the 
shallow tourist. Often people will open 
up and tell you their stories and share 
with you the joys and wounds of their 
lives. Encounters of this sort are deeply 
m oving and  meaningful ;  you  learn 
much and give much to the other by 
being a patient, loving listener. 

It is crucial in this context that we 
teachers provide a good m odel and 
share wi th  our  s tudents  our m o s t  
meaningful encounters and experiences 
as strangers in the host country. 

Finally, for us as well as for our 
students , the contact with Christian 
brothers and s i s ters in the foreign 
country is  of special importance.  To 
realize that the Christian faith is 
lived out quite differently from 
what we have grown up 
with and are used to 
can be unsettling. 

Our  task is to le t  go of our  se lf
righteousness and the view that our 
way i s  the on ly  r ight  way to b e  a 
Christ ian . O n  the other  han d ,  our 
students need to experience that the 
c la ims  and promises  of the gospel  
transcend  any parti cu lar c u ltural 
expression. They will feel part of the 
great network of God's people around 
the globe, the Church universal. They 
wi l l  develop a Chris tian  world 

consciousness and have at heart the 
joys,  concerns ,  and sufferings of the 
people  w h o s e  language they have 
studied. 

God has called the new humanity 
in Christ to be a blessing for all nations. 
We foreign language teachers do our 
small share in preparing our students 
for that call . CEJ 

Barbara Carvill teaches in the 
foreign language department at 
Calvin College in Grand Rapids, 
Michigan. 
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-by MINS REINSMA 

Hope for the Few 

I n the summer of  1 989  my wife 
and I received an invitation from 
friends we had previously met in 

Nepal and Switzerland, to visit them at 
a Catholic convent in Tanzania, in east 
Africa. Although they are Lutherans ,  
Reto and Anna Pfister had signed a 
contract with S t. Mary' s Convent
Anna as an English teacher and Teto as 
a farm manager. 

The convent is located high in the 
mountains of northwest Tanzania at a 
place named Kifungilo , which means 
"windy h ol low. " A peri lous  hour ' s  
drive  away i s  the  neares t  to w n ,  
Lushoto , which, i n  tum, i s  a six-hour 
drive from the Kilimanjaro airport. In 
Tanzania distances are not measured in 
miles  or k i lometers bu t  i n  driv ing  
hours. All roads in this country are bad, 
but some are unbelievably bad. 

Upon entering the convent I was 
immediately struck by its European 
layou t .  T h e  orderly and log ica l  
arrangement of  the buildings and  the 
neatness and cleanliness of the grounds 
rem i n ded m e  of a s m al l  German 
village . The  surrounding area of the 
campus, however, is all African. 

About two-hundred native families 
in a dozen small villages have settled 
around the convent. They cul tivate a 
plot of ground on  which they raise 
crops for their own use  and for the 
convent-general l y  to b arter for 
c lothin g ,  soap , and  kero sene .  The 
natives are drawn to such convents for 
a variety of reasons: possible work, the 
availabil i ty of health care , and the 
school-a government school partly 
supported and  cared for by the S t . 
Mary's sisters. 

The conven t  i t se lf  c ompri s e s  
eighteen excellently-constructed and 
well-maintained buildings .  Cement  
blocks , made by  hand on  the premises 
from fin e - s ifted grit  and  imported 
cement ,  are the  main bui ld ing  
materials . 

Because the primary purpose of 
this convent is education, many of the 
buildings are designed with that intent. 
There are four- s tory c l a s sroom 

buildings with dormitories on  the top 
floor. Several other structures are used 
for a library, home economics labs, and 
study halls . Kitchens and dining rooms 
are close. Although the bathrooms and 
shower stalls are of simple but sound 
design, I noticed that, for bathing, the 
n earby river is preferred over  the 
showers. 

S ince there are 360 dormitory beds 
on campus , this is the precise number 
of girls  i n  the  s tudent  body .  The  
"forms , "  or  class divisions, conform 
loosely  to our  h igh  school s .  Al l  
students are involved in  some activity 
to help support the school. 

Students start their day at six-thirty 
in the morning, when they perform an 
hour  of w ork. Then i t  i s  t ime for 
breakfast,  showers ,  and the change 
from the work uniform, a blue cotton 
dress , to a maroon sweater and blue 
skirt for school wear. 

At eight-thirty an assembly gener
ally is held outside. The students line 
up in c lass  formation and stand at 
attention. The assembly is opened with 
prayer by the head mis tres s ,  S ister 
Cecelia, after which various announce
ments are made.  This is also  when 
extra work is assigned to those who 
have committed infrac tions  for the 
rules . After assembly all the students 
j o g  in formation for about  fifteen 
minutes , accompanied by enthusiastic 
singing-the only time they are al
lowed to use the Kiswahili language. 

C lasses  s tart  a t  n i n e  and  are 
conducted in English. Even outside the 
classrooms the students speak English 
(at least when they are within hearing 
distance of a teacher) . Morning classes 
are dismissed at noon, and afternoon 
classes are held from one to four. At 
that tim e  another hour  of w ork i s  
perform ed ,  a lways  on  a monthly  
rotating bas is .  S ome of the  labor i s  
truly backbreaking ,  such as  carrying 
firewood for the kitchens or rocks for a 
building project. The girls are able to 
carry some fifty pounds of wood or 
rocks the African way, on their heads. 
After this work period the rest of the 
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day is  spent on homework, laundry, 
and play. Lights go out at ten in the 
study halls and dormitories. 

Physical  labor is an important 
aspect of the educational program, and 
each student is required to work. Not 
only are the campus grounds ,  staff 
housing, the extensive flower beds , and 
kitchen gardens  maintained by the 
students , but students perform all the 
j an i toria l  w ork in the school  and 
dormitory as well. Some students work 
in the kitchens, others on the farms and 
s tab le s  w here a l arge number of 
animals furnish the convent with meat, 
eggs , and all kinds of dairy products . 
Such active participation in all aspects 
of the convent is considered not only 
an educational , but also a financial 
necessity. 

Most  convents I have visited in 
Tanzania are self-supporting.  This is 
achieved in a variety of ways. Some 
grow coffee or tea for the open market; 
others raise cinchona trees , whose bark 
is sold for the production of quinine. 
One convent located where the tem
perature is  suitable cultivates many 
acres of grapes.  Here wine is bottled in 
a small but rather modern plant and 
exported under the convent label. The 
nature of these supporting ventures 
depends on the climate and soil and the 
interest and knowledge of the people 
who,  many years ago ,  s tarted these 
convents. 

The curriculum at the school i s  
similar to that of  our high schools, with 
a heavy emphasis on English, math , 
and social studies. Rigid discipline is 
maintained in and out of the classroom, 
bu t  I d id  not  notice  any rebell ion . 
Every student realized that the only 
way to be accepted to the next level of 
education-to college, that is-is to 
pass the yearly examinations and to 
strictly observe the rules of conduct in 
and out of the classrooms. The students 
know that good jobs are available to 
high school graduates ,  while absolute 
poverty awai ts  tho s e  w ithout  an 
education. 

The demanding entrance examina-



L ions are conducted in  E nglish , the 
language i n  which all  subj ects  are 
taught. Most applicants are bright and 
have a fair command of English . The 
students are highly motivated by fami
ly, privilege, and necessity to take their 
studies very seriously. Tuition,  as well 
as room and board, is the equivalent of 
$ 100 per year-a large amount for a 
Tanzanian family .  The  request  for 
placement is  amazing ;  for the 1 990  
school year 1 200 applications were 
received for ninety openings. 

The staff at St.  Mary's consists of 
the head mistress, sister Fidesta, who 
rec e ived  her  degree in Toron t o ,  
Canada; another sister w h o  teaches 
science; five Tanzanian teachers , two 
of whom are Lutheran; and, at the time 
of our  v i s i t ,  a Cathol ic  g ir l  from 
Germany, practice teaching for one  
year. Some members of the staff are 
married and live in simple housing on 
campus. 

I was asked to address  several 

classes in  the question-and-answer 
session . Although I wanted to stay 
away from questions about Hollywood, 
New York, and the latest crop of heavy 
rock musicians, this was not easy. The 
queries ranged from "What is an opera 
like? " or "What can you buy in a super
market? " or "How many children do 
you have ? "  to "What is Jim Bakker 
like? " 

When we discussed their plans for 
the future , the conversation always 
centered on the desire  for h i gher 
education in Europe, or preferably in 
North America. To them, America has 
an aura of wonder, fascination , and 
bewilderment incomparable to Euro
pean countries . When we discussed the 
problem of all African countries that 
send  their s tudents  overseas-the 
reluctance of  students to  return to  their 
native land-they made it clear that 
they would return to be of service to 
their own people. (I don't know if they 
will carry out the promise.) 

About 60 percent of the students 
are from Catholic homes; the others 
come from various Protestant back
grounds. Moslem students and children 
from Indian families are noticeably 
absent. 

A mass is conducted four times 
each week for the Catholic schoolgirls 
and the n atives in the surrounding 
villages who wish to attend. Religious 
classes for the Catholic students are 
conducted by Father Peter, a Dutch 
priest who has served in Africa for 
over s ix ty year s .  The  Protestant  
students have formed study and prayer 
groups on their own .  Two teachers 
serve as informal counselors, and one 
leads an after-school Bible class . The 
cooperation between the Protestant 
teachers and the sisters seemed to be 
good, although a three-week visit is 
much  too s hort to judge the 
congeniality of any faculty. 

Leaving K ifungi lo  after three 
weeks of c lo se  contact  with both 
faculty and students was emotional, I 
have to admit. On the last day of our 
visit  I addressed the assembly, and , 
looking at the upturned faces of the 
young girls , I felt  a kinship that is 
difficult to explain. By now I had some 
idea of the  soc ial , ec onomic , and 
cultural difficulties these students will 
face in the pursuit of further education 
in a land struggling with its newly 
gained independence. 

During my first visit to our local 
Christian high school I was struck by 
the conveniences and the comparative 
luxury of our campus , but most of all 
by the open and unconstrained relation
ship of our students with each other 
and their teachers. In North America 
G o d  has  g iven  u s  in s t i tut ions  of  
learning where we have the  oppor
tunity of teaching our young people 
that this world belongs to God and that 
he is the very center of our work and 
play. These blessings ,  framed within 
the freedoms  we enjoy  in this con
tinent, make our schools unique in all 
the world. CEJ 

Mins Reinsma, a strong supporter of 
Christian education, lives in Seattle, 
Washington. 
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GERALD GQANT 

The Wor l d  We C reated 
at Hami l ton H i g h  

Gerald G rant 

H a rvard U n iversity Press, Cambr id g e ,  
MA, 1 988.  254 pp. ,  $9 .95 .  

Reviewed b y  T h e a  Lawre nce,  f ree
lance write r, and coord i n ato r of a 
vol u nteer  program at t h e  N atu re Center  
in Li nco l n ,  Nebraska. 

This book grew out  of a s tudy 
initiated by the National Institute of 
Education in the spring of 1979 .  With 
five research assistants , Gerald Grant, 
who is a professor at Syracuse Univer
sity, examined thirty-three public and 
private schools from which five were 
chosen for further scrutiny. They then 
selected for more penetrating analysis 
one representative school, which in this 
book is called Hamilton High. 

Part One is a biography of this 
school ,  which covers the years between 
1953 and 1986. It reports the effects of 
federal legislation, court decisions, and 
ACLU activ i sm on adm inis trators ,  
teachers, students, an d  parents. By the 
use of statistics, interviews, and first
hand obs ervatio n ,  Grant  creates a 
fas c inat ing  p ortra i t  o f  a typical  
secon dary school  of  our  tim e .  He 
details racial violence in  the 1960s and 
documents the alteration of Hamilton 
High from an elite academic school to 
one  wi th  low s tandards ,  p o w erful 
students, and powerless teachers . He 
shows how grievance procedures, new 
child-abuse laws, and court decisions 

BooK REVIEWS 
-Edited by STEVE J. VAN DER WEELE 

relating to dress codes all conspired to 
erode tradi t ional  authority.  B y  the 
1 970s , a lcohol  and drug abuse  had 
become commonplace at Hamilton 
High, and by the early 1980s a survey 
showed that 38 percent of the students 
used drugs. 

By 1979, the school had begun to 
settle down : "Police cars no longer 
cluttered the front drive on a regular 
basis . "  B etween 1 9 8 1 and 1 9 84 the 
school  b oard raised the number o f  
credits required for graduation and 
adopted new academic requ irements 
for extracurricular activities , including 
sports .  Greater attention to academic 
achievement produced dramatic results, 
but a survey taken in the mid- 1 980s 
showed that cheating was widespread. 
Worse still , it showed that the best 
students cheated most because grades 
mattered more to them, and few adults 
seemed to care. 

In Part Two Grant theorizes about 
the causes of the collapse of the educa
tive process  at Hamilton High and 
arrives at principles that he believes 
appl y  to  o ther schools  as wel l . I n  
examining the contemporary teacher's 
predicament, he notes that the more 
able teachers have left teaching in 
disproportionate numbers as a result of 
worsening conditions. He believes that 
the basic cause of this exodus is disre
gard for the accumulated experience 
and practical wisdom of the classroom 
teacher in favor of rules imposed from 
above. 

As a sociologis t, Grant wonders 
what choice is left to those of us who 
fear the drift toward an impersonal,  
values-neutral bureaucratic model . He 
contends that we cannot dispense with 
the teaching of the most basic ethical 
principles in the classroom if we are to 
provide the kind of environment in  
which  educ ation can actual ly  take 
place. 

He c la im s that  c urren t  va lues  
clarification programs not only breed 
absolute relativism among students, but 
also operate in the classroom to coerce 
youngsters into the most popular value 
choice, whatever it is. He insists that 
we must teach honesty and truthful
ness , "for educational discourse cannot 

proceed if one party is  dissembling , 
and science has no meaning if one has 
no compunction about misrepresenting 
the evidence. " 

He speaks briefly but disparag
ingly  of c urren t  teacher train ing ,  
observing that schools of  education no 
longer turn out graduates who are well
prepared for the  c la s sroo m .  He 
con siders two educational reforms  
essential: authentic local control ,  and 
teachers in c h arge of their  own 
practice. Regarding the latter reform, 
the method he considers best is that of 
a "career ladder," an idea which merits 
serious consideration by all schools , 
public and private. Under this system 
novices would serve an apprenticeship 
of one or two years, teach under the 
guidance of senior or master teachers, 
and then be hired or fired by those 
same mentors. Grant believes that such 
a method would attract new talent to 
teaching and help to retain the ablest of 
those already in the schools. 

To the experienced teacher the 
stories Grant presents are depressingly 
familiar. Values clarification curricu
lums have also been introduced into 
many C hris t ian school s  by wel l 
meaning b u t  brainwashed adm ini
strators. Those notions once spoken of 
as " the eternal verities " have passed 
from notice .  In their place we have 
' 'I 'm okay, you're okay. " 

In writing this book, Gerald Grant 
has done a service to all those who love 
learning and would see our children 
taught the things they ought to know. 
He deserves our praise, and one hopes 
that he will contemplate a sequel that 
will further explore the career ladder 
concept and investigate the misuse of 
power by non-teachers in our public 
school systems .  We are in desperate 
need of such a work. • 
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The Wisd o m  of Pract ice : 
St ud ies of Teach i n g  i n  
C h r ist ian Eleme ntary and 
M i d d l e  Schools  

Pete r DeBoe r  (Name sty le on  book 
cove r i s  incorrect . )  
U n ivers ity P ress of Ame rica, Lan h a m , 
M D ,  1 989.  1 57 pp. ,  (pb) , $29 .75 ( l ib rary 
b i n d i n g ) .  

Reviewed by Steve J .  Van D e r  Wee l e ,  
P rofessor E m e ritus of E n g l i s h ,  Calv in  
Co l l e g e .  

All  teachers  wil l  apprec iate  
especially two quotations conveniently 
included in the preface of this book. 
The first, by Philip W. Jackson , reads, 
"In teaching, as in every craft, there are 
masters from whom apprentices can 
and should learn . "  The second i s  by 
Lee S .  Shulman ,  who says, in a passage 
regre t t ing  h o w  i n frequent ly  good 
teach ing  gets  recorded  and  thus  
rema ins  u n ava ilable  for analy s i s : 
"Great teaching . . .  disappears into thin 
air as soon as it's completed. " 

The apprentices for whom this  
book is designed are college students 
preparing to teach. And the purpose of 
the book is to m ake l e s s  tru e  the  
complaint that good teaching dissipates 
immediately. It does that by describing 
in great detail what happened in sixteen 
classrooms the author visited. Thus ,  it 
bridges the gap between theory in the 
college classroom and the practice of 
the theory in the lower grades.  

This book takes i ts place among 

recent attempts at qualitative research 
in classroom strategies. (Why has this 
all taken so long?) These studies make 
available the dynamics of a classroom 
-the relationship between students 
and teachers and among students as 
they address themselves to the curricu
lar topics. This book should pleasantly 
enhance the process of training future 
teachers in the art of teaching. 

And teach ing ,  whatever else i t  
may  be, is  an  art. Personality, liveli
n es s ,  sen s i t iv i ty ,  resourcefu l n es s ,  
skil lfu l  g ive-and- take-to analyze 
these is like trying to capture the rays 
of the sun.  These and other qualities 
are what c o m e  through  in these  
descriptive vignettes of how sixteen 
teachers lead students step by step to 
appropriate not only understanding, but 
a l so  at t i tudes  and  va lue s .  These  
teachers have built on  their native gifts 
through study, observation , experience, 
and reflections about their art. 

It was in the spring of 1 987 that 
Professor  DeB oer was  awarded a 
sabbatical semester to engage in these 
close-up descriptions of activities in 
sixteen classroom s,  in visits ranging 
from twenty minutes to several days. 
He did no t  go into the c lassrooms  
tabu la  rasa . He was  look ing  for 
parti cu larly effect ive  examples  of  
teachers employing the responsibility 
theory of education-education where 
the curriculum is designed to foster the 
divine summons to obedience through 
d isc ip les hip . A valuable  epi logue  
suppl ies  the chronology of  efforts 
among Calvinist educators to develop, 
refine, and structure educational theory 
and direc t ions  for preparin g  the  
students for contemporary life. 

The reader is a privileged guest as 
he or she observes the teachers and 
s tudents  engaged in  the learn i n g  
process. The reader can marvel at what 
ingenuity comes into play as teachers 
he lp  s tudents appropriate the  
complexi ties of the se lf- c ontained 
biological systems; the narrative power 
of  The Lio n ,  The Wit c h ,  and  the  
Wardro b e ;  poetry (a  fin e  un i t  o n  
s i m i les ) ; m a p  reading  a n d  the  
measurement of  distances. What fine 
instruction goes on in the teaching of 

biblical narrative-including assign
ments to children to act out various 
parts ! Some lessons use mathematical 
strategies devised by faculty members 
of Michigan S tate University. And the 
series of activities patterned after the 
international Olympics appeared to be 
very effective. 

Reflec t ing  on these  various  
strategies, though, I question especially 
the pedagogical economy. And readers 
may wish for some evaluative judg
ments about some of the procedures. 
But it is obvious why that is not feasi
ble: it would detract from the useful
ness of the book for the college class
room in education. The book provides 
case studies that the student preparing 
to teach is challenged to evaluate. That 
challenge would be compromised if 
reflections were offered in advance by 
faculty or anyone else. 

The author concedes that other 
teachers could have been selected for 
these classroom visits ,  but observes 
that for convenience he limited himself 
to Grand R apids  C hris tian S chool  
Association schools  and to teachers 
experienced and well reputed in the 
Christian educational community. The 
author also observes ,  wisely, that the 
responsibility theory does not require 
rigidity and prescription, but is flexible 
enough  to perm i t  a wide range of 
pedagogical strategies. Imagination, 
resourcefulness, openness-these will 
continue to be important qualities as 
teachers seek alternative ways to teach 
what must be learned. • 

CRC P U B LICATI ONS:  
AN E D U C ATI ONAL 
CORN UCOPIA 

Although the CEJ focuses-right
fully-on Christian day schools ,  no 
school staff or administration should be 
uninformed about the growing quality 
and quantity of programs and materials 
available from the Christian Reformed 
Church (CRC) denominational publish
ing house. These materials derive from 
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the great energy and other resources 
invested in Christian education .  One 
needs only to study the 1 990- 1 9 9 1  
catalog  o f  the s e  publ ica t ions  t o  
appreciate their variety and quality. 
Whatever the relationship that exists 
between day s c h o o l s  and  church  
educational programs,  i t  is  clear that 
they mutually reinforce each other. 

This brief note is an invitation for 
teachers and others to inform them
selves about the impressive educational 
arm of the Christian Reformed Church 
via  the  n e w  c ata log or  direc t 
examination of these materials. They 
address the needs of people of all ages 
and at every season in life,  from pre
schoolers to adults who never wish to 
cease learning, from biblical narrative 
to the great doctrines of the church .  
They are attractively prepared, chal
lenging, balanced, competently done, 
and amenable to various forms of pedagogy. 

Here are some titles that appear 
particularly worthy: 

5 on 1 Series : Luke 1 -6 (intensive 
day-by-day B ible studies) Rev. John 
Van Regenmorter 

The Kingdom Equation :  A Fresh 
Look at the Parables of Jesus 

Human Rights: A Biblical Study, 
Gordon Spykman (issues in Christian 
living) 

Wo rship :  No t fo r Adu l ts O n ly ,  
Edi th  B aj em a  ( i s s u e s  i n  C hris t ian 
living) 

B u s i n e s s :  M a k i n g  C h ri s t i a n  
Choices ,  Gregory Mellema ( issues  
in Christian living) 

An interesting development also 
needs to be noted.  An organization 
called TRAVARCA represents a coop
erative venture between the Christian 
Reformed Church and the Reformed 
Church of America to operate a film 
and video library. Computer games are 
also available to motivate students in  
their  s tudies , a s  are m aterials  for 
persons with mental impairment. 

Wri te  to the C R C  Publ i s h i n g  
House, 2850 Kalamazoo Ave . ,  Grand 
Rapids , Michigan , 49560 ( 1 -800-3 33-
83 00) ; or  C R C  Public atio ns , 3 4 7 5  
Mainway, P.O .  Box 5070, Burlington, 
Ontario, L 7R 3Y8 ( 1 -800-263-4252) . 

CEJ 
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Dear Editor, 
I am relatively new to the world of 

Chris t ian  educat ion .  I am a de
velopment  director for a Christ ian 
school in Illinois. I was quite pleased 
with your magazine  except for the 
" Media Eye" pages o f  the October 
1990 issue. 

It seems that Mr. Ulstein has an 
axe to grind agains t  Frank Peretti . 
I think that Mr. Peretti would agree 
t h a t  h i s  w r i t i n g  is n o t  g r e a t  l i t
erature , but let us  not cast  it aside, 
because I believe it can teac h s o m e  
very valuable lessons .  Mr. Peretti's 
books illustrate a long-neglected truth 
about the nature of spiritual warfare. It 
seem s that  many  C hris t ians  have  
forgo tten tha t  a ba t t l e  i s  even  in 
progress. 

W h i l e  co l lege  profs and h igh  
school teachers may disdain the writing 
of Peretti , it should be of some note 
that people are at least reading a book. 
And can 't the reading of these books 
lead to other things? Couldn't Peretti be 
an in tro duction to C .  S. Lewi s ' s  
S cre wtape Let ters  o r  to  D ante?  ( I  
wonder what profs and teachers think 
of those authors.) Doesn't Peretti open 
up a whole new vista into the essence 
of evil and good, which is a natural 
part of great literature? Is it because 
Peretti has been a success that such an 
outcry is heard? 

Perhaps I have missed the point, 
but shouldn't we take students where 
they are and point them to a desired 
destination? Personally, I was bored 
stiff with The Great  Gatsby. Other 
books are only a dim memory. B ut I 
remember a book, Lord of the Flies, 
which caught my attention and was 
also quite controversial for its day. 
There were others that helped shape me 
as well . 

Let' s  ca l l  o ff the  bashing  of a 
popular Christian author. The mass 
media may be where our students are. 
Let 's build some bridges from it to 
where we want our students to be. It 
seems that Mr. Ulstein does not like the 
proposition of spiritual warfare. As we 
seek to educate students , let us make 
sure they are aware not  o n l y  of a 
worldview b u t  al so  o f  a spir i tual  

worldview. The latter should be the 
goal of our instruction. 

Dear Editor, 

In Christ, 
Larry Dodge 

Fulton, Illinois 

I have always thought something 
was odd abo u t  the  facul ty  room 
featured in the "Asylum" column, but I 
always thought it was odd because it 
was so much like the one in the school 
in which I teach. In fact, for a while, I 
thought one of m y  colleagues , who 
shal l  rem ain namele s s , wrote the 
column, but then he went on to become 
Banner editor. I knew then that he was 
too serious a person to write such a 
column. 

I found out that it is more than the 
facul ty room o f  Omni  Hig h that i s  
strange. The football team is  named the 
Marauders ,  the basketball team the 
Eagles , to say nothing of the tennis, 
track ,  soccer, baseball ,  vol leyball ,  
softball teams. Who knows what they 
are ca l led?  O n e  c an imagine a 
gymnasium wall covered with mascots 
of all shapes and sizes to cover all the 
teams. (Except for "Squires. "  It is hard 
to imagine any school naming its teams 
the Squires.) 

It causes one to wonder just what 
asylum H. K. Zoekl icht ,  a name as 
unpronounceable and unspellable as a 
disease, writes from .  Could it be the 
author lives in some kind of psychiatric 
fac i l i ty  (form erly cal led asylum)?  
Could it be  that Zoeklicht i s  a former 
teacher who succumbed to the occu
pational hazard that threatens us all? 
And could it be that someone who goes 
on and on about so trivial a matter as 
what sports  tea m s  are cal led in  a 
fictitious high school is himself in need 
of help? 

Sincerely, 
Robert L. Otte 

Grand Rapids, Michigan 


