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AN APOLOGY. 
This March issue of the Christian Educators Journal is very 
tardy, a whole month late. The fault was not with the prin
ter, nor the editors, nor the writers, but the layout staff. 
Please forgive, good readers? 

• • •  AND GOOD NEWS 
Beginning with the next issue, for May, a new layout editor 
will begin work and the CEJ will appear in a new and finer 
format, made possible by this year's wider group participa
tion and larger subscription list. 
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EDITO RIAL 

�-FROM Mr--
' 
t 

The Devil's Advocate Methodology 

I BELIEVE THAT the Devil should be given his due, peda
gogically speaking. we as teachers can acknowledge the use
fulness of the Devil in our teaching method. By that I do 
not mean that we use him as a goblin who will get the student 
if he doesn't get his lesson. This would be only to import 
the Devil as an occasional motivational whip. I mean that he 
can be made integral to the teaching method itself and on 
numerous occasions rather than just in emergencies. 

The method would consist essentially of making a 
practice of placing the true and the false, the correct and the 
incorrect, in proximity to each other. For example, one could 
put on the board the wrong process in math along with the right, 
the incorrect way to diagram a sentence riext to the correct. In 
its more extreme form it might consist of having the teacher 
assume a devil's advocate position. He or she would actually 
argue for the acceptance of a false or at least implausible 
explanation of some phenomenon. An example of this might 
be the assertion: If a lamp in my house doesn't work, I 
should first check to make sure that the cord isn't snarled 
or kinked, because tllat would cut off the flow of electricity. 
The method, then, calls for the persistent presence of the 
wrong as well as the right, the poorer as well as the better. 
It calls for the presence of the Devil in the classroom, not 
for adoration but to make his contribution to Christian in
struction. 

There are, of course, dangers in such a procedure. 
Among them are the possibility that through some quirk of the 
learning process the error-laden or the implausible gets 
grounded more firmly in a given student's mind than the 
intende.d learning. Also there is the possibility that the 
contrast between the two is not dramatic or significant enough 
to engage the learner in the pull and tug of the alternatives, 
and thus he feels no compulsion to decide or choose between 

them. In each case the method has not achieved its objective 
of causing the learner to pledge himself to the true and good. 

Granted the dangers, and there are dangers in all 
methods, several things can be said in support of the devil's 
advocate method. For one, the presence of two alternatives 
clarifies the meaning of each. The meaning of '•water runs 
downhill" is clarified and reinforced for a young learner if it is 
examined in the light of its contrary, which could be either 
"Water does not run downhill," or "Water runs uphill." 

The learner is led more strongly to test out the implications 
of each if he has to CHOOSE among alternatives and not 
just accept the single one proffered. He has a livelier and 
clearer perception of each because of their contrast. Also, 
his eventual commitment to the true one is more durable 
when it has survived the collision with error and emerged 
as superior. 

A second reason for favoring a devil-deity method of 
teaching is that personality development and moral maturity 
require a constant revision of what a young person regards 
as true and false, poorer and better. Reformulations of the 
student's perception of the world are necessary, and only a 
constant testing of himself against these two will keep his 
categories loose enough so that he can restructure his per
ceptions when necessary. For example, a person progresses 
through something like the following in his pursuit of the 
"truth'' of Santa Claus: 

--Santa Claus is an actual person, who lives at the North 
Pole, and who comes down my chimney with presents. 

--Santa Claus is my father or uncle who brings things 
for me. 

--Santa Claus is a spirit of good will that comes at 
Christmas in the form of gift giving. 

--Santa Claus is a secular substitute for Christ who is 
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the real embodiment of good and of God's giving of himself. 
In this instance, as in many others like it, it is chiefly 

by the collision of his little "truths" with opposing data or 
"error'' that the child is forced to improve his "truths.'' 
Part of the teacher's role is to supply that ' •error" in a 
way that forces growth. 

Perhaps a third advantage in a deliberate use of this 
principle of contrast for learning is that its persistent use 
in the classroom trains the student to test all claims and 
to try all spirits to see if they be of God. If we take this 
Biblical injunction seriously and if we realize that the Chris
tian life is full of instances in which error comes in plausible 
guises and from respectable sources, we will wish to prepare 
students when young for the painful task of sorting truth from 
error in real life. 

The best reason for attempting the devil's advocate 
method is that in so doing we are honoring Christian theology. 
In Christian thought the Devil is the incarnation of the forces 
of evil, error, chaos, and falsity, the veritable father of lies. 
Christ is the incarnation of the opposites. We miss half our 
theology in our instruction if we describe only the true, the 
good, and the beautiful, acting as if their opposites are not 
valuable for Christian instruction. 

Christian teachers incessantly seek models for under
standing the learning process in some way that is consistent 
with their theology. Too often their actual model is one 

borrowed from stimulus-response psychology. or pragmatist 
philosophy, usually to the detriment of the distinctiveness of 
their teaching. Christian teachers could do worse than look 
for their model in the Book instead of just any bo.ok. D.O. 

Pare nt-Tea ch er Confere nces in  the Primary G rades 

Hugh A. Johnsont 

Principals' Perspective 

The parent-teacher conference as an effective means of 
maintaining communication between the home and the school is 
becoming more popular each year in Christian elementary 
schools. In the primary grades the conference may be the sole 
means of reporting progress, or it may be combined with a 
written summary or a formal report card. The number of 
scheduled conferences per year may vary from one to three 
depending on the grade and the place of the conference in the 
total school program. The annual or semi-annual parent
teacher conference is used by many Christian elementary 
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schools as a supplement to the report card method of reporting 
progress and as a means .of fostering better relations between 
the home and the school. The incidental parent-teacher con
ference deals with a specific problem and may be called at 
the request of eithter the parent or the teacher. In kindergarten, 
first, second and third grade, the parent-teacher conference can 
be successfully used to replace the report card as the chief 
means of communication between the school and the home. Why 
should we change from report cards to conferences? 

CONFERENCES VS. REPORT CARDS 

It is generally agreed that grades, although essential and 
important at tl).e high school and junior high level, are impracti-

tMr. Johnson, B.B.A. University ol Michigan, M.A. Western 
Michigan University, is the elementary principal at United 
Christian School in Grand Rapids, Michigan. 



cal in the early elementary years. (l)·The maturation level of 
the primary child and the nature of the primary program make 
the giving of grades often meaningless, misleading and some
times harmful to the future development of the child. 

The parent-teacher conference gives the parents an op
portunity to find out why their child is progressing as he is and 
enables them to find out how they can help at home. The person
al exchange of a conference gives the teacher an excellent op
portunity to interpret the Christian school program to the 
parent, while the teacher gains needed background information 
about the student. Communication is a two-way street: the 
report card, too often, is a dead end. (2) 

The conference releases the student from the pressure 
or stigma of grades on report cards and allows him to grow 
at his own rate depending on his individual potential. This 
period of development in the primary child is of such a varied 
nature, that each child needs the freedom to achieve at his 
own rate, without fear of needless and often harmful comparison 
with other students. 

HOW TO INITIA TE A PROGRAM 

The gradual introduction of the conference method of 
reporting pupil progress is preferable to the sudden change. 
Parents and teachers . need to be involved in the study and 
consideration of a new program. Participation by both parents 
and teachers in any decision regarding a change will greatly 
enhance its acceptance and future success. 

· One way to introduce the conference method of reporting 
is through a regular yearly conference in addition to the usual 
reporting procedure. If a school is already using this approach, 
then a gradual change to reporting by the conference method 
can easily follow. The kindergarten usually begins the program 
and then one grade is added each year until all three grades 
and the kindergarten are included. By adding only one grade 
per year a drastic change is avoided and parental support is 
encouraged. 

THE ROLE OF THE TEACHER 

The parent-teacher conference method of reporting pupil 
progress is not easy. If proper preparation and post-confer
ence reporting are combined with a rigorous schedule of 
conferences, few teachers find this easier than marking report 
cards. On the contrary, this· method of reporting is more 
difficult, but also more rewarding for all those involved. The 
success of this method of reporting depends, for the most 
part, on the teacher who must be properly schooled in con
ference techniques, adequately prepared to discuss the prob
lems of a given child, and willing and able to ·record the 
necessary information gained from the conference. 

THE ROL E  OF THE PARENT 

Parents that attend parent-teacher conferences will find 
that receiving a report card is much easier than making all the 
necessary arrangements to meet with their child's teacher at 
school. For the parent, as well as the teacher, the conference· 
method of reporting is n(i)t the easiest solution. However, for 
the parents that really want to know how their child is pro
gressing in school and what they can do to help, the conference 
is one of the best ways of communicating this information. 

Preparation is important for parents as well as teachers 
to insure the success of a conferenc-e. Some schools send home 

questionnaires for parents to check the areas they are interest
ed in discussing. Parents should be encouraged to come to the 
conference with specific questions they would like to have 
considered. 

THE ROL E  OF THE PRINCIPAL 

In his position of leadership, the principal is involved in 
all aspects of the parent-teacher conference program. He en
courages the initial study and planning. He is directly con
cerned with parent· and staff participation in the decision to 
start a new program. The principal is also responsible for the 
preparation of the staff and the organization of the necessary 
record keeping. Although the teacher may make the individual 
appointments, the principal must set aside the time from the 
regular school schedule and make the other necessary arrange
ments. 

CONCLUSION 

The place of the parent-teacher conference in the total 
school program depends ultimately on each school situation. 
The value of the conference method of reporting pupil pro
gress stems from the personal contact between the parent 
and the teacher. In this day of impersonal communication, 
the person to person conference gives the parents and the 
teachers an opportunity to coordinate their efforts to help 
the individual student. 

1 Eugene Klemm, "Parents and Report Cards, " P. T.A. Maga
zine (October 1966), p. 25. 
2 "If You Are Thinking About Dropping Report Cards, " 
School ,Man�emenf, ·XI (April, J 967), p. J 04. 
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PROFESSION- WIDE' 

Sheri Haan, Department Editor 

The Pseudomorph 
Philip Elvet 

DOCTOR ALFRED B. PENWELL practiced medicine 
with a flourish. He not only seemed alWays to use the right 
drugs, but he also had a knack for using the .right words, and 
his patients thought he was great - at least those who lived. 
Y-ou see Doctor Penwell was a pseudornorph. He took on a 
deceptive or irregular form. He was not a doctor at all, 
even though he aCted like one and treated patients as well 
as or better than some of the other irregular forms • 

.Medicine is not unique in its acquisition of pseudo
morphs. Education has more than its reasonable share. 
Let's get out our trusty microscope and examine a few 
species. 

There is Mr.- P. A. P. Research. Mr. Research is 
familiar to all who have ever taken a course in education 
or have ever sought to uncover the latest finding on the most 
likely color of a fourth grade boy's hair. Ole prove-a-point 
will often accumulate a mass of statistics to prove a mini-point 
or will slip a fact or two into a report ·which purports to prove 

that all education is ineffective. Mr. Research's closest 
cousin is Mr. M. A. P. Bias. Ole make-a-point is the fellow 
who will make ole prove-a-point's research say what he 
wants it to say regardless of what it really says. It's a pity 
that the net result of having so many pseudomorphs in the 
education research woodwork has reaped a wasteland of 
aimless wandering in some of our schools. 

One does not have to leave the classroom to find the 
pseudornorph in education. He operates in some liigh school 

tMr. Elve, M.A. University of Michigan, is Administrator 
of School Relations of the National Union of Christian 
Schools. 
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and college classrooms. Ther� he masquerades as an 
intellectual who finds it really below his dignity to teach 
students who are less than genius. He is the one who will 
proudly proclaim, ''I never give an A/' or, "A number of 

you will not get through this course/' He uses the magical 
letters of his degree as if they are his license to speak 
authoritatively on all matters. 

The classroom species of the pseudornorph is not limited 
to the intellectual snob. He has a country cousin who spe
cializes in magic. He ascribes exclusive knowledge and under
standing to himself which is not really exclusive at all. Parents 
are told, "Don't try to teach Johnny anything at horne; you 
don't use the right methods and actually have a negative 
influence on his learning. You do not have the magic which 
we have in school." If the truth were told, we would have 



to admit that most learning problems are �ade at school, 
not at home. Teachers posing as magicians of method are 
pseudomorphs. There is no magic, and few parents are so 
incapable that they make a neg-ative impression on the learn
ing of their rhildren when they are honesUy trying to help 
them. 

l onre knew a swarm of edueational pseudomorphs who 
had the notion that they didn't need textbooks to teach their 
classes. They tried to give the impression that they could 

store all the knowledge and ideas of great teachers in their 
minds. The organized thoughts, methods, and aids devised 
by others in the form of a textbook were simply not wanted. 

TI1ey were proud in their own coneeit and actually trumpeted 
abroad their great achievement,. "WE DON ' T USE TEXT
BOOKS .'' It's something like saying we don't use libraries, 
or we don't use other teachers', ideas, or thoughts, or meth
ods. Pseudomorphs? You bet. 

And then there is that sophisticated pseudomorph who 
turns up his nose at Christian textbooks. His criteria for 
judging textbooks is the amount of money the large publishing 
company spends on it and the four color pictures that grace 

its pages. Whethl,r its thought direetion is pra�matk, 
humanistic or whether it is Christian seems a minor matter. 

One wonders why he bothers with Christian education at all 
since its purposes all revolve a round this same ''minor 

matter." This pseudomorph is inclined to put his pseudo
sophistication before his eonvictions. I don't mean to imply 
that all textbooks labeled Christian should be unquestioningly 

accepted, but I do say that the reasons for rejection should be 
substantial. 

Of course it is true that we live in a day of veneers, a 
day of the reign of the pseudomorph in all walks of life. It's 
a day when the. politician who can be all things to all people 

gets elected and where principles are the common denominator 
of public opinion. Weliveinaday when ministers of the gospel 
of Christ no longer teach Christ as the Bible pictures Him, 

but as they conceive Him to be. We live in a day when we all 
mouth the principles of equality but practice the principles 
of snobbery and of class citizenry. We live in a day when 
some' 

who get fat on the misfortunes of the populace will mas
querade as those who serve mankind. We live in a day when 
the hunger for wealth has eaten up the desire to serve. Is it 
any wonder that in this day education has its pseudomorphs'? 

If any one group of people can be influential in chan�ing 
the atmosphere; if any group of people can make the climate 
of our environment unhealthy for the pseudoinorph, it is the 
Christian school teacher. First, he of all people should shed his 
pseudomorphic tendencies, recognize his limitations and short
comings, and present himself as he is and as he should be: a 
hard-working person who has no magic, no ax to grind, but just 
a sincere desire to see God's youth grow in the knowh!dge 
and fear of his Lord. In short, the CHRISTIAN teacher is not 
haughty, is not puffed up, is not a pseudomorph. He searches 
his classroom for those of like mind and tries to lead them into 
Christian school teaehing because he is concerned about re
placing all that is pseudo in life with that which is truth. 

� 

�ooks 

HOW CHILDREN FAIL, by Joh n Holt (Dell Publish ing Com
pany, 1964, $1.75 in paperback). Reviewed by Peter S. 
Uitvlug t, principal of the Battle Creek, M ich igan Christian 
School. 

ARE YOU A TEACHER WHO PR OMOTES "answer
grabbers" and "teacher pleasers ?'' Whether you are or not it 
would be well for you to read this book. The inform al and 
anecdotal method which the author uses in this book is enough to 
interest any teaeher. However, you may be disappointed in 
that 1\Ir . Holt does not organize his clinical studies into a neat 
list of educational and psychological norms. It is my thinking 
that this is done intentionally. The presentation is thought
provoking, The reader is left holding an educational bag irito 
which he must delve further. 

MR. H OLT LOOKS AT EDUC ATION WITH A CHILD'S 
EYE VIEW, ·:;e soon get the impression that as. teachers 
who use traditional methods, we are akin to those who ar
range marriage s  for their children. If our pupils would only 
see things our way they would understand what we think is 
best for them. The marriage of the child and le�ning does 
not involve romanc e or love at all. In fact, Mr. Holt indicts 
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the tr aditional te acher for promoting a distaste and fear of 
education, No wonder m any students elope into the realms 
of drop-outism. 

STRA TEG Y 

THE FIRST S E CTION OF THE B OOK POINTS out the 
str ategy that takes place in a typical classroom. Under the 
s ystem, te achers promote the basic obj ective of learning as 
being the correct answer . A pleased reaction on the face of 
a te acher shows that the answer given is correct and the pupil 
almost im mediately puts the problem out of his mind, If the 
response was incorr ect the student's thinking r evolves around 
finding an excuse or substitution for the mistake he has made. 

N OW MANY KINDS OF STR ATEGY DEVE LOP, It may 
be that the student will quick-guess an answer. Depending 
on his experience at playing str ategy and on who the teacher 
is, various methods c an be e mployed. Some students can ward 
off questions by w aving their hands as if they w�re bursting to 
tell an answer. Others find s afety in spe aking answ ers in a 
soft voice, hoping that if the teacher is tuned in to the corre ct 
response she will hear that response .  Other forms of strategy 
include mumbled responses or ambiguous wr itin g. Mr . Holt 
discusses some of these strategies in c linical detail .  You 
should not miss reading about "minimax", the "guess-and
look" and "plenty-of-talk" methods. Numeral and word 
shoving as well as the disquised blind gues s  are all a part 
of the student's str ategy. 

SOME TE ACH E RS ,  THINKING TH E Y  H AVE DECI
PH E R ED THE STR ATE GY, try their own, In response to 
this , students seem to have developed more and mor e com
plex str ategems . . A sort of ping-pong takes place in which 
nothing seems to be learned but better and more com plex 
str ategy. 

FEAR AND FAILURE 
MR. HOLT ASKS US T O  SU PPOS E  TH AT EVE R Y  

one of us is assigned ten pages o f  addition problems. They 
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are to be completed in a given time with no allowances 
for mistakes, or we lose our job. The anxiety that builds up 
"un der the gun" is enough to break down our coor dination 
and confidence. Yet, we expect this of our students. No wonder 
.even the most capable ones "crack'' under the strain, 

WHAT MR, HOLT TRIES TO TELL US IN THIS second 
section is the proper atmo sphere for learning must prevail. 
He states: ''Children who take time to see, and feel, and 
grip the probl e m  soon find that the answer is there ." Some 
ye ars ago Dr. C. Seerveld in discussing what a school ought 
to be rem arked that a classroom is a place where le arning 
takes place in a DELIBERATE, and LEISURELY manne r. 
We ought to ask ourselves time after time: Do I give my 
pupils the time needed to properly come to grips with the 
problems? Much of the failure that takes place in our chil
dren stem s  from improper learning atmosphere. 

ONE OF THE ACTIVITIES THAT PROMOTES POOR 
atmosphere is the penalty and reward system that teachers 
u s e. Mr. Holt goes into some detail on this m atter. H e  points 
out that if we observe a baby we \vill notice how he fondles 
his playthings. He will attempt to do things that are see mingly 
inconsequential. He will repe at his activiti es over and over. 
He encounters failure upon failure. But , he goes on contentedly 

and surely. We do not penalize him for his mistakes. In fact, 

we m ay think he is so cute that we point him out with pride to 
our friends. 

YET HOW DIFFERENT WE ARE IN THE CLASSROOM 
We do not tolerate learning via mistakes. We do not allow th� 
leisure of trial and error to be an avenue of learning. students 
m ust learn OUR way: m aking few mistakes and under the con
stant pressure and fear of being penalized for them. Mr. H olt 
wants us to ask ourselves: What am I doing to rid my students 
of the fear that inhibits learning? 

REAL L EARNING 

RETU RNING TO THE BAB Y WHOM WE DID N OT penalize 
for his mistakes , we find that le arning does take place. Surely 
the infant does not rem ain ignorant of the situations he en

counters. At times the progr ess m ay be slow, and then again 

ther e comes into view "something learned all by himself," 

The child learns often by the procedure that seem best to 
him, not to us . This is real learning.  As Holt describes it, 
"a child who has r eally learned something can use it, and does 
use it." Once the child learns to stack blo cks so that they will 
n ot fall he begins to group them so that they serve a purpose 
such as constructing a building. R eal learning makes the thing 
learned a part of the totality of life. 

Real learning leads to an understanding of what is being 

lea rned. Mr. Holt defines understanding thus: "I feel I under
stand som ething if I can 1) state it in my own words, 2) give 
examples of it, 3) recognize it in various guises and circum

s t ances, 4) see connections between it and other facts or 
ideas, 5) make use of it in various ways, 6) foresee some of 

its consequences, and 7) state its opposite or converse,'' 

HOW SCHO O L S  FAIL 

In a Canadian Christian school system in which I taught, 
provincial exam inations were administered to the ninth grade 
s tudents at the end of the year. Both teachers and students were 

acutely aware of this to the point that we would use previous 
year's exams to study for the new batch that would be dumped 
into the laps of the students the following June. It was nothing 

TO PAGE 31 COL. I 
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W h a t  La nguage 

Sh a l l  We Speak? 

Bernard P
_
ekeldert 

ONE OF THE IRONIES OF OUR TIME is that the means 
of communication are becoming more highly refined and sophis
ticated while we are witnessing the breakdown of man-to- man 
relationships. Although we continually develop techniques for 
b�her communication between men, the per son -to -per son rela
tionship suffers. We talk about the "lonely crowd." Conse
qently better communication is no guarantee of better relation
ships. 

You and I, as teachers and preachers, are engaged in com-' 
munication. The very nature of our work puts heavy emphasis 
on verbal communication. We are usually talking, employing 
words to teach others. The development of this mode of com
munication to a proficient degree is important for teaching; no 
one should minimize the power of the spoken word. 

There is another language, however, which is even more 
important. This language undergirds and transcends the spoken 
word. It is the most rudimentary and universal language of all. 
It is the "language of relationship." 

This language is the first we encounter. The mother 
speaks this language to her new born babe. At this point, 
verbal communication is meaningless; to a baby a murmured 
"I love you" are empty words. It is the tone and quality of 
voice, the tenderness or harshness of the touch, that communi
cates acceptance or rejection. This is also true later in 
life. I dare say it is that language you remember best from your 
early school days. I remember little of what my early teachers 
said. But those who influenced me most did so not primarily by 
their words, but by the personal relationships they maintained 
in the class. 

"'Certainly this emphasis on the language of relationship 
is nothing new for a Christian teacher. This is but a practical 
implication of the Incarnation. In the Incarnation God spoke 
the language of relationship. God came in the flesh and identified 
with us on a person-to-person basis. This personal relation
ship formed the foundation for later verbal communication. God 
first revealed his love in the Act. Only one who understands the 
language of this relationship really understands the verbal 
language God uses in Scripture. 

This had educational implications. Teacher.s meet chil
dren and adolescents on a continuing personal basis, at a most 
impressionable time of their li ves.lt is a period in which basic 
attitudes, value systems, and goals are being formed. Indeed 
a "philosophy of life" is being developed. But in educating to 
this end we may be in danger of over-emphasizing the verbal 
communication and under-estimating the powerful language of 
relationship. 

The term "Christian teacher" does not describe a place 
of employment; it is the description of the teaching person. It 
describes what we are, but also points to the nature of our 
educational relationships. I Corinthians 13 would be a good 
passage for every teacher and preacher to place over his desk. 

tMr. Pekelder, B.D.  Calvin Seminary, M.A. Northwestern 
University, is the chaplain at Calvin College. This is a 
resume ol a talk given to the Grand Valley Educators Club. 
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" • • •  though I am the most scintillating and exciting and 
provocative teacher, though I am brilliant in illustrations and 
imagery and puns, and have not love, I am a big noise.'' The 
Christian teacher may not try to ride through his professional 
career on the effectiveness of his verbal communication. Paul 
reminds us that relationships are much more crucial than 
words. 

In general this means that the teacher's growth in Chris
tian virtues and graces is as indespensable for excellent teach
ing as it is for personal sa):lctification. The conquest of personal 
weaknesses and the development of Christian character has 
far-reaching educational implications. 

It is also important to remember that we teach persons, 
not subjects. The most basic attitudes of life are learned from 
us, not books. A child's awareness that a teacher cares about 
him as a person is foundational for education. 

Particularly is this true in grade school where teachers 
are with the children for the entire day. Don't underestimate 
the trauma of the child who must have his tonsils removed 
during Christmas vacation or the deep fears of the child whose 
mother is undergoing surgery in the hospital. Do you realize 
what the birth of a new baby may do to your well-behaved first 
grader? I am told I became an ungovernable demon in the first 
grade when my sister was born. Fortunately a wise teacher 
sensed that my conduct was the desperate effort of a jealous 
boy to gain attention denied at home, and her short visit with my 
parents helped the situation greatly. 

This does not mean we are to pry into family affairs. But 
we are to be alert to the fact that the children in front of us are 
persons and we must relate to them in a personal way. We must 
take account of their individuality. Only then are we fully 
equipped to speak the language of relationship. 

Such relationships are fundamental, for example, in our 
exercise of authority. We all agree we must be fair and impar
tial. But in honesty we must admit we are all susceptible to 
some prejudice and arbitrariness. We can be petty and small 
persons ourselves. We can have it "in" for some student with 
whom we do not quite "click." At such times our exercise of 
authority can become extremely arbitrary. Then there is a 
breakdown of relationships, the m_ost significant language we 
speak. This not only undermines our exercise of authority, 
but also hinders our educational effectiveness. 

If this language of relationship is well established, we can 
have an openness of mind to questions, to varying opinions, even 
to a bit of "heresay.'' Questions reflecting religious concern, 
while verbally formulated, often arise from personal problems. 
Then no mere verbal answer is sufficient. We must sense that 
often we are not simply facing a problem about which we must 
talk, but are involved with a person to whom we relate. If we 
encourage questions, promote creativity, remain unthreatened 
by the perceptive objection or outspoken challenge, and remain 
firm and secure in our faith, we are establishing a relationship 
of mutual understanding and acceptance. Then l think we are in 
a real position to help, to educate. 

Finally, our personal faith in God and love for Him and 
others must be natural, spontaneous, pervasive. Again this is 
not simply a matter of verbal confession. It is rather a faith 
reflected in attitudes and values and judgements. There must be 
nothing synthetic or phony. We must be genuine Christians and 
relate to our students as such. 

What language shall we speak? Surely the language of re
lationship. It takes time to learn a language, whether native or 
foreign. We can spend a life-time becoming proficient in its 
use. The language of relationship must be learned and culti
vated no less. I have a feeling that the real success of our 
educational endeavors will be determined by how well we are 
learning thi� language. 



�COLLEGE FORUM 

Peter De Boer, Department Editor 

EDITORIAL 

IN THE LATE SPRING OF 1963 the administration of Cal
vin C ollege appointed a faculty Curriculum Study C ommittee to 
r e-examine the then present curriculum and propose all neces
sary revisions. 

In a preliminary report of its work, published in the spring 
of 196 4, the Committee noted that the general premises of 
the Calvin curriculum, first adopted in the early 1920's to 
help win academic recognition for the then "fledgling college", 
had "never been seriously reconsidered nor • • •  their appli
cation • • •  carefully evaluated"; the Committee felt such a 
general appraisal long overdue. 

The committee, in its first report, attempted to define a 
"Christian liberal arts education." In doing so, the C ommittee 
tried to make clear that they were not saying that Calvin C ollege 
ought to be exclusively a liberal arts college; rather, that the 
liberal arts (and sciences) when taught, ought to be taught along 
certain lines. In their attempt to focus on a Christian liberal 
arts education, the Committee rejected the notion that such an 
education was aimed at preparing a student to hold a specific 
occupation (though th� Committee wanted a liberal education 
to be useful). Nor should a liberal education primarily be an 
exploration of the problems of contemporary life, aimed at 
developing mature Christians (though the Committee wanted 
to see students matured for responsible Christian living). 
Nor was education properly focused on mere understanding 
and evaluating man's cultural products in the light of the Word, 
for such a view usually did not include the notion of creative 
contribution to culture; Christian liberal education ought 
to be creative. 

The Committee chose to define a Christian liberal arts 
education in terms of the scholarly disciplines which comprise 
the liberating arts and sciences. A discipline being the disinter
ested theoretical study of some aspects of reality, the disci
plines, argued the Committee, have their own distinguishing 
aims, concepts, and methodologies. The Christian scholar, by 
faith, is committed to an engagement with the disciplines. But 
because the Christian scholar is directed by the Word of God, 
his answers to fundamental questions about aims may be 
different from the non-Christian; such differences may affect 
not only the content of the disciplines, but the very way in 
which the Christian scholar pursues the disciplines. 

The Committee, in the face of its cmnmitment to a 
disciplinary approach to Christian higher education, concluded 

that any C hristian student in the twentieth century needed both 
a specialized knowledge of at least one discipline, and a general 
knowledge of many disciplines if he were to engage in a Chris
tian liberal arts education. 

In January, 1965, the Committee published a brief docu
ment outlining proposals for implementing its study, (A more 
complete document was published late in the same year.) A 
fundamental change was a course plan as contrasted with the 
semester-hour system. For eight terms, each full-time student 
would take approximately four courses each term.  The course 
plan, the report stated, allowed for achieving a number of 
desirll.ble goals: reducing the faculty course load per term, 
which would give the faculty more time for "scholarship"; 
increasing a student's ability to educate himself by decreas
ing the number of courses per term to which he would devote 
his time; allowing for flexibility in teaching methods, especially 
through supplementary work in library and laboratory. 

In addition, one of the more striking proposed changes 
was a course in "Christian Perspectives on Learning," de
signed to enlist all freshmen in the study of the relationship 
of their faith and Christian learning, Another was the prescrip
tion pf a basic curriculum or "core" required of all students, 
whether or not they were in the "liberal arts," to be "taken" 
largely in the first two years at Calvin. 

The college year 1966-67 was one of further study by 
the various departments of the proposed changes, and planning 
on the departmental level for implementation. Many students, 
though not nearly all, enrolled in September, 1967, were 
"under" the new program; all were on the new schedule. 

At this moment it is difficult to evaluate the changes 
that have been introduced. No one is really certain that the 
new is necessarily better than the old. It appears, however, that 
a number of faculty members are "from Missouri." Others, 
under the influence of a heady cup of coffee, have disparaged 
some of the innovations. Others, to be sure, enthusiastically 
endorse the program and its ideals. But no one, on the faculty 
or close to the faculty, has thus far written ANY KIND of a 
critique of the report of the Study Committee, still less written 
criticism of some of the fundamental EDUCATIONAL assump
tions at work in the report. 

"College Forum" is therefore pleased to present to its 
r eaders the following article, written by Lester De Koster, a 
member of the Calvin faculty.  Dr . DeKoster's provocative 
argument, we trust, will call forth rejoinders as constructive, 
we judge, as his is. P. D.B. 
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Commen t on C H R I ST I A N  L I B E R A L  A R T S  E D U C A T I O N  

L ester De Kostert 

. . . .  The aim ol Chris tian education must be to 
prepare the student to live the lile ol faith in 
contemporary society. This means that he must 
understand this society. 

. . .  The primary locus on a Christian liberal 
arts education should be on teachers and 
students together engaging in the various disci
plines, directed and enlightened in their 
inquiries by the Word ol God. (Christian L iberal 
Arts Education, pp. 37, 45). 

I .  
IF I MM ANUE.L KAN'1' was correct in declaring that 

"the greatest and most difficult problem to which a man can 
devote himself is to the problem of education, "  then it must be 
added that these difficulties are compounded by prefixing the 
qualifying adjective "Christian " to the term "education." 

It is noteworthy, in this connection, that Calvin did not 
call his Genevan Academy the CHRISTIAN Academy of Geneva, 
and that the title of Cardinal Newman's famous lectures "On 
University Education,'' is THE IDEA OF A UNIVE RSITY, not of 
a CHRISTIAN University. The Library of Congress classifies 
' 'Christian school' ' as Sunday School, and even our forebears 
cautiously called their educational institutions " School for 
Christian Instruction." Nor did the founders of Calvin College 
choose to call it Calvin CHRISTIAN College. 

Implicit in this long history of reticence to attach the 
qualification "Christian'' to the concept "Education" is a 
sensitivity to the difficulty, if not the impossibility, of giving 
a generally persuasive and satisfying account of what modifica
tions are introduced into a concept-- EDUCATION--already 
ambiguous by virtue of its own problematics, when prefixed 
to it is the attributive CHRISTIAN. For if the definition of 
the term "education" be difficult, what of the definition of 
"Christian' ' ?  

Apart from this theoretical problem, he who wishes to 
define "Christian education" in terms of a curriculum faces 
the additional difficulties implied by the complex relations 
between "education" and survival in our highly structured 
society. Undergraduate collegiate curricula must be respect
ful of entrance requirements to graduate and professional 
schools, just as secondary curricula must be disciplined by 
college entrance requirements. Whatever theoretical definition 
is given, therefore, to the term " Christian education,' '  it 
must accept, if not imply, admission to its curriculum of 
certain pre-college and pre-professional courses. And no 
doubt the school which, on the basis of its own theories, went 
too radically on its own way, would threaten the acceptability 
of its graduates at higher educational levels. were tile con
junction of CHRISTIAN and of E DUCATION to mandate a 
curriculum far out of step with prevailing content and sequence 
requrements at the next higher educational level, that Christian 
School would no doubt be bravely under-pupiled and under
staffed. This might become a real test of the sincerity of 

tMr. De Koster, Ph.D. University ol Michigan, is Director ol 
the L ibrary and Professor ol Speech at Calvin College, 
Grand Rapids, Michigan. 
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·' such a school' s supporters, but there are few if any who, 
outside the Amish, aside from rhetorical nourishes at convo
cation time, really mean to go their own, principally-mandated 
way in today's educational labyrinth. The high school cur
riculum turns out to require what the colleges will accept, 
be it without excess enthusiasm; and the college curriculum 
is not blind to what the universities view as minimal. These 
become the curricular limits within which Uleory may have its 
way. 

When, therefore, a Calvin College Faculty Committee under
took to define the Foundations of a CHRISTIAN LIBERAL ARTS 
EDUCATION, and to base a curriculum · upon these, it chose 
to wrestle not only with the "greatest and most difficult 
problem to which a man can devote himself," but it accepted 
the added burden of qualifying that problem with the attri
butives "Christian'' and "Liberal Arts." The arena in 
which this wrestling was performed was bounded by four 
years in time, and by graduate school entrance stipulations 
in depth. 

The Committee' s RE PORT- - I  shall also call it their 
DOCUMENT hereafter for variety' s sake --entitled, CHRISTIAN 
LIBE RAL ARTS EDUCATION, achieved i.n the first instance 
the notable accomplishment of stimulating the Calvin com
munity to conduct a comprehensive evaluation of its own goals, 
methods, and curriculum. This the REPORT could do because 
it is a serious, sustained, and closely reasoned address to the 
problems whose difficulties I have already underlined. As 
was inevitable, ti1e DOCUMENT did not speak the whole mind 
of everyone who participated in the exhmsive Faculty dis
cussions based upon it, including that of the writer of these 
lines. But I advance now certain c riticisms of the RE PORT in 
the spirit of promoting further eluc idation of its significant 
contributions to the basic question which engages us all: 
how to school our children after the mandates of our common 
Lord. 

I I . 
I think I detect two lines of argument running through 

the REPORT, one a constructive contribution to the theory 
of Christian Education, namely that it is essentially prepara
tion for life as a Christian in all the myriad "situations" into 
which men are cast. This, which I should not hesitate to call 
"pragmatic" or "instrumental' ' approach is, I think, the only 
one which could be true to the mirid and work of Calvin. The 
second line of argument thinks in more esoteric terms, both 
as regards the ' ' Liberal Arts" and "Christian;" and were, in 
my judgment, the RE PORT purged of this, it would serve us 
all better. My remarks are directed, then, to the discrimina
tion of these two lines of argumen,t, and to the critique of ti1e 
latter. 

It is to be regretted, if discussion is to be most fruit
ful, that the DOCUME NT makes no explicit definition of its . 
conception of EDUCATION. Perhaps another issue of the RE
PORT, or its publication in more permanent form, will make 
good this oversight. One reads on page 2 the following: 

It is in the context of a �ature understanding 
of the Christian religion tha:t a' Christian college 
must impart to its students the knowledge, under
standing, methods, and skill� necessary for living 
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and working in the Kingdom of God as this is 
manifested in contemporary society. 

Presumably this allows the influence that the DOCUMENT 
assumes EDUC ATION to be the PROC ESS, or the RESULT, of 
IMPARTING to students " knowledge, understanding, methods, . 
and skills .  • • ." other sentences might be quoted to sub
stantiate the conclusion that the DOCUMENT does conceive 
of EDUC ATION as IMPARTA TION. The teacher presumably 
imparts; the student imbibes. 

If this is indeed the view underlying the DOCUMENT-
and the point is worth clarification--then a com m itment is 
made to a conception of E DUC ATION which requires elucida
tion and discussion. Is, for example, IMPARTING by it
self genuinely pedagogical ? Does not the fact, experienced 
by all teachers, that we learn our subjects thoroughly �nly 
after, or as, we teach them--that is, as we impart, NOT 
imbibe-- of any importance in defining what we mean by 
E DUCATION ? still more, does not Calvin' s conception of 
' 'wisdom" as essentially the experiential fruit of active 
response to the Truth, ENCOUNTERE D rather than im
parted, PE RSONAL rather than formal, qualify in signifi
cant ways the conception of genuine, and Christian, E DUCA
TION, and point away from the notion of IMPARTING ? 

The RE PORT will serve its purposes better, I am 
saying, when it undertakes to define Us own conception of 
E DUCATION. 

And, though I do not wish to linger on this formal 
matter too long, the RE PORT ought also, I think, to correct 
its abdication of responsibility for a definition of a key term 
in its title and contents, namely LIBE RAL ARTS. we read: 

What everyone who uses the term agrees on-
and perhaps this is the only thing everyone agrees 
on- - is that a liberal arts education is one which 
is not aimed at training the student to hold down 
som e  specific occupation. Accordingly, when we 
speak of 'liberal arts education' in the discussion 
which follows, whether in presenting our own 
views or the views of others, we v,ish to be under
stood as· meaning non- vocational and non-profes
sional education. A liberal arts education, we 
are convinced, can be of great utility to men in 
their vocations and professions (pp. 1- 2). 

The definition of a key term by negation, I repeat, is 
an abdication of responsibility to productive discus sion. It 
does leave the DOCUMENT free to define any curriculum it 
v.1shes, so long as it is non- vocational, as a Liberal Arts 
curriculum; but the title of the RE PORT might less ambiguous
ly be, then, CHRISTIAN NON- VOC ATIONAL E DUCATION. 
Because, in fact, as the writers of the RE PORT are well 
aware, the concept " Liberal Arts " does have a long and 
relatively stable history. The Liberal Arts were for centuries 
divided into TRIVIUM and QUADRIVIUM, however the con
tent of these divisions was modified by accretions in knowledge. 
Moreover, and what is in this connection of crucial importance, 
in the relation of TRIVIUM to QU ADRIVIUM was involved not 
only a pedagogy but also a conception of the highest end of 
Man and of the means to achieve this end. " My aim ," writes 
Quintilian, "is to produce the good man, speaking." His 
means: the Liberal Arts ! 

Classicism, the fount of the Liberal Arts tradition, 
"aimed at producing, " says H. I. Marrou, "a man." It means 
to this end was Education. The tools of this Education were the 
Liberal Arts . Is this conception echoed when the DOCU MENT 
before us says : 

It (a liberal arts education) does not point toward 
the scholar' s life, nor the diplomat's, nor the 
clergymen's, nor the banker's. It points toward 
human life (p.2). 
At issue between the Reformation and the Renaissance, 

and coming to expression in Calvin' s DE SC ANDALIS, is 
precisely the question . if, (1) the HUMAN can be defined in 
classical terms, and (2) if the traditional ' •arts'' are competent 
to evoke the HUMAN when it has been understood.. On both 
scores, Bohatec points out, Calvin rejected the ' 'liberal arts" 
tradition. He rejected, further!_ �he amalgam of the ' 'liberal 
arts'' and the "Christian' ' traditions attempted by Johan 
Sturm in the Academy of strasbourg--where Calvin himself 
was a teacher during his exile from Geneva--to produce 
"the learned and pious Doctor, speaking well." 

I am not suggesting that the REPORT does define the 
"human' ' J,n classical terms. On the contrary, I am inquiring 
if its casual combination of " Christian' ' and " Liberal Arts" 
in both the title and the language of the .DOCUMENT does not 
in fact ob�cure a tension which it would be highly profitable t,o 
explore, the more so because the Document asserts : 

The conspicuous need for a strong Calvinistic 
liberal arts program • • •  (p. 2). 
Apart from the question of fact as to how "conspicious" 

a need there is, and by whom so recognized among us, this 
sentence combines what Bohatec argues that Calvin set asunder; 
and this remains true, I think, even if one accepts the DOCU
MENT' s negative definition of the Liberal Arts. Nor does one 
find, I believe, any validation in the DOCUMENT or the right to 
call ITS curriculum, or even the "Core" of that curriculum, 
"Calvinistic." 

In short, light will be shed upon our pedagogical approach 
and upon our pedagogical problems if we discuss in inore de
tail than the RE PORT could afford, the tension inherent between 
the meaning of "Christian" and of "Liberal Arts" when 
applied to E DUCATION. If, for example, we retain for the 
term "Liberal Arts" its historical content as a mode of 
evoking the ' 'human'' in Man, a tension arises between this 
and the "Christian" mode of evoking the ' 'human "  in us. 
If, on the other hand, we empty the term " Liberal Arts" 
of its historical denotation to avoid this problem, then why 
not speak directly and precisely of "Christian Non- Vocational, 
Non-Professional Education" ? 

I I I .  
A "Calvinistic " alternative, I think, would be to under

stand by ' ' E DUCATION" what Calvin sought to accomplish 
through the very life of the whole city of Geneva, namely 
growth in �dliness1 which is "wisdom,''  and then to under
stand by "TRAINING" what Calvin intended should be ac
complished by the Academy as a vocational contribution to 
the life of the whole. 

Swayed perhaps by this "Calvinistic" utilitarianism, 
the RE P ORT does not sustain throughout its pages a con
ception of purely "non-vocation" Education. The reader 
will have noticed, perhaps with surprise, that in the very 
paragraph where the REPORT specifies " Liberal Arts" 
Education as "non-vocational and non-professional, "  quoted 
above, the next sentence attributes to this kind of Education 
a "utility." 

It would be inadequate explanation of this phenomenon 
to suggest that the RE PORT is early aware that the quilstion 
is going to be posed: Why should the Church sponsor ' 'non-
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vocational and non-professional" Education ? and is thus 
before- hand with an answer. It is more likely that the Calvin
istic consc ience cannot really concur in Newman ' s  conclusion 
that knowledge is simply an end in itself. To make any 
created thing an end in itself is to practice idolatry, and the 
Calvinist is sensitive to the fact. The RE PORT is, there
fore (and happily) restive with advocating just "non
vocational and non-professional' ' EDUCATION as if the ac
cumulation of knowledge, or the training of the intellect, 
could be justifiable ends for a Calvinistic conscience. 

But this decision for • •utility" decisively discrimi
nates the RE PORT from the conclusions attained in Newman's 
IDE A OF A UNIVE RSITY, unless I misread the RE PORT. 
Newman says : 

' 'That alone is liberal knowledge which stands 
on its own pretensions, which is independent of 
sequel, expects no complement, refuses to be 
INF ORME D (as it is called) by any end, or 
absorbed into any art, in order duly to present 
itself to our contemplation'' (p. 88, Everyman's 
Edn.). 

" All that I have been now saying is summed up 
in a few characteristic words of the great philoso
phe r. 'Of possessions,'  he says, 'those rather are 
useful which bear fruit; those LIB E RAL WHIC H 
TEND TO ENJOYMENT. By fruitful I m ean, 
which yield revenue; by enjoyable, where NOTHING 
ACC RU E S  OF CONS E QUENCE BE YOND THE 
USE' " (p. 89, IBID.). 

When the REPORT opts for "utility, " it rejects both 
AristoUe and the schema .erected by the great Cardinal upon 
Aristotelian precepts. For the REPORT declares, in language 
as unacceptable to Newman as to ArtstoUe: 

The aim of Christian education, then, will be to 
train the student to live the Christl!m life (p. 33). 

Very good ! But why, then, label THIS kind of Education 
with a term- - " Liberal Arts''-- long associated with New
man ' s  conception of it? If the purposes for which Calvin 
College is maintained do, because they are ultimately utili
tarian, discriminate it from other " Liberal Arts" colleges, 
this need not be deplored, nor be camouflaged. we are what 
we are in order to perform as best we can God' s work in the 
world. If our conception of that work is not appropriately 
labeled "Liberal Arts" except by evasive definition of the 
term, might it not best be said plainly? 

For, a curriculum which is, in fact, carefully designed 
to TIMIN--and the term is important, too--not the intellect 
as an end in itself, nor even the "good man" as an end in 
himself, but to train "a wide range of young people for 
living the Christian life in contemporary society, " (p. 64) 
is misnamed by the designation ' ' Liberal Arts.' ' This is so 
even if we acc ept the RE PORT' S negative definition of the 
term, for an Education designed to train for the Christian 
life in the myriad callings of the educated can only euphemis
tically be described as ' 'non-vocational and non-professional." 
I know that the RE PORT seeks to avoid a curriculum specifically 
oriented to specific occupations and professions. But the 
term " Liberal Arts" certainly implied for Newman, as it 
did for Aristotle, MORE than THIS discrimination, by sug
gesting, instead, the life of leisured study, or the training 
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of the mind, or the cultivation of the Self -- AS U LTI MATE 
ENDS ! Inasmuch as the · REPORT does NOT subscribe 
to this view of Education, a te rm other than " Liberal Arts'' 
in its title, and throughout its " Foundations, ' '  would do 
much to remove litUe ambiguities of expression and meaning. 

I V .  
Involved also is, or may be, a matter of pedagogy. 

Are courses taught for the sake of "utility' ' the same in 
technique, in content, and in desired outcome as would be 
those same courses taught as ends in themselves under 
the rubric of the ' 'liberal arts' ' ?  The question is at least worth 
discussion. 

One thinks, in this connection, of the Reformers' insistence 
upon the teaching of the classical languages. Is this evidence 
that the Genevan Academy of Calvin was a "liberal arts" 
school ? Not if Bohatec be correct. were the languages taught 
as ends in themselves? No. Were they taught as a means to 
"culture" ?  Not likely. As vehicles for training the intelleCt? 
Improbable. They were taught as TOOLS for exegesis ! 

Calvin did not suppose, so far as I can determine, that 
st. Augustine would have been more "liberally' '  educated if 
he had been schooled in Greek and Hebrew, as he was not. 
But Calvin was sure that, had Augustine been so trained, he 
would not have been misled by Jerome's mistakes in the Vul
gate, because he would have compared Jerome, as Calvin him
self did, with the original. By tlle same measure, if the Re
form was to prosper, the ministry must be trained to handle 
the classical tongues, not as ' 'non-vocational and non
professional" instruction, but as Marx was later to phrase it, - - -
as ' 'weapons in the struggle for life." And it seems likely, 
at least worth exploring, if courses deliberately set in a 
utilitarian context do not undergo significant changes from their 
postures in a ' ' Liberal Arts" context. 

It may be, also, that the conception of the "Core" cur
riculum would undergo some modification if it were expressly 
set in a utilitarian context. And this opens another evaluation 
of the RE PORT, namely of the relation between Part I, " Founda
tions • • •  " and Part II, "Curriculum • • •  " 

v. 
Much of the justification adduced for the choice of a course 

as part of the curriculum, in Part n, is based upon the relevance 
of that course for orientation to the modern world. In view of 
the objective announced in Part I, namely to train young people 
for Christian service in their time and place, such justification 
is both reasonable and relevant. It might be wished that there 
were explicit lines of inference leading from specific premises 
in Part I to the selection of speeific courses in Part II. The 
absence of such chains of implication may reflect the inherent 
impossibility of discerning them, indicating the great difficulty 
of the problems involved; or this absence may indicate the 
desirability of further discussion among us of the relationship 
between our " Foundations ' '  and our practice. It would be un
fortunate if the vantage points achieved by the RE PORT should 
remain unelaborated by continued investigation and study, 
designed to enlarge and, where necessary, to amend the DOCU
MENT. 

I think, as indicated above, that a second strand of argu
ment adduced in the ' ' Foundations • • • " ought to be amended. 



To suggest what that strand is, let me take one step away from 
the RE PORT. 

It is natural that advocates of ' ' Christian" Education 
should feel obliged to present apologia for their convictions . 
we have been discussing one such apology, namely that an 
education me rits the appellation ' ' Christian" if it be de signed 
deliberately, and knowledgably , to train students for Christian 
servic e .  But i t  is obvious that this leaves open the question 
whether the attributive " Christian" when prefixed to 
E DUCATION does not also imply specific characteristics of 
the pedagogical process itself. Might not, otherwise, say, the 
Education be "neutral' ' even though its use be "Christian" ? 

It may first of all be replied that if, in fact, the utilitarian 

design of the curriculum, in te rms of the kind of service en

visioned, governs that curriculum and its pedagogical applica

tion then the courses will betray their orientation from the 
' . 

beginning. This is a question which, I have suggested, ments 

investigation. 
It may further be argued that the "perspective''  which 

governs both the life on campus and the learning in the class
room, if a ' 'Christian" perspective, will in ways both definable 
and indefinable, make for "Christian" pedagogy. To this end, 
it may be observed, the RE PORT prescribes a course entitled 
' 'Christian Perspectives on Learning" for all Freshmen, both 
to acquaint them with such Perspectives and to alert them to 
what transpires around · them as they move from course to 
course. Whether in fact such a course does not become one 
in "Christian Perspectives on LIFE" instead of on " LE ARN
ING' ' rema ins to be seen. Whether or not, in a curriculum 
designed to train for service, another course in ' ' Perspectives 
on Christian Service' ' would no� also have a role to play is 
at least open to discussion, the more so if it be true that, in 
Calvin' s terms, the truly "hu man" can be evoked only in and 
through service of God to the good of man. Such SE RVIC E, 
then, ought to be,  from the beginning, an intimate part of  a 
"Christian " curriculum, carefully practiced ON C AMPUS by 
teachers and students alike . If the "com munity of scholars" 
is the Liberal Arts ideal college, the "communion of saints" 
is the pragmatic Christian ideal. 

But there is always the te mptation to insist that there is 
something so unique about "Christian" education as im
mediately to justify its practice .  This temptation comes to 
expression in the RE PORT in the form of the argument, not 
unknown among us, that all of life is "religious." This means 
that all of life is, as the RE PORT puts it, "response to God" 
(p. 32). The next, and inevitable, step is to maintain that be
cause response is never neutral, it can only be either in "obed
ienc e" or in "disobedience. "  

If, now, the process could b e  halted here, placing upon 
the student the imperative that he conform his life to "obed
ience , "  then the theory would lend support to the general 
thrust of the RE PORT, and simply admonish the student-
and the teacher-- to respond "in faith" as he prepares 
for servic e, and as he serves. 

But having theoretically divided the world into sheep 
and goats, the temptation is irresistible to designate which, 
among human agents and institutions, is which. "Finally, " 
says the Report, on page, 48, 

in those disciplines in which we study the in
stitutions and creations and activities of men, 
what we as Christians also aim to uncover and 
discern is the religious perspective, the mind, 
behind all those cultural products. This, indeed, 
is one of the most important results we are 

looking for in such disciplines .  For, a fact of 
great significance about a man's cultural en
deavors is that they are the expression of his 
religious allegiance and dogmas. What eminently 
deserves investigation, then, in our consideration 
of human products--whether these be economic 
institutions, political arrangements, works of art, 
philosophical systems, liturgical practices--is the 
spiritual kingdoms which inform and pervade 
those products (p.48). 

If in fact the RE PORT itself took cognizance of this "im
portant' ' result of a ' 'Christian ' ' education, it is to be wondered 
why the ' ' mind'' which comes to expression in the " Liberal 
Arts" was not discerned and disavowed. Moreover, it is to 
be inquired, on this position, whether the ' ' Core" curriculum 
as a concept, and the 4- 1-4 division of the school year as a 
pedagogical theory, stem from the ' 'mind" of obedience or of 
disobedienc e. And it may be asked if the conception of the 
''discipline '' so carefully worked out in the RE PORT has its 
roots in the ' ' Christian" or the non-Christian "mind" -
assuming tha.t as between these alternatives there is no third 
option. Or, once more, might it not be inquired, in all sin
cerity, if the RE PORT itself reflects a " mind," and if so which 
of the two pos sibilities ? And, then, of what ' ' mind" might those 
be who reject part or all of the DOCUMENT? Or, to go no 
further, of what "mind" is the position which rejects the one 
I am now c riticizing? 

These are not facetious questions . They arise from the 
conviction that it is pedagogically unsound to aim at the dis
crimination of the world into "obedient" and "disobedient" 
MINDS and their cultural products . It is, further,  questionable 
what is implied by talking, as the RE PORT allows itself to do 
once or twice of "the man of sin, ' '  as applicable to any human 
being. 

It is, moreover, at odds with the thrust of the RE PORT 
which opts for Christian service, to be trying at the same time 
to produce ' 'judges''  of cultural products and institutions they 
barely understand, and that from the outside. The JUDGE is 
rarely much of a Participant.  He seldom finds an institution 
worthy of his energies. Get a student into the habit of trying 
to ferret out, if he can, the "mind" of the Red Cross, or of 
the Republican Party, and how likely is it that he will attempt 
at the same time to put that organization into Christian 
service--yet it is for this end, presumably, that he is to be 
trained. 

There is, of course, a prudence for which Calvinism 
has long been noted. Discrimination is the basis of evaluation, 
and indispensable to conduct. But there is a wide gap between 
prudent calculation of where one' s energies can best be 
spent, and the attempt to divide the world into faithful and 
apostate cultural products. 

It is of no contribution to the essential thrust of the 
RE PORT that this highly abstract argument be included. 
No curricular guidelines flow from it. The RE PORT will 
be · more clear and consistent without it. 

But all this has been argued, in other contexts, be
fore. It has been the substance of some discussion among 
us of "separate organization, " and it is no more useful 
here in e stablishing the ground for ' 'Christian" Education, 
than it ha s been in implying other institutional formulations. 

In conclusion, the RE PORT is essentially a constructive 
effort to deal with very complex problems. · It merits con
tinued discussion as well as a note of commendation to the 
Committee for long and arduous effort. 
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SOCIAL SCIENCES 
"' 

Burnie Wiersma, Department Editor 

EDITORIAL 

HOW OFTEN DON' T WE HEAR THE C LICHE' " First 
impr essions ar e lasting ones " ?  And so it is regarding much 
of what we teacher s attempt to impart. How m any times don 't 
we meet a seemingly built-in antipathy toward le arning in cer
tain subj ect areas ? The very name of some subjects elicits 
responses from students hardly indicative of a healthy desire 
to immerse themselves in this new endeavor . Much of the 
aversion shown m ay be only the result of an older brother 's  
o r  sister 's assess ment 0f the subje ct. However, some of  the 
appar ent lo athing m ay be a result of the student's initial 
contact with the material. The 'blah '  attitude m any students 
h ave caught may be the result of what we as teacher s have 
done or not  done.  

It then beco mes incumbent upon us, as teachers,  to 
introduce any new course cautiously. How can we preclude 
the development of a poor attitude toward le arning in a cer
tain field? There ar e, perhaps , m any answers,  and in the case 
of certain students we m ay not be able to eliminate poor 
attitudes .  It should be a tr uism, however, that we begin with 
w h at the student knows .  We must never dis count the pleasure 
of  recognition. We adults are always more c�mfortable 
discussing what is e asily comprehensible ; how much mor e 
isn 't tl]is . true of childr en ? 

And so in S o cial Studies we sometim es introduce our 
courses citing facts and concepts which appear to the student 
to be from another world, and these events and ideas r apidly 
become incomprehens ible . A child's dislike of histor y may be 
due to his inability to gain a feeling of per sonal involvement. 
Possibly the . most important reason for the ineffectiveness 
of history in the classroom is our inability to invest history 
w ith an air of r eality. 

One r eal possibility of instilling reality into history 
was m ade clear at a recent convention of the M ichigan 
H istor ical Society which this writer was pr ivileged to attend. 
The purpose of the se ction �ls presented was to emphasize 
the importance of and interest inher ent in the use of loc al 
histor y.  We are, it was stated, most inte rested in those 
things which ar e closest to  us.  

Which of our students do not know the names of many 
of the m ain str eets in our towns ?  How m any, however, know 
that in m any cases these stre ets bear names of e arly pioneers 
who helped settle the neighborhood? 

How many local parks ar e not studded with statues ,  
historical m arker s ,  etc . ,  which i n  most cases ar e better 
known to the birds than they ar e to the children we teach ? 

One of the most gr atifying experiences . we c an have 
is to  be able to  associate events of the past with what we 
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ar e alr eady familiar . I w as amazed to discover that the 
route which I cover fr om home to · school each day in about 
f ifteen minutes w as at one time tr aversed by a stage coach 
which took thr ee and one half hours for the s ame trip. I 
w as equally i mpres sed with the knowledge that not too far 
from our home an e arly fur tr ader was knifed to death by an 
irate Indian whom he had cheated. 

We ought to give our students , parti cularly on the 
lower levels, the pleasur e of wisdom before the fact. We 
should n ever hesitate to use all the local lor e we can. Most 
of the children ar e much mor e familiar with the local s c ene 
than we realize. We should utili ze their natur al interests to 
engender an interest in the past, and only then should we 
bro aden out to enlar ge their hor izons and vistas . Most 
t extbooks, because of th eir national distribution, cannot m ake 
use of this method. 

M any of us may be teaching in com munities with which 
we ourselves ar e grossly unfamiliar .  We all are limited in 
terms of time by family duties and a host of other demands 
constantly being made on us . Wher e can we go to familiarize 
our selves with the raw m aterials we need to hav e ?  

The town library i s  the best place to begin . It ' s  amazing 
how many pamphlets, booklets, chronologies, etc. , one finds 
de aling with str ictly com munity history.  In one two hour 
stint in our local libr ary, I found enough m ater ial to stimulate 



dis cussion in several class sess ions if I choose to use it. 
Don't lim it your self to the l ibrar y ;  we are sur roun ded by 
oth•�r sourc es whieh c an be tapped with a m inimum of effort. 
Most ar eas have loc al historical so cieti e s ,  the m embers of 
which ar e constantly engaged in r esearch on com munity levels . 
C entennials and other c elebrations are usually accompanied 
by a spate of m ater i al of h istor ical interest. Local museums 
usually contain sections devoted to area history. D aily new s 
p apers r egularly contain ar ticles dealing with material o f  

t h i s  natur e. Even c e m eteries sometimes can be helpful in 
gaining a knowledge of provincial histor y . 

Local history, th en , can be us ed at lower levels to 
beget an appreciation of history in gener al . In the upper 
gr ades it can also be useful, but, perhaps ,  in a differ ent 
m anner . Every village or com munity off ers itself as a 
s ieve through which bro ader history can be str ained. No national 

� 

�ooks 
GOD IN AMERICAN HISTORY, by Beniamin Weiss {ZonJer
van Publishing House, Grand Rapids, Michigan, 1 966, 
$4. 95). Reviewed by John De Jager, teacher ol social 
studies of Grand Haven, Michigan Christian Junior High 
School. 

"IS CHRISTMAS UNC ONSTITUTIONAL?" was an article 
printed in a daily newspaper r ecently which would cause many 
C hristians to be disturbed and alarmed. The article r elates 
s e veral incidents wher e acknowledgement of the C hrist of 
C hr istmas on tax support ed property was declared unconsti 
tutional o n  the basis of the Fir st Amendm ent t o  our C onsti 
tution. Singing of Christmas carols in a public school assembly, 
constructing a nativity scene on the C ity Hall lawn, placing a 
lighted cross in a municipal park are all activities deemed by 
some A m ericans to be a violation of their r ights. 

Mr. Benjamin Weiss would view this a s a contradiction 
of our heritage. He show s quite clearly in GOD IN A M E RIC AN 
HISTORY, that America not only has a " r eligious heritage" 
but more importantly a clear thread of refer ences to God. 

The author begins with our very conc eplion, pointing 
to the r efer ences made to God and to His providential care 
by the early settlers in such docum ents as the MAYFLOW E R  
C OM PAC T and the FUNDAM ENTAL ORDE RS OF C ONN ECTI
CUT. The early s ettlers found their lives with all their 
desires and motivation intricately conn ected with a belief 
in God and a reliance on Him . This is r ecognizably a legacy 
of Europe. This line of thought is continued in A merica as 
we develop our nation. 

To support the view that this religious heritage is a 
continued motif in Amer ica, Dr. Weiss dir ects his r eaders 
to the DECLARA TION OF INDEP ENDENC E which expr esses 
this theme. In these words : "And, for support of this declara 
tion, with a fir m relianc e o n  the protection o f  Divine Providence 
we mutually pledge • • • •  " (page 40). The author al so sees this 

ev ent o c curs which do es not have local r epercussions . Som e-· 
t i mes our understanding of n ational events is based on 
str ictly provincial r e actions.  Our interpr etations of such a 
n ational phenomena as ' B l ack Power ' ;  our r eaction to hippi e s ; 

or our concept of the w ar in V ietnam is to a large degree 
deter m ined by tho s e  with whom we come in contact. 

In another sen s e ,  our understanding of n ational history 
c annot be complete without reali zing that some nation al 
movements, ideas,  etc . , are but m anifestations of a col
l e ctive notion which is bro adly based on c o m m unity opinions 

all over the country. 
Let's instill a sense of r eality in our teaching of hi story 

by using m aterial of which the s tudents ar e alr eady aw ar e. 
Perhaps in this way we c an implant the s e ed which will de 
velop in to a lifelong interest in the past, both local and na
tional . B. w. 
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C hristian heritage continued by our presidents from George 
Washington to Lyndon Baines Johnson. Our presidents r ecog
nized this Christian heritage as they made r efer ences to it in 
their inaugural addresses, in the speeches made before the 
Congress and in letter s  written to friends and subordinates . 
This section dealing with the presidents is the longest and 
most interesting. The author shows a thr ead of continuity 
in recognizing God by our highest elected officials. Whether 
they truly accept this belief as a personal conviction is 
another matter and the author leaves this well enough alone. 

Dr. Weiss has accumulated r eferences which our state 
governments have made to God. Looking at the State C on
stitutions he found that in all fifty states expr ess ions of faith 
in Almighty God have been made. He points out further that 
these expr essions wer e  not emergency statem ents but were 
made with deliberate care. These statements have become an 
expres sion of the faith of the A merican people. (page 155). 

Faith in God has been expressed by A mericans in in
scriptions they have placed on public buildings and monu
ments. The Capitol Building, the Supreme C ourt building, 
the Washington Monument, and the Tomb of the Unknown 
Soldier are cited as public buildings containing inscriptions 
expr essing faith in God. Because of these many inscriptions 
of faith in God, Dr. Weiss states that it is clear our nation 
has r ecognized that the source of our strength is and has 
been God. 

Faith in God ls also expr essed in songs which Americans 
s ing: Ouzo national anthem, "My C ountry ' Tis of Thee," and 
"America the Beautiful" are examples used by Dr . Weiss to 
mustrate this point. 

Thts c ollection of documentary material is very useful 
and we as Christians and Americans do appr eciate the efforts 
made by high ranking officials of our country to express re
liance on God. This boof should be r ead by anyone interested 
in America's r eligious and political heritage. 

Ther e is a word of caution to any r eader , however. We 
must remember our heritage is based upon mu ::h more than 
words, docum ents, �nd monuments. What Americans have 
done is considerably more important. How A m erica has 
lived with herself and with others in this complex world is 
also our heritage. 

Sex Educa ti o n  i n  O ur School s.  

H oly G rou nd? ( I l l )  t 

Dr. A. Vander Maas 

The booklet " God's Temples" , by William C. Hendricks, 
discusses the need for self-control in part three. It starts out 
by stating clearly that " the first and most important r eason 
why we should control our sexual behavior is the same as the 
r eason for controlling all of our thoughts, words and deeds : 
God commands us to do so" (page 50). In the following two 
pages it then deals with what could happen if this com mand-

t This article originally appeared in THE CHRISTIAN 
SCHOOL HERALD and is used with their permission. 
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ment were not followed up. It mentions many of the fearful 
and sad possible consequences and, ironically enough, goes 
on to dis cuss m ethods of birth control by which several of 
thes e consequences can be avoided. 

It is undeniably true that the trespassing of God's com 
mandm ents may result in punishm ent in this life. This may 
certainly be stressed, also in the area of sex, But it should 
n ever be used for keeping a com mandment. That would make 
us r efrain from stealing because we might end up in jail, F ear 
i s  no basis for self-control. 

I wish M r .  Hendr icks had given more space to the basis 
of marr iage, the typical bond of love. Our children should 
know what happens with mar riage when this bond is not 
given a chance to grow or is simply r eplaced by a physical 
de sire, They should know that intercours e  in human beings 
is given to express a r ipened marriage--love and that only 
when used in this way will it str engthen the bond of love, 
while otherwise it will be merely an exciting experience, 
followed by a hangover. 

Since we have dealt with sex education rather ex
tensively in connection with " God' s . Temples", I should not 
omit to discuss a few smaller details also. 

In the student booklet I found one statem ent that appears 
in many books and which has caused great anxiety to in
numerable children; yet it is utterly wrong. On page 57 I 
r ead : "In very rare cases syphilis may be spread by kis sing." 
One can only get syphilis on that part of the body that is in 
dir ect contact with a syphillitic sore on the partner. Kissing 
can therefore only cause syphilis if the partner already has 
such a sore on the mouth. Usually, however , syphilis on the 
mouth is not caused by kissing, but by some form of pervers e  
s exual behavior . 

I would have liked to see the use of tampons m entioned. 
All new things need time, but there is no doubt that tampons 
are the best sanitary dressing for girls and I hope that more 
and mor e mothers will teach their daughters how to use them. 

The Teacher's Resource Unit contains a gr eat amount of 
valuable information. This is given in a well -organized form, 
cover s all possible aspects of the subj ect and is full of source 
r efer ences. It would be hardly possible for such an extensive 
unit not to contain any error s. I should like to point out a 
few which I noticed. 

That childbirth would be painful because of sin (page 38) 
is too oldfashioned a misconception that it should appear in a 
r ecent writing. In the first place, the work done by Dick 
Read and others has sufficiently shown that labour is not 
always painful. In my own practice I have seen this confirm ed 
in a number of cases. Second, instead of blaming painful child
birth on sin, as if sin had this special result, we had better 
r emember that all temporal existence with its shortcomings is 
the result of sin. In John 9 :1-3, Jesus him self denies a 
specific connection between sin and illness in general. The 
words of Genesis 3 :16 - " I  will greatly multiply your pain in 
childbearing" - have a much broader meaning and should 
not be isolated from the rest of the chapter. 

That the clitoris is the center of sexual excitement in 
the female (page 20) is another example of a scientific state 
m ent that gets copied over the ages without any criticism. In 
their r ecent book, " Human Sexual Response", Masters and 
Johnson have proven this is to be incorrect. With most 
women the principal c enter of sexual excitem ent is situated 
in the heart. 

Finally, it is defended that unborn children also have 
life befor e birth (page 32 - I assume human life is meant 
her e and not biological life). The proof quoted to support 
this is not very scientific. That God's covenant promises 
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William Selles, Department Editor 

O p e n  the  D o o r ,  P lea se 
Helen Oostdykt 

where to 
lrom here? 

Artist ical ly  spea k i n g ,  four is  a golden age.  Not yet are 

young i m a g i nat ions cu rbed with such a d u l t  str ictu res as : 

But two of the feet point the wrong way, or You've made 
the eyes too big. 
But when the converg i n g  roads of custom close in, what 

then ? As the youngster enters g rade one a n d  moves o n  

through t h e  schoo l ,  h o w  do y o u  keep the sense of wonder 

a l ive . . .  prevent the creat ive wel ls  from d ry i n g  u p  . . .  

keep conform ity at bay? Above a l l ,  how do you keep your 

students tuned to the Creator of a l l  t h i n g s - even of b u g s  

l i ke the one at the top ? 

A SLIGHT F ORM stands outside the doo r .  Two tiny 
hands are clutching a large cardboard carton. Eyes beg, 
" Open the door, please." Eager children are pressing. 
" What you got, Todd? What' s in ther e?" As the door opens 
the crowd falls in. Quickly the box is set down and peering 
eyes try to peek inside. " L et Todd have the fir st turn," 
the children eagerly call to the pupil -teacher who is in 
charge of the Kindergarten news for the day . A s  Todd non
chalantly pulls aside the flaps of the box the children near est 
him see nothing in the box but a pile of grass and l eaves . How 
disappointing! But Todd' s hands ar e busily pushing grass and 
l eaves aside while looking for the hidden pet. " Is he gone, 
or is he hiding?" the teacher, M iss Van, inquir es. Suddenly 
the children shrink bac,;.Jd Todd has come up with som ething. 
Silenc e. Then Sue exciaims, "Looks like a baby alligator !" 
"Is it a baby alligator, Todd?" Miss Van asks. Todd shakes 
his head and answer s, 04No -- a salamander ." " Wher e did 
you get it? Where does he like to live? Did he always live 

ther e?" And s o  develops an introduction to the amphibian 
family, contrasted with r eptiles. Soon we discover that ther e  
are also mammals, fish, a n d  birds. ' 

* * * 

Ther e' s singing in the Kindergarten room this morning. 
Open the doo r .  L et' s listen. 

"Winter is coming, Winter is coming, 
How do you think I know?" 

Wait. A lone voice answers :  
" The squirrels are gathering nuts, I know it 

must be so." 
Another voice :  
" The gees e  are flying south, I know i t  must be 

so." 
A nd still another : 
"The caterpillar made his cocoon, I know it must 

be so." 
The obvious leads to the less obvious, and we soon have 
developed a unit on how Gi)d car es for His cr eation as winter 
comes. What happens to tr ees and vegetation? Why ?  What 
happens to insects, birds, and mammals? Why do some 
c r eatures go away and others stay ? How does God provide for 
those that stay? 

This may also be the opportune tim e to discuss the 
s easons : why seasons change, the effects of the changes, 
and the locations wher e ther e are only slight s easonal changes .  

* * * 

" Ding-dong, ding-dong -- -" As Miss Van goe s to open 
the outside door she notic es several children with large spear ed 
icicles in their hands, and some with snowballs .  Her fir st 
i m pul se is to say, " Please l eave your snow and ic e out 
side.'' But o n  second thought s h e  decides t o  l e t  the children 
br irig them in and 

·
see what will happen. Bobby holds up his 

long icicle proudly for display as he is given the fir st turn 
for news. " This was hanging by our front door this morning 
My Daa got 1t down for me." • •  w nat's it made or, Bobby '!" 
inquires Miss Van. "What makes ice, and what makes it 
that shape?" A discus sion of temperatur es ensues. · The 
ther mom eter is mentioned. (Miss Van displays a large ,one 
she has made of cardboard with a movable r ed ribbon.) "Is 

t M rs. Oostdyk holds an A.M. degree, and presently teaches 

kindergarten at Millbrook Ch ristian School in Grand Rapids, 

Mich igan. 
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it freezing cold in our room? What will happen to Bobby's 
icicle if we leave it  in her e? What shall we do with it?" 
Most children suggest bringing it back outside, but to follow 
through with a scientific discovery we decide to place Bobby's 
icicle in a jar. Bette's snowball is next for display. It evokes ' 
little interest until we suggest putting it in the sink to see 
what will happen in an hour or two. Later we notice Bobby's 
icicle and Bette's snowball look the same. " Did they look the 
same to start with? Why do they look the same now? Are 
there any other forms of water?" 

* * * 

Open the door -- with a book, YOU WILL GO TO THE 
MOON, or a newspaper clipping of a recent blast-off. Soon 
the Kindergarten room is a buzz of activity. Each child is 
making his own rocket, his own spac e suit. "Why are there 
three parts to a rocket? Why do we need a spac e suit? Is 
there more to God's world than our earth? Where do we 

want to go with our rocket? Where is space? What's it 
like ?' '  So while playing, wei re discovering. Then one day 
you'll hear the count -down and the blast-off! 

Blast off - we're heading for outer space, 
Off we go at a zipping pac e. 
Our rocket is ready, so all hands be steady. 
We' r e  off to visit the moon. 

And of course each little astronaut makes a safe return 
landing back on the earth. Then he makes his r eport at the 
T. v. station: "No air up there." " Not much gravity." " It 
was very hot." " Big holes on the moon." "No food.'' 

* * * 

"Open the door, please," is the plea of each chUd 
today. And even in Kindergarten, as we are alert to oppor 
tunities, and with specific planning and units, we are able 
to open the door to science and the wonderful discoveries 
in God' s great world. 

Should We Tea ch A bout E vol ution i n  O ur 

C hrist i a n  S chools? 

John Riemersmat 

The teachings of evolution are potentially upsetting to 
our present concepts of God, man, and the universe. The 
theory of evolution involves some very basic dogma which 
would have to be reconsidered and perhaps restated should 
we accept its teachings. This is even the case when theistic 
evolution is accepted. 

The conflict between evolution and sudden creation is 
again actively discussed in our church community. This 
problem has been with us for many years, and it is not 
likely to be resolved in the near future. Our Synod may, 
within the next few years, make some pertinent pronounce
ments with respect to evolutionary theory and the meaning 
of the Genesis account. However the Synod may guide and 
lead us, its statements and conclusions will not remove the 
conflict. 

HOW TRUE IS EVOLUTIONARY THEORY? 

The conclusions of evolutionists are in many ways 
extremely tentative. Most scientists wlll recognize this fact. 
Many science textbook writers, however, do not reflect these 
uncertainties in their writings. They often imply, through 
ignorance or intent, that evolution is proven truth. Proof 
for evolution as understood by . secular science is completely 
lacking. At the same time it must be noted that much in
formation from fossils, rock strata, and present geological 
events points to a very old earth and the evolution of plants, 
animals, and man. Evidence appears sufficient for us to 
give serious consideration to some of the teachings of evolu
tion. We must involve this theory in our search for truth 
relative to the origin and development of all things about which 
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it speaks. We are not intellectually honest if we rule out the 
pos�ib111ty that God used evolution as a means of creation. 

HOW SHOULD WE HANDLE EVOLUTION? 

In view of the significance of evolution with respect to both 
science and theology, my answer to the title question of this 
article is in the affirmative. Yes, we should teach A BOUT 
evolution, in detaU, in our Christian schools. In doing so we 
should emphasize the methods used by evolutionists, the 
findings on which it is based, and the many assumptions that 
m ake it so tentative. The Scriptures, in so far that they speak 
on this topic, must be used abundantly. The following may be 
considered as particularly good r easons for teaching about 
evolution in detail : 

1. A sound Christian witness, for or against evolution, 
is not possible if information about it is lacking. To witness 
is our task! Debating the issue with an unbeliever is not an 
easy matter .  However, taking the Bible and saying, "God 
said and it was" is at best a very naive approach with one 
not having such faith in the Bible. Even when faith in the 
Bible is present this answer leaves much to be desired. 
E volutionary theory is very vulnerable in many places, but 
casting doubt upon it within the minds of those believing 
it will r equire sound and logical arguments not possible 
with insufficient knowledge. A short time ago a leading 
theologian lamented the fact that our witness against modern 
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evolution is so sporadic and ineffective. Our general lack 
of knowledge may well be the r eason for this ineffective
ness. 

2.  L eader s  in our churches will deal with this con
flict for years to come. Can we, with present knowledge, 
actively participate as we ought? Much evidence today 
points to the pos sibility that the Bible alone will not yield 
all the answers we desperately need r egarding the origin 
and developm ent of man and the universe.  Science speaks 
about God and His works . We may be wise to listen, even 
when at times there appear to be conflicts between s cience 
and the Scriptur es. 

3.  Since both the Bible and nature are God -given revela
tions, we may safely assume that in our search for truth we 
w ill find them ultimately in complete agr eement in s o  far that 
b oth speak on the sam e subj ect. With one God as the source 
of both they cannot be in conflict. All conflicts must only be 
so in appearanc e and therefore, subj ect to solution. One God, 
the Source of both sci enc e and the. Bible, is sufficient motiva 
tion for a detailed study of the findings and assumptions lead
ing to the evolutionary theory. 

4. Apart from God, man' s view of man is based to a 
large d egr ee on the as sumption that he is a product of 
materialistic evolution. One may carry this to its ultimate con
clusion and say, perhaps, that he is a passing product of 
nature. Such a view of man dictates a human behavior 
m uch different from the view that holds that man is the 

crown and ultimate product of God' s creation. We can 
better understand the views of others, and deal with them 
more effectively, if we better understand their own views 
about their origin, development, and purpose in life. 

SCIENCE AND THE BIBLE 

Much could be said about correlations alr eady made 
between the findings of science and the r evelations of the 
Bible. Showing these is not the intent of this article. There 
is much science in the Bible. There is also much about 
God in the "book of nature." We need both of thes e  r evela 
tions for a fuller understanding of the riches and power of 
God. The Bible has always dictated our interpr etations of 
nature. Perhaps the time has come that the findings of 
science can help us, at least in part, to gain a better under 
standing of the Genesis account. 

A detailed understanding of evolutionary theory is es 
sential for us if we want to witness against it effectively. 
This understanding will not come without effort. Our C hristian 
S chools can fill a void, thus better preparing us for the future 
as we continue to deal with this problem in the days ahead. Then 
it need never be said of us that we lost this struggle for lack of 
knowledge. I pray that neither lack of knowledge nor tradition 
will stand in our ways as we continue our search for truth 
r egarding the origin of man and the univer se, an is sue so 
inher ently fascinating and theologically significant. 

C o o r d i n a t i o n  o f  the  Scie n ce C u rr icu l u m  

I m p o s s i b l e  o r  I m p e r  a t i  v e? 

Henry Triezenbergt 

Article I .  We all believe with the heart and con
less with the mouth that there is one only simple 
and spiritual Being, which we call God; and that 
He is eternal, incomprehensible, invisible, im
mutable, infinite, almighty, perfectly wise, just, 
good, and the overflowing fountain ol all good. 

Article II. We lcnow Him by two means: First, by 
the creation, preservation, and government ol 
the universe; which is before our eyes as a most 
elegant boolc, wherein all creatures, great and 
small, are as so many characters leading us 
to see clearly the invisible things ol God even 
his everlasting power and divinity, as the apostle 
Paul says (Rom. 1:20) . . . . (de Bres, 1561). 

HOW WE "READ" THE UNIVERSE 

The study of science is a way of " reading" the natural 
universe. In studying science we are concerned with two 
a spects : (1) a logical structure of facts and conc epts that des 
cribe natur e and (2) the processes by which the structure is 
obtained. The first aspect is the product of the s econd. The 

process of science is one way we r ead the natural universe; a 
logical structur e is the r esult of the way that sc ientists have 
r ead it. Logical structur es may include both facts and con
c epts. By facts we mean observables or per cepts. In a logical 
structur e, facts are r elated by and to concepts. Concepts 
r epresent conscious r elations between facts or between ideas; 
they also may be generalized ideas. A subj ect belongs in the 
curriculum when it is seriously and sequentially organized for 
long-term study ; the structure and the processes of science 
fill this c riterion. The science curriculum should be sequen
tially organized to transmit both aspects of sc ience. 

Scienc e is not technology. Technology is the application 
of scienc e  to achieve a practical purpose. It is employed to 
provide things nec e s sary for the sustenanc e and comfort of 
human life. We speak of agricultural, educational, m edical, 
engineering, rocket, and tel evision technologies, to mention 
only a few. Rightfully used, they permit us to serve God more 
efficiently. Wrongfully used, they strike fear into the hearts and 
m inds of people. Science continuously interacts with technology, 
they a r e  symbiotic, they feed on each other, and they grow 
apace. This rapid growth startles people in our tim e and in-

t Henry T riezenberg, Ph. D., is Science Education Consultant 
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c r eases our need to under stand the overarching conc epts of 
s cience. Science depends on technology for its gr owth, but 
science is not technology and s cience education sho.uld not b e  
conc erned with technological applications except when con
sider ing the implications of scienc e for s ociety . T echnology 
is concerned with the production of goods for our mater ial 
welfa r e ;  s cience is  concern ed with the production of logical 

structur e s  to help us r ead the mater ial univer se.  " Science 
i s  not conc erned with THINGS; it is c onc erned w ith I D EA S, 
although those ideas often are ideas about things" (Roller, 
1 9 6 0, p. 16).  

UNITY OF PROCESS 

Science finds its unity with other liberal arts in the 
creative formulation of ideas or concepts. The process o f  
science may be described thus: 

It grows from a comparison. It has seized a like
ness b etw een two unlike appearanc e s ;  for the 
appl e in the sum mer g'dr den and the grave moon 
over head are sur ely a s  unlike in their movem ents 
as two things can be. N ew ton traced in the m  two 
expr essions of a s ingle concept, gra vitation; and 
the conc ept (and the unity) are in that sense his 
free c reation. The progr ess of scienc e i s  the 
discovery at each step of a n ew order which gives 
unity to what had long s e e m ed unl ike • • •  

The poem or the discovery exists in two mo
m ents of vision : the m o m ent of appreciation as 
m uch as that of creation;  for the appr eciator must 
s ee the movem ent, wake to the echo which wa s 
started in the creation of the work. In the m o m ent 
of appre ciation w e  li ve again the mom ent when the 
creator saw and held the hidden likeness • • • •  

And we test the conc ept • • •  by its i m pl ications. 
That is, when the cJJncept has been built up from 
some experiences, w e  r eason what behavior in other 
experiences should logically flow from it ( Bronow 
ski, 1 9 6 5 ,  pp. 1 5 ,  1 9 ,  3 5) .  

There is  WITHIN sc ience no single pr edeter m ined 
" m ethod" i n  the for mation of concepts. S ci entists charac
teristically util iz e whate ver method seems most appropr iate 
for a specific s ituation. Nonetheless there are some identi 
fiable processes in which scien tists com monly engage. The 
processes include som e bas ic a s sum ptions acc epted on faith 
and some basic operation s .  Scienti sts proceed on the assump
tion that ther e is ORDE R L IN ESS and C ONSIS T E N C Y  in the uni
v er s e  and that an exper im ent perfor m ed today can be R E P R O
DUe ED tomor row if run under similar c onditions by other 
s cientists.  This belief in an orderly univer se is  c o m mensurate 
w ith faith in a perfectly wise C r eator. The belief that men can 
dis cover the orderliness is consonant with the concept of a 
man c r eated in His image and able to think His thoughts after 
Him. While sc ientists have faith that this orderliness is dis
coverable, they do not believe that science w i l l  discover it  
completely . Appar ently the frontier of  discoverable science 
i s  endless,  for important new discover ies open c ountless new 
probl e m s  and new ideas to be discovered. C ons equently scien
t ific concepts are nec essarily T ENTATIVE . A nd thi s view is 
consistent with the C hristian view of imperfect human, the 
fallen image-bearer, constantly striving but never arriving at 
a complete knowledge of the universe in this life. It  promotes 
humility in the scientist, prohibits arrogance, and allows 
c ontinuous effort and pr ogr ess in the scientific endeavor. It is 
consistent with the Christian view of an infinite and inco m 
p r ehensible Cr eator . N o t  only ar e t h e  statem ents o f  science 
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t entative and probaha l i s tic but also its M EA S U R E M ENTS, one 
of the im portant operations in the proc ess of science. A science 
i s  not exact becau se of pr Pcise  m ea sur em ents but it  is exact 
when it can assign the approxi mate magnitud e of er ror or other 
degr ee of cr edibility to its cone! usiO'ns.  Som e other important 
operations in the proc ess of s c i ence a r e  OBS E R VIN G, C LASSI
F YIN G, and DRAWIN G IN F E R EN C ES. It is important in science 
education to give s tudents experi ence in the process of science 

in order to p r omote heal thy a ttitude s toward science, to impart 
a n  awa r en e s s  of c onc ept l i m itations as well  a s  s tr engths to 
h elp them r ecognize situations in which a c oncept c a n  apply 

and where it cannot, a nd to avoid a fal s e  impres sion of s ci ence 
as a static and authoritarian endea vor . If w e  use grades in 
s chool only to r eward acc eptanc e of the l ogical relations of 
science as c onc eived by the teacher, students will b e  car eful 
not to thi nk. 

To too great an extent we as sociate this noble 
word (science) w ith the mechanical, deter mini stic, 
physical science of fifty years ago • • •  the science of 
today deals with concepts that involve abstractn e s s , 
imagination, the beauty of conci seness ,  and at the 
very core of the subj ect something which can 
properly only be called faith • • •  

W e  are deter m i ned • •  ,to r e spect the abilities of 
seienc e at the same tim e that we realize it s limi
tations, to know enough about science so as to be 
� bl e  int�Uigently to m e et the responsibilities of 
modern citizenship (Weaver, 1957, p. 365). 

J ob tells us (American Standard Vers ion, Job 12 :7 - 10); 

But ask now the beasts, and they shall teach thee; 
And the birds of the heavens, and they shall tell thee : 

Or speak to the earth, and it shall teach thee; 
AI)d the fishes of the sea shall declar e unto thee. 

Who know eth not in all these, 
That the hand of J ehovah hath wrought this, 

In whose hand is the soul of every living thing, 
And the br eath of all mankind ? 

Our r e sponsibility is to teac h pupil s  to r ead " the most elegant 
b ook, " r ecognizing that they " k now in part," that they may 
s en s e  more " clearly the invisible things of God ." 

UNITY OF PROD U C T  

The formation of a concept i s  a piece o f  a drive tov. ard a 

unified view of the univer se.  Here again the concepts a scien
tist actually does form are imperfect and subj ect to refine
ment by other scienti sts. A unified and complete logical 
structur e  of science is a hope but not a fact . Nonethele s s  ther e 

is unity in the natural world i:hat we observe, and some people 
think tilat science progre ssed rapidly in the western worl:J 
b ecau s e  of the pr evalence her e of the idea of one God, Creator 
of the universe. In science, generalized ideas not only sum
rn•<ri.ze the broad findings of science but also serve to gui de 
fur ther s earch; in school they shD:Jl d  guide s tudent d i s 

covery in t h e  laboratory as w ell as in t h e  class room. A 

s tude nt' s c oncepts are not only the product of his cla ssroom 

experiences, im portant as these are;  they are al s o  influenced 
by his entir e extracurricular experience. 

In short, the pattern we perceive when we note 
"a fac t" is organized and interpr eted by a whole 
system of attitudes and thoughts, memor ies, be
liefs, and learned constructs. It is thought that 
gives us ey es. 

• • •  in the cour s e  of time, de spite great innova 
tion and r e volutions, there accum mulates in science 



a set of internationally acceptabl e, basic, and fairly 
enduring conc eptual schem es (Holton and Roller, 
1958,  pp. 240 -4 1, 2 15). 

A similar process occur s  in the life of an individual. 

DIS TINCTIVEL Y CHRIS TIA N  SCIENCE EDUCA TIO N  

The teacher who has the best opportunity t o  coordinate 
and integrate science teaching with the teaching of Bible, 
language arts, mathematics, social studies, etc. is the pri
mary teacher. Her pupils are generalists and she teaches all 
subject areas of the cur riculum. For considerations of tim e  
alone, she cannot affor d  not t o  integrate her teaching. To ac
complish such an integration, her pupils must engage in the 
process of science even as they engage in processes of art, 
c r eative wr iting, etc. She should organize her teaching in 
t er m s  of major conceptual �hem es in each subj ect area. And 
here the C hristian school teacher has an opportunity that the 
public school teacher does not - - she can c oordinate all her 
t eaching under a "world -and -life" theme, God the C r eator and 
P r o vider. She fails when she does not take advantage of this 
opportunity. And if this is true for a single teacher, it is also 
true for a school. For practical purposes, the school is or 
ganized at s econdary levels of instruction into disciplines.  At 
these l evels it becomes incr easingly evident that the conc eptual 
s chemes invented by m en working in separate disciplines are 
most applicable within a discipline and their only unity is 
i nher ent in their having been derived from the same world. 
E ven at these level s, however, C hristian schools have an 
advantage in their com mon subscription to a C r eator God who 
is active in the universe today . 

A CURRICUL UM D ECISIO N 

A big question in s ci ence education today is the extent 
to which the logical structure of scienc e  should be given the 
pupils and to what extent they should be allowed to formulate 
such a structure for them s elves, If we give it to them directly 
we teach the m eta -lesson that science is authoritarian and 
unalterable truth, and if we only turn them loose with materials 
of science, hoping they will for mulate the desir ed concepts, we 
abdicate our responsibility as educated adults. The teacher 
should know some science and should know to what end the ac 
tivities should lead, or she should split her pay with the pupils. 
The loose utilization of such term s  as "inquiry," " discovery 
l earning," and " concept" to describe every textbook sold on 
today's market does not help the situation. Pur e inquiry is an 
autonomous effort by children in concept formation and modi
fication. Discovery is a m ethod whereby a teacher engineers 
the concept into children' s  thinking through car eful s equencing 
of activities as a proper way of interpreting the natural uni 
verse. And in expository teaching the teacher simply tells 
children the facts and the concepts wher eby the teacher inter 
prets the facts . Expository teaching is the most efficient and 
m ost commonly used m ethod of teaching, However, experience 
with the material of science is necessary if we are to teach 
our pupils to r ead the natural world for themselves and to 
appr eciate science as an effective way of interpreting the 
natural univer se and of communicating what they r ead. It is 
too easy in education to overemphasize the formal aspects 
of science;  we need more participation with wonder and de
l ight in r eading the " most elegant book." C hristian citizens 
particularly should acquir e  a healthy attitude toward scienc e. 
A good teacher uses a var iety of techniques and part of the 
art of teaching is to know what m ethods to use and when to 

u s e  them. Conceptual organizers help both the teacher and 
the students to keep in mind the big picture, to see the essen
tial unity of r eality . A good science teacher utilized conceptual 
organiz ers in expository and discovery m ethods to achieve 
i m m ediate as well as ultimate obj ectives. 

SUMMARY A ND CONCL USION 

School children can learn to read the " most elegant book" 
by engaging in the processes of science. M eanwhile they can 
per ceive a degr ee of unity with processe s of other disciplines 
as well as within science itself and can r ealize the potential 
and the limitations of science. They are guided by a logical 
s tructure that may be considered a hierarchy of facts, c onc epts, 
and conceptual schemes by which other s have r ead the natural 
u ni verse. Their own logical structure becomes the product of 
their experience in and out of school. At the summi � of the 
total structure of science and other disciplines is the child's 
i deas of God with His infinite characteristics. Her ein children 
can also perceive a degree of unity with the product s  o f  other 
disciplines as well as within science itself. It is the distinctive 
task of the C hristian teacher and school to subj ect all teach
ing to this ultimate idea. To accept this is to recognize that it  is 
i mperative to coordinate the scienc e curriculum with other 
disciplines as well as within its elf to the end that the child 
becomes a literate Christian citizen of his age, " that the man 
of God may be complete, furnished completely unto every good 
w ork" (Am erican Standard Version, IT Tim. 3 :17). 
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Grace Hu itsing, Department Editor 

To Write or Not To 

Mrs. Bastian Kru ithoft 

IN HIS MIRTH -- but also thought-provoking little book 
E VE RYT HING BUT M ON E Y  Sam Levenson has a chapter 
entitled " Off My Chest", and in it he proceeds to d eliver a 
s eries of tirade s against curr ent practices in A m er ica that 
disturb him . Perhaps " Off My Chest" is what this purports 
to be, no mor e, less less. As I r ead again the other day 
E m er son' s es say on "Self R eliance", I wanted to shout in 
E m P.rsonian fashion, "We ha ve built our s elves a mim eograph 
a nd have lost the use of the pen." T his was, perhaps, a rather 
exaggerated r eaction to several incidents which had built up to 
convince me that previous efforts to have students become 
l iterate and competent in writing were being defeated .  

Ther e was t h e  general lackadaisical a ttitude toward note 
taking in r:la s s .  It was a practice I had always found profitable 
during my y ea1 ;, i;1 high :::;cnool a nd co11E>ge. !t kept one alert, 
distinguishing between main points and sub-points and getting 
them down in a note book in their proper logical r elationship. 
It taxed one' s ability to listen clo s ely for names and plac es 
and to spell them as acc urately as poss ible. It called for as 
near as pos sible exac t r epr oduction of the profes sor ' s  style 
of expr ession. A nd in those days we looked upon our teachers 
a s  magnificent cr eatur es w hos e utterances were wor thy of 
e mulation. A s  a fringe benefit those note s  later proved 
' invaluable' in a r e vi ew of the subject. Why then the present 
i ndiffer ence to this form of clas s participation? A possible 
explanation cam e  from a college teacher who s e  ideas may 
r eflect tho s e  of many high school and college teacher s.  He 
said that he didn't expect teacher s to take notes in class.  
" Notes", he added, " deal mainly w ith facts and I don't 
c onsider thes e  important. If I want students to have an outline 
of my lectur e, I m er ely make mimeographed copies and s hove 
them under their nos es." Som ehow it set me to thinking. Wasn't 
som ething being lost her e? Did the lively disc u s s ion of i s sues 
w hich the profes sor said took the place of the for mer l ecture 
and note-taking activity entir ely compensate for what was lost? 

TAL K  IS NO T ENO UGH 

In the cour se of the conversation that very evening 
another teacher spoke of no longer giving written examina 
tions. He said he could discover all he wanted to know about 
a student' s proficiency in a s bj ect thr ough a twenty -minute 
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oral exam .  A gain the student was nic ely r elieved of having to 
expr ess himself with any degr ee of clarity on paper. 

Surely we are au ·aware of the inc r easing popularity of the 
bull ses sion, the buzz group and the panel discussion. Of cour se 
there is something very heartening about the emphasis on 
original thinking rather than accepting the pat answ e r s  of the 
past. Ther e is an opE>n -mindedness, franknes s, and curiosity 
today which is commendabl e. But are our students sufficiently 
i nfor m ed about is sues which they often dis c u s s  so glibly? 
I sn' t it  true that often the !Past-orientated are the most r eady 
with snap judgem ents and easy panaceas? Could these same 
p eople write clear, cogent and accurate dissertations on those 
s ubj ec ts about which they speak so freely ? Student s have been 
known to attack the theology of John Calvin very sharply without 
having r ead a s ingle one of his volu m e s .  C ould such students 
w rite satisfaci:ory cr itical analyses without punc tuation errors,  
m i s spellings, ill -c onstructed s entences, gaps in logic and 
i r r elevancies? Spouting is easy and often goes very much un
checked. 

The obj ective test is s till also very much with us. Her e 
a gain the mim eograph works overtime. There is no need to 
write a s en tanc e or for mulate a paragraph when a word letter, 
or s ign will s uffice. Again the opportunity to organize one' s 
ideas into proper paragraphs is sacrificed .  

T h e  charming practic e of lette r -writing may e ven become 
a lost art in the closing years of the twentieth century what with 
r eady telephones, reduced long-dis tanc e rates and rapid com 
m unication. As one per son put it to me the other day, " It' s 
worth a buck or two to me if I don' t have to wr ite a letter." 

IN TERM EDIA TE S TUDENTS NEED TO B EGIN TO WRITE 

Now that I've aired my gripes, I'd like to make the point 
that in the face of this tr end we teacher s in the inter mediate, 
j unior high and high school grades should feel challenged more 
than ever to cultivate the us e and control of the wr itten language 
as an ac curate vehicle of expr ession. From an early age chil 
d r en often ac hieve a natural ea s e  in speaking. "This is not true 
of writing. 'the latter demands continual practice and applica-

f Mrs. Kruithof, A. B. Calvin College, w rites out  of years of 
enjoyable Engl ish teach ing at  Holland, M ichigan Ch ristian 
High School. 



tion becaus e  it involves gr eater exactness. Who can forget 
F r anci s  Bacon's " Wr iting maketh an exact man " ?  

A few w eeks ago a father told m e  about his young son who 
boas ted of the discus sion his junior high history c la s s  had on 
Viet Nam . The father, a w i s e  but rather cynical s oul, queried, 
"But what do you know about Viet Na m  ?" The boy admitted he 
tiidn!t know much. but neither did the other students.  He said, 
"I spoke up when som eone el s e  said s o m ething and I said 
' y ou'r e wrong' and so did they when I said som ething." Surely 
s o m e  of this in a junior high clas s  has value, but one is apt to 
w onder w hether the time in history couldn't have been spent 
m ore profitably in writing paragraphs on some of the events 
or facts with which the s tudents might have been more familia r .  
W hy do some folk think that discussion i s  t h e  ultimate thes e  
day s ?  W h y  must an antithesis be s e t  up betw een t h e  mastery 

of facts and the discussion of issues anyway? Aren't the fac ts 
often necessary to the competent handling of the i s sues? 

WRITING IS DISCUSSING 

Besid e s ,  expository writing IS discu s s ion. We obser ve, 
hear, see, reflect on what we observe and express our reactions. 
In the la st s tep, putting our r eactions on paper, c o m e s  the 
d e mand for gr eater exactnes s.  In the "bloomi.ng, buzzing con
fusion" which som eone has said results from the many senses, 
ther e i s  that which is  translated into the language of thinking. 
This language of thinking calls for precise expre s s ion when 
transfe r r ed to the page befor e us. Writing has a frightening 
per manence which the spoken word of ordinary mortals doesn't 
u s ually have. 

I am i nclined .to feel that we cannot over -emphasize the 
i m portanc e of the expos itory paragraph a s  a m0ans of a r r i ving 
a t  clarity of expr ession. One does not acquire mastery of this 
for m  easily, however . A ttending the Composition Workshop at 
C alvin C oll ege in the summ er of 1 9 6 5, I came to see the va lue 
of setting up a composition sequence for students as they ad
vance thr ough the grade s. P er haps no writer becomes truly 
compe1:ent until he has tried his hand at many for m s  of \Hiting. 
I suggest a brush with e s says, sketches, short stories and 
ver se. The narrative, the descripti ve and the l yrieal are ex 
c ellent pr eparatio n  for the expository. Through the composition 
s e quenc e ther e i s  a progr e ssion in expr ession, a gradual build
i ng up of  a vocabulary, a more precise definition 'of term s  
until i n  the eleventh a n d  twelfth grade5 u f  nigh ;;,chuo: :;. fe.; 
of these for m s  s hould em erge for special study .  

DEFINITION TEA CHES ECONOM Y 

One of these basic types is the paragraph or essay of 
definition. This for m  involves car eful selection of words , 
p r ecise use of ter ms,  and wis e choice of conc r ete exampl e s .  
Because the essay of  definition implie s narrowing a conc ept 
down, ruling out what is irrelevant, I believe it is basic to 
e ssays or comparison and contrast. It is also excellent pre
paration for the composition of argument and the c ritical 
essay. For tho se who aspire to take a more active part in the 
discussion club, the writing of this essay is an invaluable 
preliminary discipline . It teaches one to use words ca refully and 
economically. As life becomes mo r e  complicated, I believe 
this is an impe rative . 

I like to begin this a s signment by giving the students a 
gr oup of simple words to define without the benefit of a dic
tionary .  'They must decide to which cla s s  the obj ect belongs 
and how it is differ entiated from other obj ects within that 
class.  A sonnet, for example, belongs to the genr e, poem, 

but what distinguishes i t  from other men bers of this class 
is its l en gth, m ete r and r hy m e  schem e .  The students s oo n  
d i s c over that t h e  simpl est  everyday w o r d s  a r e  often thf' 
m o s t  difficult to define. As they attempt to nar r ow the concept 
d own, they strain to fi nd the proper words.  A cla s s  te sting of 
the d efinitions follows a compl etion of the a s s ignm ent. Fre
quently t h e  students d iscover that t h e  definitions a r e  n o t  air 
t i ght. Often they are too inc lusive and call for sharper distinc 
tions. A second assignm ent invo:ve s the definition of abstract 
ter m s  like corr ectness, integrity or sportsmanship. This d e 
m ands even greater a ttention to w o r d  choic e a n d  senten c e  
for m ulation. 

DEFINITION O F  A BRUSSEL. SPROUT NEEDS DETAIL 

The longer pa ragraph or e :.;�ay of defmi lio:- follo·.vs very 
naturally .from the simple definition. Now the student must 
a dd a c l ear and vivid description of the obj ect defined. H 2 is 
c h:J.ll enged to find appropriate adjectives, . c r eate inter esting 
w ord pictures or try som e fitting similes and metaphor s .  How 
b etter can he describe brus sel sprouts than by saying they 
r es emble mi nia tur e cabbages or show a Christmas ornam ent 
than by saying it is a pear- shaped object not too unlike a 
falling translucent dr op of water ? Sur ely definition is enhanced 
by comparison and contrast.  

Wr iting an es say on an intangible quality proves ::m even 
m o r e  difficult a s signm ent. I have sugges ted to students that 
additional clarification often com es by c ontrasting the conc ept 
w ith another abstraction clos ely r elated in definition. E nvy: 
for example, is jealousy with an added feature, the desire to 
possess w hat another has . Also s howing what the abstraction 
is N OT often sharpens up a definition. Discussing its causes 
o r  effects can be a good way of building up this particular 
e s say.  Finally I r ecom m end that the students s earch their 
experi enc es in life and literatu r e  to find vivid examples to 
illustrate the concept. Here is where a wid e r ead ing proves 
h elpful. 

DEFINITION OF A HAGGIS D EMA NDS EXPERIENCE 

I like the essay of definition very much because o:1e can 
r each into many fields for subj ec ts.  I discovered that an essay 
"n "n Pxntin fCY.Jd proved a favorite :>!1"' with cla ;:; s e s .  To get 
them started I r ead to them one oi .ny own m J.tdng • •  , w-.. s oout 
haggis,  the national dish of Scotland . In the introduclory para
graph I expla i'ned that I had bec o m e  fascinated with "Add r e s s  
T o A Haggis" by Robert B u  �ns : 

Fair fa' your honest, sonsie fac e  
Great chieftain o '  the pudding-race 

It s ounded like such a dPlectable d ish, bat when I 
l earned of its c ontents (barley, liver, kidney and the " un 
m entionable s" all s ewed u p  i n t o  a sheep' s stomach), I d e 
c ided that it was o n e  of t h e  Scottish delicac ies I c oJld jo  
wi thout. I h a d  n a  difficulty by -pa s sing the butchE>r shops where 
the haggis hung in the window like so many stuffed gr ey 
pur s e s .  But then one ni ght the the picture c ha nged. We were 
i nvited to a Bobbie Burns Birthday Dinner held at the Liberal 
Club in Edinbur gh, Scotland. After the . Burns invocation --

Sam e hae m eat and canna e eat, 
And some ther e be that want it; 
But we ha e m eat and w e  can eat, 
A nd s o  the Lord be thankit, 

the haggis, reclinging on a huge s ilver platter , was piped 
into the banquet room. The master of cer emonies, The Hon 
orable 1\'l r .  Daiches, one of the biographer s of Robert Burns,  
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s tepped forward, slashed the sheep' s stomach and the stea m 
i n g  contents bubbled forth. What a n  impressive and impor tant 
dish it seem ed now ! P erhaps w e  s trained courtesy to down the 
fir s t  sampling, but the next forkfuls slipped by rather easily. 
E ven though the "unm entionables" included lungs, w e  liked 
haggis . 

By the time I've finished my essay, s tudents are r e 
calling their fir st experiences with pizza, tacos a n d  sm oked 
e el, and they ' r e  r eady to begin their e s says on strange new 
foods. 

A n  essay on te en -age jargon I discovered to be another 
r ewarding a ssignm ent. Having dealt with my kind of definition 
long enough, they wer e eager to " clue m e  in" on their univer s e  
of discour se. Believe m e, it w a s  a good edu cation for a high 
s chool teac her . I learned what it m eant to be back at your 
" pad" by ten, to drive a car that is completely " m int," to 
"blow y our cool " when something goes wrong. I was on 
s peaking terms with my s tudents. 

ESSA Y OF A NA LO G Y  CAL L S  FOR IMA GINA TIO N 

One of the most satisfying essay a s s ignm e nts for 
twelfth grade students is the essay of analogy, the expository 
for m often used to make an obj ect or concept more under 
s tandable. There is a challenge in trying to clarify or illu 
minate a subj ect by speaking of it in terms of another sub
j ect which is more generally familiar. I like the analogy 
b ecaus e  it calls for imagination to s e e  the like in the unlike. 
It takes a penetrating insi ght to j ump ac ross from o:� e u,1iver s e  

o f  discour se to another . Skillfully handled, it drive a point 
home more c onvincingly than if the subj ect were handl ed in 
the traditional way . 

A r eviewer speaks of Sinclair L ewis "landing a haymaker 
on the glass jaw of society" or of Jonathan Swift " planting 
a knee in the groin of mankind" and most of u s  get the impact 
through this termi nology of pugil i s m .  

Early in my experience with this assignm ent, I had 
difficulty discovering subj ects which lent themselves to 
r easonable analogy. I r eceived some good papers, though, on : 
A r e s earch s tud ent is an archaeologist of a type ;  A man' s mind 
i s  the r epository for his best investment; The Bible is a 
tr easur e  chest. Soon I beca m e  very analogy -c onsc ious and I 
b egan to see them everywhere as I r ead. M et aphor s, waiting 
to be blown i nto full-sized essays, kept j umping at me from 
the pages. " Life is  but a s tr oll upon the beach" ; " j ealousy is 
the gr een -eyed monster" were but a few of the metaphor s 
w hich the s tudents expanded into paragraphs and essays. 

I firm ly believe that of all for m s  of writing the ex 
pository e s say with its orde r ly argument or critical analysis 
i s  one m os t  nec essary as a pr eparation for satisfying work in 
college. If we can teach students to write clearly what they wish 
to com m unicate by defining their c oncepts and issues ; if we 
can persuade them to support their statem ents with strong 
�ogical arguments, r eliable quotations and valid comparisons; 
if we can keep students from dishing out bland generalizations, 
perhaps few er college teachers of freshman English would 
" blow their cool.' '  

Rea ding fo r a L o ng H ot S u m mer 
Grace Hu itsing 

I REC EIVED A R E VIS ED E DITION of the book 
WE BUILD TOGETHER, which suggests enough good titles 
to keep elementary and j unior high teachers r eading all 
summer. But it should r each a wider audience as well. 
Subtitled A READE R'S GUIDE TO N E GRO LIF E AND LIT E RA 
TURE F O R  E L E M E NTARY AND HIGH SC HOOL USE, it 
offers careful annotations on books, and a s ensitive intro
duction on the criteria for acceptable books in this field. 
Editors Rollins and Edman explain the impor tanc e  of accurate 
handling of dialect, of a car eful concern for words which can 
s et off highly emotional responses, of s ensitive and imagina 
tive illustrations, and of succes sfully cr eating individuals, 
not ster eotypes. 
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On the language, for instanc e :  
Viewed i n  the proper light, every dialect has 
form and beauty and is a potential m edium of 
literary expression. F olklore, songs, s tor ies 
and poetry are evidence of this. Perhaps the 

problem with varient dialects, as they have ap
peared in books, has been that most often what is 
presented is not an accurate use of the dialect but 
an artificial and stereotyped version carelessly 
researched and used by an author unfamiliar with 



it. Specifically, there is no Negro dialects spoken 
as such in America. There are a number of 
regional and social dialects spoken by Negroes and 
often by whites in the same areas and occupational 
groups. Just as a stereotyped portrayal of the 
Negro must be replaced by a sensitive, accurate 
portrayal, so the caricature of his language should 
be replaced by accurate, understandable use of the 
vernacular . 

The second misuse of language has been with 
words that have connotations of disrespect and 
even contempt for all Negroes. Because of 
their emotional overtones, many expressions are 
completely repugnant to Negroes and, of course, 
to most well-informed whites. While these words 
may vary in their connotations in various parts 
of the country, there is a consensus that a con
siderable number of such words are not suitable 
for use in a book for young people, 1 

BOOKS BREAK D O WN S TEREO TYPES 

For the many young Americans in small or suburban com 
munities, contact with Negroes is limited, For them, as the 
editors state, quality television programs and books may be 
about the only way to overcome simplistic opinions or un
critical judgments : 

Fortunately, many books available do this.  They 
picture Negroes as holding all sorts of positions, 
not the traditional menial ones. They are not 
universally of the lower class, uneducated, simple 
souls, often picturesque and childlike. More often 
now they are people filled with the universal 
problems of all mankind : earning a living, hating 
and loving, r ejoicing and grieving, experiencing 
succ esses and failures, learning to find their 
way through a complex world of ideas, and living 
with other people. The chief effect of breaking 
down stereotypes is to reverse the dehumaniza
tion of labeled groups, 

A presentation of the introduction and a review of some 
r ecommended books might serve well for a PTA discussion. 
Adults need to �ow what books are available for their 
families --som e that stir the imagination with beauty and 
som e that "tellit like it is." 

STERLING EXPLORES PROBLEM 

Then I opened the F ebruary, 1968 issue of ENGLISH 
JOURNA L  and read Dorothy Sterling's vigorous article, "The 
Soul of Learning." I had just read one part of Meltzer's docu
m entary history written by Negroes and entitled IN THEIR 
OWN WORDS and agreed with her commendation of it, but I 
knew very few others in her list of books by and about Negroes. 

After completing her biography of the slave-Civil War 
hero-Congressman Robert Smalls (CAPTAIN OF THE 
PLANTER), Mrs. Sterling continued her research on the 
South, including history in the making as she watched chil
dren experience school integration for the first time. The 
illustrated T ENDER WARRIORS and the fictional account 
MARY JANE were her response.  Since then she has appeared 
before the Hous e C om mittee on Education and Labor as wit
ness on the tr eatment of mi11brity groups in textbooks. 

M ORE BO OKS NEEDED 

Her ENGLISH JOURNAL article, which should be re
printed for all adults in  the C EJ circle and for college students 
who think about teaching significant units, questions why no 
more than 3%--at most--of all books for young peopl e con 
cern the Negro. (Her discussion includes comments on the 
U. s. Information Agency, the attitudes of publishers towards 
textbooks and trade books, and publishing history.) The 
r eader echoes Mrs.  Sterling' s question: If money is now 
available for books for the culturally deprived and for all 
school libraries, why should there be a dearth of books about 
Negroes? 

You do not take minds that have been hobbled by 
centuries of racism and say, " Now you're free to 
write the truth." What is the truth? Many white 
people and many Negroes don't know. And there's 
more than that, of course. When you begin to 
write the truth, you bump into all sorts of 
obstacles. Consider the rule of the happy or at 
least upbeat ending. Should we tell the children 
that in real life people do not always live happily 
ever after ? 

I faced this problem when I was writing Mary 
Jane and didn't really solve it properly . I 
comprised by letting her make one friend in 
school and ending with the hope that she would 
make more next year. When the book was pub
lished the bright, warmhearted little girl who 
lives next door asked, "Is it really that bad?" 
"Much worse," I answered. "Why today's  paper 
tells about the bombing of the home of an eight 
year -old boy because he went to a 'white' school." 
" Oh, don't tell me about it," she sai-d and ran 
home. Should she be told? I think so. 2 

WE CAN BUILD TO GETHER 

Her suggestions? That history . be rewritten so that the 
mi-ssing pieces of the jigsaw puzzle can fit in. That publishers 
"seek out Negro writers and manuscripts with Negro themes." 
That teachers set up a unit of readings on the gifts and the 
spirit of the American Negroes--all that makes up the "soul" , 
as she calls it. (And she suggests many titles.) There is 
place for drama and history and papers and language study -
and the chance for meaningful, perhaps painful growth, 

No alert Christian student, teacher or parent who has 
r ead the Sterling article or the N.C. T. booklet of suggested 
titles will turn comfortably from his PRESS to a sports maga
zine or fashion spread this summer. There's too much to 
r ead. The reading may be disturbing? We build together. 

1 WE B UIL D TOGETHER, National Council of Teach ers of 
English (508 S. Sixth Street, Champaign, Illinois, 6 1 820), 
p. XV. 

2 ENGLISH J O URNA L, February, 1 968, p. 1 73 .  

Between the g r.eat things th at we canno t do, 
and th e little th ings th at we will no t do, th e 
danger is that we shall do noth ing. 
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PICTURE WORDS 

The creative m i n d  i s  playful, a n d  a writer plays w ith wo rds. 

A re there ch ildren in you r  class who would have fun with 
word p ictures or ideographs? Written words can be so ar
ranged on the page that their physical appearance sug
gests th e object, action, or idea. As such, th ey seem 
to th e eye what o nomatopoeia is to the ear. 

St�k 

CLI 



THE AR TS 

Ro�ert Achterhol, Department Editor 

P r o m oting M u sica l L i tera cy in  the J u n i o r  H ig h  

Merle Mustertt 

As in other areas of the curriculum, music education 
has, in recent years , undergone incr eased s crutiny. On a 
n ational scale the Y ale U niversity S eminar of Jtme 1963 
produced a very significant report. This bulletin is available 
through the U.S. Office of E ducation under the title, " Music 
In Our S chools: a S e arch for Improvement. " Mor eover, many 
important articles have been appearing in s chool music 
jour nals concerning the need for re-evaluation of each s chool 's 
music program . 

What general conclusions have been reached by these 
studies ? All ar e agreed that the most important aim of music 
e duc ation should be the development of musical literacy. Tnis 
means that a course of study must be developed in which 
our students will be able to e xpress musical ideas in a 
v ariety of w ays and in which they will be tr ained to listen to 
gr eat music mor e per ceptively, thus developing a keener 
aes thetic s ensitivity. 

IMPLEMENTING THE AIM 

In order to implement these goals , ALL of our students 
m ust he r each.ed. The junior high is the ideal level for this 
s ince it include,s the student in his transition from childhood 
to young adulthood - a tim e when he is becoming mor e aw ar e 
of hims elf as an individual . C onsequently he needs to explor e his 
world, C oncerning mus i c ,  he wants to know its essence and its 
b asic understandings , Therefor e,  w e  must devise a course which 
w ill involve the structure of the subject, If the central aim is to 
m ake a person more musical, then the tr aditional performance 
type music clas s cannot fulfill our purpose. In  the past, 
perfor m ance skills served public entertain ment and public 
r elations purposes. F ortunately, music educators now see 
that this does not produce musical growth, F or these reasons, 
the basis for all music educ ation in the junior high school i s  
rooted i n  required general music classes. I t  i s  neither the 

tMr. Mustert, A.B. Calvin College, M.M. Michigan State 
University, is a music teacher at Oalrdale Christian Junior 
High School in Grand Rapids, Michigan. 

function nor the r esponsibility of this class to make up for the 
lack of performance opportunities; neither is it a preparation · 
for later musical endeavor. It has its own work to do as a 
culminating experience. All the material studied should be 
aimed at developing aesthetic awareness and incr easing musical 
e xpression, Much gener al music is taught by using a hodge
podge of topics such as , "Songs of C owboys " or "South 
African F olk Music", and these may be followed by the con
struc tion of musical instru ments from paper m ater ials. When 
listening is engaged in, music is chosen from the "program 
music " r epertoire which teaches every student to make up 
stories to fit the various " moods " of the music, 

SUGGESTED CO URSE OUTLINE 

I would like to describe, briefly, a cours e  outline for 
use in general music. Other outlines ar e certainly possible if 
they provide for the essentials of music. Obviously, the 
m ethodology would v ary with the individual teacher , and it would 
also be influenced by th e cultural background of the com munity. 

In the seventh grade such a course begins with a dis
cussion of  the s c ience of  sound. E xc ellent recordings are avail
able which emphasize the concept of frequency and the effect 
of overtones upon quality. 

Following this, the study covers the elements of music: 
melody, rhythm, har mony, form, dynamics, and tone color . As 
these units are studied, a v ariety of approaches is used to in
volve the entire range of student ability. In order to explore 
these " tools of the composer ",  the students read and discuss 
basic questions about the m ;  they listen intensively to musical 
examples illustrating various points about the elements; 
c ertain members perfor m in clas s ;  and many activities sucn 
as s inging, clapping, writing, and conducting serve to make 
the structures of music more meaningful. 

In the unit on M�iody we begin by formulating a definition 
from the contributions of the clas s ,  N ext, we study melodies 
from significant works in history such as the plainsong, 
"Hodie C h ristus N atus E st",  and many others from various 
stylistic per iods , Through singing and listening, the class 
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for m ul ates the important characteristics of melody. F ro m  
them we m ak e  a study o f  s cales , sin c e  they form the ton al 
organization of melody. S cales such as pentatonic, chromatic,  
m ajor, and minor ar e studied in relation to car efully chosen 
melodies.  S inging, playing, and constructing s c ales offer 
gr eat opportunities for improving sight s inging. Key signatur es 
are discovered only as they relate to the scales, never in 
isolation. I have foun d this to be much mor e effective than 
e xpecting memorization without under standing. C ontinued study 
involves the building of phrases through the use of melodic 
motives and rhythmic figures - all of which are lo cated in songs 
from our textbook. The climax of sueh a unit is realized in the 
cr eating of an original melody by each student, incorpor ating 
the ideas of scales and phras ing. 

When studying 'f.on e Color , the human voice and the 
instruments of the or chestr a ar e considered. The study of 
the voice in j unior pir(h is indispensable, because so m any 
boys feel embarrassed about singing. The c ar e  and feeding 
of the voice is critical, since succ es sful singing e xperiene es 
at this age can mean continued enjoyment in music - m aking 
for life. While r eali zing that ther e ar e m any views on this 
s ubj ect, I believe that, through enthus ias m ,  persistency, and 
e xplanation of the r ationale of each approach, adolescent boys 
r e spond beyond all e xpectations. This approach gives the boy 
the recognition and improved self-con.cept he so desperately 
needs . Such a unit lays the ground-work for every vocal situ
ation. The actual physical changes ar e diseussed because the 
growth of the larynx is the key to proper singing in adoles c ence. 
S ubsequently, general aids to tone production such as proper 
pasture, correct breathing, articulate diction, and vowel 
formity are drilled. 

How can the voiee develop properly during the change ? 
(1)  AU singing should be done lightly and fr eely with an open 
thro at. (2) Str essing proper br eath support must be practical 
and meaningful. (3) Vocalizing should be downwar d  to insur e 
the " m ixing" of light, unchanged quality with the heavy, changed 
r egister . This helps the boy, in particular , to cope with his 
"br eak " and develops the natur al, m atur e voice. If this were 
done in all junior high singing, more tenors would -t esult instead 
of only baritones or basses.  To do j ustice to the students , the 
teacher must be thoroughly trained in voice production, and he 
m ust carefully choose music which is musically sound. It 
should be chosen to fit the r anges and abilities of each grade 
level. I use S. A. or s.s. A. in the seventh and eighth grades 
and S. A. T. B. in the ninth. S. A. B .  is not workable, in most 
cases, due to the wide r ange of th e baritone parts and its un
desirable sound. If it is presented 1n the right manner, I have 
found that boys do not object to s inging soprano or alto . 
Presently, I have eight boy- altos in the ninth grade choir. 

H aving laid the grouRd-work for furth er mus ical ex
periences in the seventh grade gener al music classes, the 
eighth and ninth grades should include a more intensive 
listening progr am ;  perfor m ance and study of music liter ature 
from aU the periods of history ;  development of the c apacity 
for value dis cri mination ; and emph asis upon part-s inging. 

When studying music literature, the lives of composers 
ar e studied by stressing those characteristics which affect 
the composer 's expr ession. Th e student must be taught to 
listen to those structur es of music which r eflect the com poser 
and his times. This requires r epeated listenings and intensive 
questioning. He must he ar accur ately and remember. Short 
passages must be r epeated and an intellectual response must 
b e  insisted on, to complement physical and e motional responses. 
In this way, the students become mor e perc eptive listeners . 
Moreover, musical understanding is increased for all by the 
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s tudy of musical for m s  such as the concerto , or ator io, oper a, 
c antata, symphony, and others. Without the consider ation of 
the inte rnal design of such for m s ,  the s tudent will never be 
able to perceive the subj ective ins ights inher ent in great 
music-those insights which bring enriched spiritual meaning 
to one 's  life. 

BUIL DING ON THE BASE 

U pon the broad base of general music,  vo cal and instru
m ental classes should flour ish. These ar e provided to meet 
the needs of the students with various levels of achieve
m ent and to help them with particular skill s and talents . 
This writer advocates a volunte er choir in each of the three 
grade s .  This provides for more effective work with the stages 
of the ch.anging voice. S elected ensembles should be encour aged 
for the more gifted singers.  The aim should be to sing more 
challenging music and to incr ease sight-singing proficiency. 

The instrumental program in the aver age j1.1nior high 
is curr ently conc entncted in the band, since most of our schools 
h ave not yet been able> or willing to provide for a sound or
chestr a program. M uch great musi c  is av ailable in its or
iginal for m  only for the orchestra. It is the hope of this 
wr iter that more of the s chools will promote string classes 
as well  as wind classes in their instrumental activity. 

We know that th e j unior high year s  are crucial in 
gener al education. Through a sound music cur riculum, built 
on the essentials of music as an art, our C hristian students 
c an be stimulated to gre ater service to God. 

� 

�ooks 

THE CHIL DREN'S HYM N  B O OK Compiled and edited by 
Wilma Vander Baan and A/berth a Bratt. Illustrated by Ar
mand Merizo n.  The National Union of Christian Schools, 
1 962. Reviewed by Ch arles Bouwsma, music teach er at  
Sylvan Ch ristian School, G rand Rapids, M ich igan. 

THIS B E AUTIF U L  DEVOTIONAL SONG BOOK has been 
av ailable for five years. Teacher s who have made the effort 
to become acquainted with it have been richly r ewarded. Chil
dren have learned to love the simple, charming melodies,  many 
of which ar e the finest humn tunes of Lutheran, Anglican, Pres
byter ian and R eformed tr aditions. The illustr ations, twelve in 
color, im mediately attr act childr en ' s inter est. Arm and M erizon 
has c aptured a childlike wonder and innocence which comple
m ents the words and music. The editors have done a r eal serv
ice for homes, schools and church schools in assembling this 
fine collection. It should be the principal devotional song book 
for kindergarten through fourth grade in C hristian schoois of 
R eformed background. The N ational Union of C hristian School s  



deserves a slap on the wrist for continuing to m ake av ailable 
to schools the inferior LE T YOUTH PR AISE HIM .  

The music for this book h a s  been chosen t o  include m any 
m usi c al style s  from plain song to the twentieth c entury, It ha s 
been unsettling for some teacher s-r efr eshing for other s-to 
find unfam iliar tunes for "Holy Bible, Book Divine, " "0 Little 
Town of Bethlehem , "  "Away in a M anger , "  "There Is a Gr een 
Hill F ar Away , "  and "Savior Like a Shepherd Lead U s , "  I am 
e specially fond of "God Who Touchest E arth With B e auty " 
"Little C hildren, C o m e  To Jesus " and " C om e  Jesus, Hdly 
C hild, To M e. " Patriotic songs for C anada as well as the United 
State s h ave been included. 

Some tr aditional tunes have be en given new har monic set
tings by D er ek F erris,  a contempor ary musician. These set
tings have confused som e  te achers who were accustom ed to the 
tradition al harmoni zation s,  F erri s '  arrangements ar e usually 
quite effective. However,  sometimes his harmonic tr eatment 
r ai s e s  questions of taste and style , Ar e the otiginal harmonic 
settings of H aydn' s  "A New C reated World " or M endelssohn ' s  
"If With All Your Hearts" lacking i n  interest o r  not appropri
ate ? N ineteen songs in the book are Der ek F erris settings, "I 
W as Glad When They Said Unto Me" i s  his original compo sition, 
one of the less interesting selections in the book. 

Some of the songs are pitched in keys which m ay be high 
for som e  children, Younger children who have not had much 
singing experience will need tr anspo sition downw ard, 

The publi sher s of the book would do a great service to 
schools by publishing a pupil ' s  edition with the m e lodies, words 
and illustr ations-om itting piano accompanim ents. Childr en 
who ar e beginning to use music books ar.e confused by the ac 
companiments. T eachers and schools would f i n d  the book more 
useful if a teache r s '  guide were provided with a sugge sted age 
or grade level at which e ach selection might be best introduced. 
This classification should be based on vocabular y, child interest, 
and vocal r ange . 

M any of the songs provide exc ellent m ateri al for use with 
beginning recorder players, The book has an abundance of 
songs in G m ajor which have rhythm ic simplicity and a limited 
r ange- ideal liter atur e for r ecorder s .  

RE V IE W  OF 
" HOW C H I LDREN FA I L "  
( from p.  8)  

n e w .  All the s choold did i t .  Generally you wer e rated a good 
teacher if you covered a wide range of material . Your students 
got cr edit for knowing a gr eat deal about e ach subj ect, which 
they did not, It was kin d of a gal!le which we all played. 

U nfortunately, this " T ell- 'em-and-test- 'em ' ·  way of 
teaching as stated by M r .  Holt shows that " s chool is mainly 
a place where you follow meaningless proeedur es to get 
m e aningless answer s to lll e aningless questions. ·•  The ro mance 
of le arning that begins before the child enter s  s chool is slowly 
s nuffed out so that by the time a child moves fro m the primary 
to the intermediate grades he is bor ed an d in different. This, 
bes ides fear,  contr ibutes to much of the stupi dity that is so 
evident in our schools of today. This is how the s chool fails 
to m ake the child suc c eed� F ortunately, m any childr en sue-

c eed in spite of it. R ead thi s book for some of the practical 
s uggestions M r .  Holt gives,  

H O W  ABOUT THE CHRIS TIA N SCHOOL 

It seems to me that the Christian s chool has an ob
ligation to react to the indictments of M r .  Holt. Not, first of 
a l l ,  because we owe it to the child, but be cause we owe it 
to the C r eato r .  The cultur al m andate to "subdue the earth 
and have dominion over it" carries with it the idea that m an  
should do so with all h i s  m ind and str ength, How can in
telligent man be indiffer ent to knowledge established by God 
the C r eator of it ? If for no other r eason, educ ators, whether 
they be te achers or par ents have an obligation to educate to 
the best of their ability to the honor and glory of God. 

Once we have viewed the ultim ate goal of �dur ation, it 
behooves us to look at the stuff of the educ ational proces s .  
T h e  C hristian s chool teacher is dealing with individuals .  
E ach child has his talents an d potential. Unlike robots, chil
dren r eact to differ ent situations in different w ays.  The nature 
of the child demands teaching flexibility. Individuality calls 
for individual tr eatment. I c an see nothing else than that this 
de m ands a " child - c enter ed cur riculum . · •  If we ar e not presently 
usin g such an approach it is high time that we do so. Modern 
aids and devices ar e av ailable to help us do so. Psychological 
and sociological studies have m ade the various needs of childr en 
known t o  us. Ar e  we going to continue standing in the wings 
w atching th e show go on ? 

It would seem to me to be an obvious ·result of the child
c entered curriculum that educ ation of this sort needs more 
time in the life of th e child, I strongly feel many precious years 
of childr en ar e wasted because we begin their for m al edu
c ation at the arbitrary age of 5 or 6 years. There is much to be 
observed and properly taught bpfore this age. Perhaps this 
will mean getting into the pre-s chool nursery program. It will 
surely mean that we r eexa mine our curricula and give mor e 
s erious thought to non-gr aded program s and better progress 
r eporting. Whatever it m ay be, the Christian s chool and the 
Christian school teacher have both a divin e and human man
d ate to fullfill in the process of education. 

SEX E DU C A T ION 
( from, p .  1 8 ) 
apply to the children of believing parents and ther efore also 
to children who die befor e birth, is m erely stating what 
n eeds to be proven yet. That some governm en�s require 
vital stati stie!s or funerals in cases of premature birth only 
r eflects the thinking within those governm ents or countries. 
The question its elf is a purely theoretical one. Whether there 
is life before birth or not should not influenc e one' s stand on, 
for example, illegal abortions at  all. The Bible already con
demns the intention to do evil and there should be no doubt 
about the intentions of someone who com mits an illegal 
abortion. 

The German humorist Richter has said: "Criticism 
often takes from the tree, caterpillar s as w ell as blossoms.'' 
I must stop before ·I  do any damage. 

P er sonally, I am very happy to have received, " God' s  
Temples" and the "Teacher's Resource Unit" . It has stimu
lated me into further study of sex education. I can only hope 
that my es says on this subj ect will help to convince princi
pals and board member s that sex education is an absolute 
necessity in our Christian schools and that " God's Temples" 
can be an excellent tool in the hands of our Christian teachers. 
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