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Passionate About 
the Possibilities

E d i t o r i a l

I
t wasn’t a normal tin of Quality Street chocolates—that would have been good. But
for a 5-year-old dreamer, the contents were even more exciting! Three hundred but-
tons—of all imaginable colors, shapes, and sizes. They constituted my first school.
How my mother collected that many old buttons, I don’t know, but to me it was per-
fect. My parents had their school, and I had mine! I even had more students and teach-
ers to organize than they did.

So began my excursion into the profession of education and teaching. I had no concept at
the age of 5 of the ideals or values of Christian education, or the complex demands and re-
wards of either the classroom or administration. I did understand that my parents were doing
something that was extremely important, and they loved doing it. I wanted to do the same!

Many years later, I realize how much of my present attitude toward Seventh-day Ad-
ventist education was molded by what I heard and saw in my home. And since that time, I
have experienced similar commitment and vision among other Adventist educators. How do
we develop such a positive attitude? Very simply, by knowing our God, and living with the
conviction that He deeply values our students, our schools, and, of course, us. 

If we do live with that conviction, we can only seek for the best in our students, trying to
understand and redeem, not condemn. I remember the reaction of my headmaster when as an
arrogant 17-year-old, I, with two friends, wrote a potentially inflammatory article for the local
church paper. He asked to see us. We expected a severe reprimand and were ready for the
fight. Instead, he congratulated us on a good article and invited us to discuss our ideas. He
made us feel valued, and his belief in us was a major turning point in my experience with the
church. I have seen students destroyed by teachers who only saw the worst in them, but I have
also seen the “unreachable” and “unlovable” skip across the playground after experiencing the
forgiving and redemptive attitude of other staff. God and we can cooperate in the role of re-
demption.

The belief that God takes a personal interest in the tasks we undertake leads us to approach
our work with passion and a commitment to quality. My father’s passion was voluble and emo-
tional (for an Englishman)—my mother’s was measured and quieter. However, I always knew
that they cared deeply about all they did and were always trying to do it better. Why? Once
again, because of their conviction that their students were valuable to God and deserved the
best—not to mention that God Himself deserves the best.

Too often, I have met church members who consider Adventist education OK, but not
good enough for their children. I have met educators who admit they are just putting in their
time, doing the absolute minimum, not giving their best. I am glad to have also met educa-
tors and parents who know that Adventist education can measure up to the best—in fact, it
can be better than the best, because of the extra dimensions that an integration of faith and
learning and a commitment to excellence bring to the education process. We have no reason
to be ashamed, and every reason to be passionate about the possibilities.

THE JOURNAL OF

Adventist Education

Continued on page 47

Andrea Luxton

CHANGE OF E-MAIL ADDRESS
The JOURNAL’S editorial secretary has recently married, and her E-mail
address has changed. Please send messages to Chandra Goff at
goffc@gc.adventist.org.The phone number and address where she may
be contacted remain the same: (301) 680-5069; JOURNAL OF ADVENTIST

EDUCATION, 12501 Old Columbia Pike, Silver Spring, MD 20904, U.S.A.

MEMBER 2003

JAE_SepOct_03  11/5/03  6:59 PM  Page 3



4 Journal of Adventist Education OCTOBER/NOVEMBER 2003

E
ducational facilities—campuses, buildings, and classrooms in par-
ticular—can enhance (or inhibit) teaching and learning. The “re-
lationship between learning and the design of instructional spaces
within schools” is well documented in recent professional litera-
ture.1 This has, however, been poorly understood throughout
history. The ancient Greeks saw a school as any place where a
teacher and his students happened to gather, often outdoors. The
teacher, as depository of knowledge, was central to learning,
while the setting was considered inconsequential.2

It may well have been the severe climate that forced early European and Ameri-
can educators to build “houses” for their schools. Beginning with the Colonial pe-
riod and onward throughout most of the 19th century, schoolhousing was viewed as
a necessity to protect the people involved from the weather. However, the indoor at-
mosphere received little attention, often being little better than a cattle barn. The
larger schools of the late 19th century can best be characterized as an aggregation of
smaller schools—containing many rooms, all essentially alike. Indeed, the idea that
school facilities could be tools in the hands of teachers did not exist prior to recent
times. It was this concept that spawned the school design and building revolution of
the 20th century. By the end of the century, considerable research supported the
idea that better educational facilities produce better results.

A New Idea
Currently, we find an even newer concept emerging—the idea that facilities play

a role in learning that is independent of the teacher. Facilities are thus seen as not
only teaching tools that can be utilized by creative teachers, but also as teachers
themselves. In other words, whether for good or for ill, educational facilities do
teach!

The “relationship 
between learning
and the design of

instructional
spaces within

schools” is well
documented in
recent profes-

sional literature.

Educational
Facilities

DoTeach!

By David R. Streifling
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While this idea is a revolutionary one in contemporary
professional literature, it is not really new. In the Scriptures,
God told Moses: “Let them make me a sanctuary, that I may
dwell among them” (Exodus 25:8, KJV). A thoughtful study
of that house of worship reveals that it was designed as a
teaching facility.

Seeing the tabernacle every day reminded the Israelites of
God’s abiding presence and protection. Later, Solomon’s
temple, too, taught important lessons. The silence main-
tained on the building site during its construction re-empha-
sized the principle of reverence unto the Lord. Indeed, every
aspect of the design of the sanctuaries in the Old Testa-
ment—from the construction process to the services ulti-
mately conducted in the Wilderness Tabernacle, in Solomon’s
temple, and in the later rebuilt Temple—all were calculated
to teach about God. “Thy way, O God, is in the sanctuary”
(Psalm 77:13, KJV). 

In the book Education, Ellen White identifies a number of
lessons they were to learn:: ”The revelation at Sinai could
only impress [God’s people] with their need and helplessness.
Another lesson the tabernacle, through its service of sacrifice,
was to teach—the lesson of pardon of sin, and power through
the Saviour for obedience unto life.

“Through Christ was to be fulfilled the purpose of which
the tabernacle was a symbol—that glorious building, its walls
of glistening gold reflecting in rainbow hues the curtains in-
wrought with cherubim, the fragrance of ever-burning in-

cense pervading all, the priests robed in spotless white, and in
the deep mystery of the inner place, above the mercy seat, be-
tween the figures of the bowed, worshiping angels, the glory
of the Holiest. In all, God desired His people to read His
purpose for the human soul.”3

E
llen White also wrote about the teaching power
of school facilities in a more modern context.
Writing from Australia in the 1890s, she made
this insightful observation: “In the erection of
school buildings, in their furnishing, and in every
feature of their management the strictest econ-

omy must be practiced. . . . In every feature they [buildings,
furnishings, and management] are to teach correct lessons of
simplicity, usefulness, thrift, and economy.”4

Secular researchers didn’t discover this idea for another
hundred years. In their 1988 article “Architecture Can
Teach,” Taylor, Aldrich, and Vlastos blended the concept of
facilities actually teaching with the idea that they could be
employed as tools by a teacher:

“Two of us (Taylor and Vlastos). . . are convinced that
school environments have a largely untapped potential as ac-
tive contributors to the learning process. . . . A number of
learning opportunities can be woven into the structure of a
school so that the built environment becomes an active,
three-dimensional textbook or teaching tool, rather than a
passive space housing a disarray of ‘things.’ . . . The architec-

Journal of Adventist Education OCTOBER/NOVEMBER 2003 5

The construction of a campus prayer garden demonstrates that we value time spent alone with God. Shown above, prayer garden and gate at
Adventist Institute of Advanced Studies, Silang, Cavite, Philippines.
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tural environment, as a work of art in and of itself, can affect
behavior. It can stimulate or subdue, aid creativity or slow
mental perception, cause fear or joy. In fact, it can affect a
whole range of psychological phenomena.”5

T
he most recent contribution to this theme ap-
peared in book form in 2001. In their mono-
graph, Educating by Design, authors Strange and
Banning describe how facilities teach through
subtle things such as the physical placement of
student service facilities, which indicate the im-
portance that the institution places upon its

students, or the ambiguity of di-
rectional signs, which may make
newcomers or other users feel
unimportant or unwelcome.6

So, What Are Our Facilities
Actually Teaching?

For Seventh-day Adventist ed-
ucators, the question logically fol-
lows: “Since educational facilities
do teach, what messages are they
giving to our students and con-
stituents, and to the communities
in which they exist?” The follow-
ing list, created and compiled
after considerable thought and
study, as well as ideas solicited
from both North American and
Asian educators, suggests some
answers:

By design, the development of
this theme to date has focused on
connections between facility de-
sign/operation and Christian prin-
ciples; although as Strange and
Banning have ably demonstrated,7

similar linkages exist between facility design and general
philosophical principles (which Christian educators hold in
common with other educators). In the following list, com-
ments by Ellen White have been added where they appear to
harmonize with or support the identified concept. No at-
tempt has been made to prioritize the various items.

1. Locating the school in a natural setting among the trees or
near the sea, a lake, a waterfall, reinforces our belief in the Cre-
ator-God. However, even schools in manmade surroundings
can utilize flowers, grass, trees, and other types of landscap-
ing to create natural beauty.

Ellen White commented: “Schools should be established
where there is as much as possible to be found in nature to
delight the senses and give variety to the scenery. . . . Let our
students be placed where nature can speak to the senses, and
in her voice they may hear the voice of God. Let them be
where they can look upon His wondrous works, and through

nature behold her Creator.”8

2. If the school buildings are constructed in a manner that har-
monizes with nature, so that they “belong in their setting,” this
encourages students and teachers to order their priorities in
harmony with God’s purposes for their lives.

3. School facilities that are built economically (not to be confused
with “cheaply”), and that conserve energy teach the principles of
stewardship—accountability in managing capital resources and
responsibility in caring for and conserving God’s creation (the
environment).

Ellen White commented: “Those in positions of trust are
in all things to act as faithful stewards. . . . There must be

care to prevent all needless outlay. In erecting buildings and
providing facilities for the work, we should be careful not to
make our preparation so elaborate as to consume money un-
necessarily; for this means in every case inability to provide
for the extension of the work in other fields, especially in for-
eign lands.”9

4. Placing a church or house of worship in a prominent place on
the campus teaches that we give God first place in our program-
ming, and indeed in everything we do. The design and materials
of the chapel should be of the highest calibre. It should be
culturally appropriate to its setting, but stand out architec-
turally as the finest and best building on campus.  The acces-
sibility of secluded wooded areas and/or the construction of a
campus prayer garden demonstrate that we value time spent
in communion with God. (This idea can also be “preached”
through the scheduling of classes and activities.)

5. A framed portrait of Jesus Christ strategically located in the

If the school buildings are constructed in a manner that harmonizes with nature, this encourages
students and teachers to order thier priorities in harmony with God’s purposes for their lives.
Shown above, atrium at Adventist International Institute of Advanced Studies in the Philippines.
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classrooms or elsewhere on campus reminds students
and teachers that God is always watching, and that
He should come first in their lives. Religious art on
campus sets a tone that tells visitors, employees,
and students who we are and what values we es-
pouse.

6. Creative and aesthetically pleasing works of art
on the campus or in the school buildings teach that
God is creative and a lover of the beautiful—and di-
rectly foster these traits in students.

7. Adapting the basic architectural design princi-
ples of proportion, balance, harmony, scale, and sim-
plicity will encourage the development of valid priori-
ties and Christian temperance. Adequate and
well-designed windows are fit representations of
God as the source of light and truth. By providing light, fresh
air, and visual contact with the outdoors (facing scenes of na-
ture and beauty as far as possible), they promote personal and
environmental hygiene, as well as physical and psychological
health.

Ellen White commented: “In the study of hygiene the
earnest teacher will improve every opportunity to show the
necessity of perfect cleanliness . . . in all one’s surroundings.
. . . Attention should be given also to sunlight and ventila-
tion.”10

8. Adequate and well-organized storage areas model the philo-
sophical principle that God is a God of order. Conversely, the
confusion resulting from a lack of adequate storage areas
communicates the opposite concept.

9. Appropriately placed signs on campus and in buildings com-
municate our respect for the navigational needs of students, staff,
and visitors. Nearby roads should also be marked to indicate
how to reach the campus. Additional signage could include
historical markers, the names of trees and plants, “Adopt a
Road” signs indicating that our students and teachers have
made a commitment to keeping nearby roads tidy, signs indi-
cating donors of art, decorative windows, or benches; and
concise information about the hours when the cafeteria and

offices are open. Monitoring the kinds of programs and ser-
vices that are advertised on bulletin boards and removing
out-of-date signs also indicates a commitment to an attrac-
tive, utilitarian campus that communicates our values.

10. The construction/usage of gymnasia to the exclusion of
manual labor or other exercise in the fresh air, downplays the im-
portance of outdoor exercise and the importance of manual
labor and has significant implications regarding the profitable
use of leisure time.

11. Well-maintained and properly cleaned service areas (such
as kitchens and toilet rooms) reinforce the Adventist belief that our
bodies are the temple of God.

Several comments from Ellen White lend support to this:
“The kitchen and all other parts of the [college buildings]
should be kept sweet and clean.”11

“The necessity for much better facilities in the bathrooms
[has been deeply impressed upon my mind]. . . . A small,
crowded bathroom leaves on the mind an impression of
cheapness and commonness, and this should not be.”12

“In the study of hygiene . . . show the necessity of perfect
cleanliness both in personal habits and in all one's surround-
ings. . . . Teach the pupils that a healthful sleeping room, a
thoroughly clean kitchen, and a tastefully arranged, whole-

Facilities are [cur-
rently] seen as not
only teaching tools
that can be utilized
by creative teachers,
but also as teachers
themselves.

Religious art on campus sets a tone that tells visitors,
employees, and students who we are and the values
we espouse. Above, “The Glory of God’s Grace” by
Alan Collins occupies a prominent place on the campus
of La Sierra University, Riverside, California.

Notable landmarks on campus can witness to the values of the school. Shown
above, Gateway to Service arch at Columbia Union College, Takoma Park, Maryland.
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somely supplied table will go farther toward securing the
happiness of the family and the regard of every sensible visi-
tor than any amount of expensive furnishing in the drawing
room.”13

Conclusion
Our educational facilities, both buildings and campuses,

are a visible expression of our true educational philosophy—
not what we say we believe (our “espoused philosophy”) but
the way we actually put our philosophy into practice. In too
many instances, our educational facilities actually undermine
what we believe. The design and arrangement of buildings
and campuses, as well as the manner in which they are oper-
ated and maintained, may proclaim undesired messages so
loudly that our teachers have little hope of ever communicat-
ing what we really want them to teach. We must find ways to
design and maintain facilities that will teach, reinforce, and
complement the lofty goals of our school mission statements.

This article is only a beginning. More research needs to
be done in this area. We need to identify and document other
linkages that may exist, and further evaluate the educational
significance of the linkages listed above. This is an urgent
matter, because unless we change our ways, we may well con-
tinue to create problems for ourselves by designing facilities
that teach lessons we actually oppose.

We cannot be too careful in considering the educational
impact of our facilities on students, teachers, staff, and the
community. Remember, facilities do teach! ✐

David R. Streifling, Ph.D., was until re-
cently Associate Professor of Educational Ad-
ministration in the Department of Educa-
tional Studies at Adventist International
Institute of Advanced Studies in Silang,
Cavite, Philippines. He just completed a Cer-

tificate in Educational Facilities Planning and Design from the
University of Georgia. For additional information, visit his Web
site: http://www.schooldesign.net.
___________________________________________________
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Since educational facilities do
teach, what messages are they
giving to our students and con-
stituents, and to the communi-
ties in which they exist?

Attractive, well-designed windows are fit representations of God as
the source of light and truth and promote physical and psychologi-
cal health. Above, the Atrium of the Don Love Building at Union Col-
lege in Lincoln, Nebraska.

Appropriately placed signs on and near the campus communicate
our respect for navigational needs of students, staff, and visitors.
Above, a sign for La Sierra University on a nearby highway.
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Going Home;
orWhyI Am a
Seventh-day

Adventist Teacher

O
ne of my earliest recollections as a new Sev-
enth-day Adventist at 16 years of age was lis-
tening with rapt attention to H. M. S. Richards,
Sr., on the radio. And I remember Del Delker
singing a song about being homesick for
heaven, an Earth-weary pilgrim longing for
eternal rest.

My perspective on human history with its
play and counter-play of human events, the

studied conclusions I have come to, everything I teach, everything I am
and do, has been impacted by my heavenly perspective; my sense of being
a “pilgrim” here, with a future that is literally “out of this world.” 

“Going home” expresses an other-world perspective that will in-
evitably put us out of sync with much in the world around us. It conveys a
perspective that, if consistently put into practice, will skew every aspect of
our lives—toward heaven. While many may ridicule such a pie-in-the-sky
orientation, we as Seventh-day Adventists hold it to be the bedrock of our
belief system. If Jesus is not the living, returning, triumphant Lord, then
there is no hope for us as sinners. And the anticipation of an eternity with-
out pain or death, the prospect of being able to grasp the secrets of the universe and
continue learning forever are only a cruel illusion, and we are the worst of deceivers to
teach our students and church members to look forward to spending eternity with Him. 

But the same Jesus who inspired the sobering yet reassuring words “Be faithful unto
death, and I will give you the crown of life” (Revelation 2:10) was declared by the angels
at His ascension to be coming again in the same way the disciples saw Him go—literally

My perspective on human his-
tory with its play and counter-
play of human events, the
studied conclusions I have
come to, everything I teach,
everything I am and do, has
been impacted by my heavenly
perspective; my sense of
being a “pilgrim” here, with a
future that is literally “out of
this world.”

By Warren S. Ashworth
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and visibly. So by faith in the truth of
His promise, we declare that “going
home” is a reality about to be realized.

I have learned some lessons in my
years of college teaching that are worth
mentioning:

It’s Wise to Be Humble
1. I have learned that it is wise to be

humble because there are so many an-
swers I don’t have. While I try to foster
in my students a longing for heaven, it
is also true that “Eye has not seen, nor
ear heard... the things that God has
prepared for us there” (1 Corinthians
2:9, NKJV). No one can fully describe
it. And while I try to both foster honest

inquiry and offer reasoned and plausi-
ble answers, I am continually conscious
of the need for humility since I, too, am
a seeker for truth. I remind my students
often of Ellen White’s assurance that
“No true doctrine will lose anything by
close investigation. . . .we should be
teachable, meek, and lowly of heart.”1

The Blessing of Gratitude
2. I have also learned that it’s an enor-

mous blessing to maintain an attitude of
gratitude. Every day, every situation has
positives and negatives. If I choose to
dwell on the positive, this will keep the
endorphins flowing, put a smile on my
face and a song in my heart. When I

think of the next world—“the home of
the pure and blest” as the songwriter
called it—I am filled with joy. While
the present situation in which we find
ourselves is filled with cruelty and
global chaos, the Bible assures me that
God is still in control and will one day
resolve the problems and take us home.
So I try to encourage my students, by
my example, to cultivate an attitude of
gratitude.

God’s Biddings Are Enablings
3. I’ve also discovered that God’s

biddings are always enablings. He has not
called us to follow Him, then aban-
doned us to make it on our own. He

JAE_SepOct_03  10/22/03  9:24 PM  Page 10
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has promised, “I am with you always.”
What an enormous source of encour-
agement and strength in a lonely and
perplexing world! He is not only the
Author, but also the Finisher of my
faith.2 He will complete the good work
He has begun in us. 

The Gift of Prayer
4. I continue to discover the won-

derful gift of prayer—prayers of praise
as well as of intercession. While some
may say that prayer only changes the
one praying, the great men and women
of the Bible were great pray-ers on be-
half of others—Daniel for his exiled
people (Daniel 9) and Christ for His
disciples (John 17). 

Hypocrisy Wounds the Heart of
God

5. I’ve also come to realize that
hypocrisy is the sin that most wounds the
heart of God. My students have a right
to see in me, in every time, place, and
circumstance, a faithful reflection of
Christ. To do otherwise is to run the
certain risk of hearing the Lord say to
me one day, “I never knew you.”3 I keep
in mind Jesus’ warning that if I am du-
plicitous—professing one thing but
teaching or living another—I would be
better off having a millstone tied
around my neck and being thrown into
the depths of the sea.4 I ask God to
keep my profession and my practice in
harmony.

Don’t Offend a Weaker Brother
6. I have also found that, for me, the

most compelling counsel for Christian
living is Paul’s admonition to do nothing
that might offend a “weaker brother.”5

When I think of the “weaker,” uncer-
tain, trusting, and less-prepared young
people who each year come under my
influence, it strengthens my commit-
ment to be faithful because I want them
to go home to heaven with me.

A
few years ago at An-
drews University,
Chaplain Pat Morri-
son asked students
what would change in
their lives if they
knew that Christ was

coming and they could go home in the
next year. One responded, “If I knew
Jesus was coming soon, a lot of things
would have to change in my life. I am
not living my life for Christ right now,
and I know it. I would start acting like a
Christian because knowing that He is
coming within a year would make Jesus
real in my life again. Of course, if I were
smart, I’d start living that way now.”6

Many students in our colleges and
universities feel they are in a similar
condition. As born-again Seventh-day

Adventist faculty members, what a priv-
ilege and responsibility is ours to let
biblical principles and our other-world
perspective inform everything we do—
from the choice of books we require
students to read, to the teaching of his-
tory in the framework of the Great
Controversy being fought, to the teach-
ing of science informed not only by the
field evidence but also by the Word of
God, to urging a lifestyle in harmony
with biblical ideals.

As Chuck Scriven points out in his
thoughtful article, “Conviction and
Truth in Adventist Education,”7 Western
society is increasingly afraid of anything
that smacks of “conviction”—especially
religious conviction. And any who are
so bold as to embrace it are labeled
“fundamentalists.” Jacques Barzun,
professor at Columbia University, wrote
in 1991 that trying to inculcate “any set
of personal, social, or political virtues”
in the classroom is “either indoctrina-
tion or foolery.”8 And John Mearschei-
mer, a political scientist at the Univer-
sity of Chicago, stated in an address to

While I try to both fos-
ter honest inquiry and
offer reasoned and plau-
sible answers, I am con-
tinually conscious of the
need for humility since
I, too, am a seeker of
truth.
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his colleagues in 1997 that one of the
strengths of his institution was that it is
“a fundamentally amoral institution.”9

The Dangers of Knowledge With-
out Wisdom

However, knowledge without wis-
dom is a dangerous thing. It can lead to
aberrant, even abhorrent behavior.
Solomon declared that “the fear of the
Lord is the beginning of wisdom.” (I
like to think of wisdom as that God-
given ability to rightly use knowledge.)
That is why I often remind my students
that the higher people go in their edu-
cation, the more time they should
spend in God’s Word and maintaining a
living relationship with Christ, or they
will inevitably lose their spiritual equi-
librium and be incapable of rightly ap-
plying their acquired knowledge. As
Scriven puts it: “unless education builds
conviction, students (and at the end, so-
cieties) drift to the path of least resis-
tance. You stay with what you think and
feel already, or move toward what the
dominant surrounding culture thinks
and feels.”10

In an article entitled “When
Learned Men Murder: Essays on the
Essence of Higher Education,” David
Patterson recounts in Phi Delta Kappan
that on January 20, 1942, 14 men, all
Nazi officials, gathered for what history
remembers as the Wannsee Confer-
ence. These men completed a Holo-
caust strategy, a plan for eliminating the
Jews from Europe. Not only did they
agree to murder Jews, but they also
agreed that their mouths would be
mined for gold, their hair for textiles,
their fat for soap, their bones for fertil-
izer! And of these 14 monsters, eight
had doctoral degrees!11 Amoral knowl-
edge owns no barrier against immoral
application.

The First Object of Education
So “the first object of education,” as

defined by Ellen White, “is to direct
our minds to His own revelation of
Himself.” And since God’s greatest rev-
elation of Himself is to be found in the
Bible, she declares a few sentences later,
“The Holy Scriptures are the perfect

standard of truth, and as such should be
given the highest place in education.”12

As Dick Osborn stated in a worship
presentation at a conference on science
and faith, “we are a community cen-
tered around intentionality toward the
faith development of our students.”13

But therein lies an exquisitely deli-
cate challenge. How are we to help
our students to become “thinkers, and
not mere reflectors of other people’s
thought,”14 while at the same time con-
sciously seeking to develop in them a
deepening faith in God and His re-

vealed Word? 
I doubt that any teacher in our

schools has ever set out to undermine
the faith of a student, yet I have known
several young people who have lost
their faith in both God and the church
as a result of their perception of things
taught in the classroom. Thus, as Ellen
White admonishes us, we must foster in
the students an investigation of truth
“for themselves” because the alterna-
tive, she warns, is that “they will be-
come superficial in their life and ac-
quirements.”15 But as teachers with a
“redemptive mind-set,” with an aware-
ness that we are preparing these young
people for a home in eternity, we will,
to quote Osborn again, sometimes
“hold in public abeyance [our] personal
exploration of truth that might differ
from the church’s position.”16

In an editorial entitled “What
Makes a School Adventist?” which ap-
peared in the 2000 General Conference

My students have a
right to see in me, in
every time, place,
and circumstance, a
faithful reflection of
Christ.

Article author Warren Ashworth enjoys interacting with students in one of the classes he
teaches at Pacific Union College in Angwin, California.
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edition of the JOURNAL OF ADVENTIST

EDUCATION, Humberto Rasi listed the
factors that will “help us focus on the
primary and unique features of our ap-
proach to education”—that God exists
and is the source of all true knowledge;
that the Bible is the revealed and au-
thoritative Word of God; that God
came to our rescue through the incar-
nation of Jesus Christ; that God created
human beings as integrated units of
mind, spirit, and body; that God cre-
ated us to live in a loving relationship
with Him and our fellow humans; that
Adventist education conveys to our stu-
dents a sense of eternity—a sense of
“anticipation” for going home. And
perhaps most significantly, he asserted
that “At Creation, God endowed
human beings with His divine image,
which includes the power of choice. We
exercise this freedom within a cosmic
controversy between good and evil,
truth and falsehood. True education
teaches students to make decisions
based on informed moral principles and
permanent values, regardless of the cir-
cumstances.”17

Bringing the Distinctives to Life
Those are the distinctives of Ad-

ventist education. But to make an edu-
cational institution truly Adventist,
those values and beliefs must be lifted
off the written page and transplanted
into the students’ hearts. That requires
the most delicate surgery. A well-orga-
nized administration with a clear vision
of what we ought to be about is vital to
our educational enterprise. A well-
trained and committed staff is critical as
well. However, the role of the faculty is,
it seems to me, the most indispensable
in performing the actual “operation.”
God has entrusted to us as teachers the
ongoing challenge of building religious
conviction while we also open students’
minds up to growth. Then those explo-
rations will ultimately lead the students
to be like the wise man of Christ’s Ser-
mon on the Mount who, when the rain
came down, the streams rose, and the
winds blew and beat against that house,
did not lose his house because it “had
its foundation on the rock.”18

A Ministry Both Heartfelt and 
Genuine

How is this most effectively
achieved? In her first testimony for the
church, Ellen White wrote in
1855 an article called “Thy
Brother’s Keeper.” Since it is
directed to “the servants of the
Lord,” it no doubt includes us
as teachers. She urges us to
“have the truth in our souls.”
We must get it “warm from
glory,” carry it in our hearts,
and pour it out with “warmth
and earnestness.”19 I understand
that to mean that what I teach
must parallel what I am. I must
believe it heart and soul in
order to effectively communi-
cate it. To help lay a “founda-
tion on the rock” that will
successfully sustain the super-
structure of intellectual inquiry,
I must be a caring, loving
teacher whose ministry is
heartfelt and genuine, both in
and out of the classroom. 

In his paper “The Pursuit
of Truth and Faith in Adventist
Higher Education,” Dick Os-
born alludes to Barbara Car-
son, an English professor at
Rollins College, who wrote to students
who had graduated 29 to 31 years be-
fore, asking what they remembered
about their most effective professors.
She found that “while expressing appre-
ciation for demanding teachers,” the
students used metaphors of “religion
and love rather than information ex-
change to recall their favorite profes-
sors three decades later.” It was the “at-
titude, relationship, and accessibility of
the teacher rather than the content
being taught that they most remem-
bered.” Then she made this provocative
statement: “Given all this, even a per-

son as secular as I am should probably
be surprised to step into a classroom
and not hear a voice from a burning
blackboard telling me to take off my
shoes. That ground—with all its myste-
rious potential for changing lives—may
be as holy as it gets these days.”20

Truth Is Personal
Osborn also cites Parker Palmer,

whom he identifies as “one of the na-
tion’s leading proponents of the need

for spirituality in education,” as having
stated: “We will find truth not in the
fine points of our theology or in our or-
ganizational allegiances but in the qual-
ity of our relationships—with each
other and with the whole created
world. . . . Truth—wherever it may be
found and in whatever form—is per-
sonal, to be known in personal relation-
ships. . . . Relationships—not facts and
reasons—are the key to reality.”21 I
would modify that slightly but signifi-
cantly to say—we find truth not only in
the fine points of our theology. . . but in
the quality of our relationships. . . And

Knowledge without
wisdom is a danger-
ous thing. It can
lead to aberrant,
even abhorrent be-
havior.
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I would add—relationships, not only
facts and reasons—are the key to real-
ity.

Recently, at the end of one of my
classes, a young woman came up to tell
me of her growing excitement about
what she was learning about the Bible
and of her decision to be baptized. I
asked if she had taken Bible studies. She
said that one of her teachers, an art
professor, had been studying with her.
That to me epitomizes the meaning of
having the “truth in the soul,” letting
truth impel us to care enough, to take
time outside the classroom to lead a
young person to growing joy in Christ
through the study of the Word. 

In the Gospel account of Christ
driving the demons out of the two men
on the eastern shore of the Sea of
Galilee, as Jesus was about to leave, the
ex-demoniacs begged to be allowed to
go with Him. He told them instead to
return home and tell what great things
Jesus had done for them. And Luke
tells us (8:40) that when Christ re-
turned, everyone was eager to hear
Him. 

We would do well as faculty mem-
bers and staff to be far more open about
sharing with our students what a differ-
ence Christ has made in our lives so
that they may grow in their eagerness
to know Him. I remember one of my
sons telling me, when he returned from
attending a small Methodist college in
southern Illinois for a year, that he
would never forget the first chapel ser-
vice there. The college president ad-
dressed the students and with deep and
evident emotion shared how God’s
amazing grace had transformed him
and enriched his life’s journey.

I find in the words taken from the
book, Counsels to Parents, Teachers, and
Students a compelling summary of what
is of paramount importance—“Teachers
are to do more for their students than
to impart a knowledge of books. Their
position as guide and instructor of the
youth is most responsible, for to them
is given the work of molding mind and
character. . . . The teacher should be
himself what he wishes his students to
become. . . . The teacher may under-

stand many things in regard to the
physical universe; he may know about
the structure of animal life, the discov-
eries of natural science, the inventions
of mechanical art; but he cannot be
called educated, he is not fitted for his
work as an instructor of the youth, un-
less he has in his own soul a knowledge
of God and of Christ. He cannot be a
true educator until he is himself a
learner in the school of Christ, receiv-
ing an education from the divine In-
structor.”22 May God help us to be “true
educators.”  ✐

Warren S. Ashworth,
Ph.D., Professor Emer-
itus of Religion at Pa-
cific Union College
(PUC) in Angwin,
California, retired from
full-time teaching in
June 2003. A member
of the PUC Department of Religion since
1984, Dr. Ashworth’s specialty has been
Adventist studies and mission, and he has
taught a variety of courses in those areas
over the past 19 years. Early in his career,
he served as a jungle pastor, Bible and Eng-
lish teacher, and mission departmental sec-
retary in Ecuador, a departmental secretary
in the Patagonia Conference, and a teacher
of theology at River Plate College in Ar-
gentina. On his return to the United
States, he taught at Andrews University
for seven years prior to going to PUC.
During his years at PUC, he has led mis-
sion trips to Ecuador, Thailand, Honduras,

Ghana, Russia, and Ukraine and in the
summer of 2003, conducted revival meet-
ings in Russia and Ukraine. Dr. Ashworth
recently agreed to be the director of Gospel
Outreach for the Philippines. This article is
adapted from his response to being named
Educator of the Year at PUC in 2000. The
spoken quality of his presentation has been
retained. 
_________________________________
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God and His revealed
Word?
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E
ffective administration is necessary
for the successful operation of every
school, regardless of size. Most larger
schools in the United States have a
full-time principal who is responsible
for administration. Public schools
also have superintendents and other
personnel who share the administra-
tive duties required to keep a school

running smoothly. However, in the Seventh-day Adventist
system, many elementary schools do not have a full-time
administrator. A full-time classroom teacher (often referred
to as a “head teacher”) is often the sole administrator.
These are the people to whom this article is addressed. 

Because there is little research on the administration of
small schools, I have applied general principles of good ad-
ministration from the perspective of my own experience as head teacher of a small school and also as
superintendent of a conference with a large number of one- and two-teacher schools.

Management + Leadership = Administration
First, let’s look at some definitions. Administration includes two components,

management and leadership. Management involves the day-to-day operation of
the school—such things as planning and organizing. Leadership is more ethereal. It has to do with set-
ting goals for the school and then rallying the support of constituents and employees  to accomplish
these goals. Most if not all administrative tasks include components of both management and leader-
ship. And the principal (or head teacher) of a small school must keep in mind the importance of both
areas if the school is to effectively carry out its mission.

Some things are the same for small schools as for larger ones, while some things are different. One

By Lyndon C. Furst

Managing 
the Small

School
BeingYour Own Administrator
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of the major differences is that small schools
have fewer paid personnel to carry out the
complex tasks of operating a school. Usually,
they can’t afford to hire people to drive the
bus, clean the classroom, do maintenance,
type letters, send out bills, or do bookkeep-
ing. In many small schools, the head teacher
is held accountable for the accomplishment
of these tasks. One person cannot possibly do a good job of
teaching a multigrade classroom plus clean the room, main-
tain the physical plant, and do the school’s clerical work. To
get everything done requires a cadre of volunteers to assist
the head teacher.

Managing Volunteers
Dealing with volunteers requires both leadership and

management. First, the church community must be con-
vinced that volunteers are needed; then the required skills
must be identified. Next comes the work of organization. As-
signments must fit the schedules of both the school and the
volunteer. Some people will participate only in the yearly
cleaning bee or will perform only specific tasks. For others,
volunteering is a continuous commitment. Getting the maxi-
mum effort from both groups means ensuring that their as-

signments are carefully planned and orga-
nized. The head teacher must see that this
is done.

The School Board
Every school has a committee or board

that is responsible for its daily operations.
However, most educational policy-making

is done by the conference or union K-12 boards. In some
small schools, the church board doubles as the school board.
In every case, the principal/head teacher serves as liaison be-
tween the school and the board. In larger schools, the board
functions most effectively as a policy-making body, while the
principal manages the school by carrying out the policies es-
tablished by the board. This plan can work well in small
schools, too, but only if the head teacher is willing and able to
perform the management functions. If not, the board as a
whole or an individual member must step in to manage the
school. This can work, but it usually results in a lot of tension
between the school and the board. 

The head teacher will function most effectively if he or
she provides both management of the school and leadership
of the board. This means keeping in close contact with the
board chair, helping prepare the agenda for meetings, provid-

Administration
includes two
components,
management
and leadership.
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ing necessary information to enable board
members to make informed decisions about
each item on the agenda, and making sup-
porting documents or information available
to board members prior to the meeting. If
members have had time to think about the
issues prior to the meeting, the agenda will
go more smoothly, and better informed deci-
sions will result.  

The board chair should be encouraged to
keep meeting discussions focused on agenda
items. Free-ranging discussions frequently
accomplish little and result in ineffective
management of the school. It’s often helpful
for the head teacher to discuss with the
board chair recommended solutions or at least some options
for dealing with every problem on the board’s agenda. Pro-
viding this kind of leadership increases respect for the head
teacher and makes the board both more efficient and more
effective. The result is a smooth-running school and more
positive relations between the head teacher and the board. 

Financial Management
While most schools face financial challenges, small

schools are particularly vulnerable to fiscal crises. Since most
of our Adventist schools depend heavily on tuition, a family
with three children that moves away can cause a major crisis
in the school budget. Similarly, parents who become disgrun-
tled with the school can wield considerable pressure by
threatening to withdraw their children. Good financial man-
agement, therefore, is a vital element in administering the

small school.
Developing a realistic financial plan is

essential for every school, including small
schools. In reality, there is no magic in man-
aging a school’s money, and it isn’t as com-
plicated as many people think. 

From my experience, three simple rules
can keep any school financially stable. First,
spend less than the total income. Second, count
the money on a regular basis; and third, develop
policies and procedures to make sure the first two
rules are followed. In a small school, it doesn’t
take a lot of time to follow these rules, but it
does take committed leadership and eternal
vigilance.

The budget is simply a document that lays out a plan for
the future by projecting anticipated income and expenses for
the school year. The head teacher can exercise good leader-
ship by projecting the expenses for the coming year and then
calculating income based on expected enrollment. The school
(or church) treasurer can assist in this task by providing infor-
mation on the current year’s income and expenditures. Many
conferences have a budget form that lists the categories to be
included.

In assuming responsibility for developing the budget, the
head teacher can ensure that materials and equipment needed
for an effective educational program are included. If the head
teacher is excluded from budget planning, important curricu-
lar decisions are then made by board members who may have
little understanding of the educational process. 

Once a budget is adopted by the board, the head teacher

While most
schools face 
financial chal-
lenges, small
schools are 
particularly 
vulnerable to 
fiscal crises.
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becomes the budget manager. This
means that he or she must ensure that
expenditures do not exceed income.
Usually, the small school has very little
discretionary money. The head teacher
maintains credibility with the church
community by doing a good job of man-
aging available funds. Remember the
first rule: Don’t spend more than you take
in!

The school treasurer should provide
regular monthly reports on the financial
status of the school. A wise head teacher
will ask the treasurer to give him or her a
copy of the report before the board
meeting and be ready to explain how the
money has been managed during the
past month. When the head teacher is
knowledgeable about the school fi-
nances, this gives the board confidence

that the school operation is in good hands.
The physical plant is the biggest asset of any school, and

the head teacher must take responsibility for protecting it
from loss. As plant manager, the teacher should regularly in-
spect the facility to see that it is properly maintained. When
something is broken, it should be fixed right away. Here is a
good place to use volunteers. The teacher should maintain a

list of skilled volunteers who are able
and willing to help with routine main-
tenance. The board should be involved
in decisions about items that require
greater expertise or a major expendi-
ture of funds.

Planning
Planning is a major and essential

management function in the small
school. Before the school year begins,
the head teacher should identify the
major events of the school calendar
and plan for them. These dates must
be coordinated with the church calen-
dar to avoid conflicts and to keep the
school running smoothly. For example,
the school picnic should not be sched-
uled for the same day as a Pathfinder
outing; nor would the teacher want to
schedule a school program during an

evangelistic series. 
Every school event, be it the opening day, a field trip, or a

visit from the public-health nurse, should be carefully
planned. This involves identifying needed materials and hav-
ing them available in advance, analyzing the requirements of
each event and placing them in the proper sequence, and as-
signing people to specific responsibilities. Frequent commu-
nication is needed to keep everyone informed and to make
sure that no steps are forgotten. Careful planning gives every-
one confidence in the administrative ability of the teacher.

Planning must be augmented by good record keeping.
Plans for all school events are best recorded in writing and
filed for future reference. Each year, the files can be updated
and preserved for the next year’s planning. The head teacher
should also note any changes that would make the event run
more smoothly in the future.

Marketing the School
To survive, every organization needs an effective market-

ing plan. Thinking of the Christian school as a business may
almost seem irreverent, but if the school is to fulfill its mis-
sion, it must make known the services it offers in a way that
makes it attractive to customers. 

The head teacher is the key marketing agent of the
school. He or she must ensure that the school not only pro-
vides a high-quality Adventist education, but also that its
overall program is presented in the best light to potential re-
cruits and constituents. 

The school must not only be good, it must also look good.
This means that the grounds and buildings must be well-
maintained and that the school most provide evidence that it
offers an orderly environment and optimum learning oppor-
tunities for students. High-quality instruction and extracur-
ricular activities are essential. Furthermore, the school should

Three simple rules
can keep any
school financially
stable. First, spend
less than the total
income. Second,
count the money on
a regular basis; and
third, develop poli-
cies and proce-
dures to make sure
the first two rules
are followed.
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children, especially if the teachers and students have made a
special effort to make it attractive. 

Good marketing doesn’t just happen. It must be incorpo-
rated into the head teacher’s plans. 

Some Concluding Thoughts
An important part of school administration is maintaining

contact with other levels of the church, as well as other edu-
cational organizations. The head teacher represents the local
school to the conference and, in turn, represents the confer-
ence to the school constituency. To effectively discharge this
function, the head teacher must maintain good communica-
tion with the conference superintendent. 

Another key person with whom the head teacher must
maintain ongoing and positive contact is the local pastor. As
the spiritual leader of the church community, the pastor has a
keen interest in what goes on in the school.

However, the pastor has to balance the needs of the
school with the other aspects of ministry in the local church.
The teacher can be a real help to the pastor by being aware of
the competing demands for the pastor’s attention and by sup-
porting his or her ministry as much as possible. The head
teacher should feel comfortable acting as a member of the
pastor’s team and in helping to provide spiritual leadership to
the church.

Adventist schools do not exist in isolation; they are part
of a bigger system. The head teacher can augment his or her
administrative skills by maintaining contact with principals in
other Adventist schools, as well as in other private schools.
These administrators are usually very receptive to contacts by
Adventist educators. The head teacher will also find it helpful
to maintain positive contact with the public schools, particu-
larly in planning how to serve children with learning disabili-
ties and physical handicaps. 

This short treatise on administrative considerations in
small schools is certainly not exhaustive. Rather, I have tried
to identify basic principles and apply them to some critical
needs at the small school. Head teachers may not think of
themselves as administrators; classroom tasks consume most
of their time. However, if head teachers keep in mind both
their management and leadership roles, they can come to
think administratively. As they do so, the school will benefit.✐

At the time this article was written, Lyndon G.
Furst, Ed.D., was Dean of Graduate Studies and a
Professor of Educational Administration at Andrews
University in Berrien Springs, Michigan, as well as
Editor of the Journal of Research on Christian
Education. In his 40 years of service to the Sev-
enth-day Adventist Church, he has been an elemen-
tary school teacher and principal, boarding academy
principal, and conference superintendent of educa-
tion. He also served for several years as Chair of the Andrews Academy
board and is currently a trustee of the public schools in Berrien Springs,
Michigan. Now "retired," he continues to serve half-time as Dean of the
Graduate School at Andrews University.

provide needed services to augment the formal curriculum. In
business language, the school should have a good product to
sell.

Before the school can provide what its “customers” want,
someone needs to find out just what parents and students de-
sire from the school. This means that the head teacher must
do marketing research—at least on an informal basis. This re-
quires that the teacher get acquainted with local church lead-
ers, as well as with parents of current and potential students.
It means discussing with them what products and services
should be offered by the school. If the board is representative
of the church community, it can be a valuable help in market-
ing and needs assessment. However, the head teacher should
maintain the leadership in these areas.

S
elling the school to potential customers is the
next step in marketing. The head teacher should
seize every opportunity to promote the school
and its programs. Regularly inserting notices
about the school in the church bulletin and hav-
ing the students take a prominent part in church
services are just two ways to do this. Scheduling

church activities in the school building is another way to ad-
vertise the school’s programs. When people come to the
school, they become aware of what a nice place it is for the
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Getting
Students
toThink
Using Questions Effectively 

in the Classroom

E
llen G. White’s familiar statement, “It is the work of true education. . . to train the
youth to be thinkers, and not mere reflectors of other men’s thought”1 takes on new
urgency in the 21st century. We are teaching a generation of students who have grown
up with computers and the media.2 For many, thinking means clicking a few buttons,
rapidly moving from one subject to another, chatting with five “friends” at once, and
downloading term papers from the Internet. Sustained creative or reflective thought is
a foreign concept because very few experiences in the daily lives of children and ado-

lescents today provide opportunities for this type of thinking. How can we help students learn to think? 

Creating Good Questions 
Teaching students to think begins with cre-

ating good questions. Too often, the questions
we ask require only repetition of what we said

in class or something the student has read. These types of questions do not require any “higher level”
thinking. 

But what does “higher level” mean? The most common tool for deciding whether a question is
“high level” or “low level” is Bloom’s Taxonomy.3

By Larry Burton and Donna J. Habenicht
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ier when children know the books of
the Bible in order.

Questions from Level 3, Examine,
ask students to inspect the different ele-
ments or parts of the topic being stud-
ied. They can use observations, discus-
sions, and their thinking abilities to
look at similarities and differences be-
tween ideas and concepts, to reason
from specific experiences to general
truths, and to set standards to guide
them in making decisions or evalua-
tions. “What similarities do you see be-
tween the story of the prodigal son and
the story of the lost coin?” requires this
level of thinking.

Levels of Questions
Most questions will fit into one of

Bloom’s four categories, illustrated in
Table 1. Questions from Level 1, Know,
require mastery of only basic concepts
or facts. However, being able to “re-
member” and “understand” provides a
foundation for higher-level thinking.

Questions from Levels 2, 3, and 4
promote higher-level thinking because
they require students to take the basic
knowledge they developed in Level 1
and do something with it. Level 2,
Apply, includes “skills,” things we want
students to learn how to do. For exam-
ple, finding scriptural references is eas-

“After three days they found him in the 
temple courts, among the teachers, listening

to them and asking them questions. 
Everyone who heard him was amazed at his

understanding and his answers”

(Luke 2:46-47, NIV).

“It is not the best plan for teachers to do all
the talking, but they should draw out the

class to tell what they know . . . Their ideas
should be drawn out and corrected, or 

approved, as the case may require”

(Ellen G. White, Counsels on Sabbath School Work, pp. 15, 16).

Questions or commands at the
fourth level, Create, ask students to cre-
ate something new from what they
know, can do, and have examined. For
example, “What can you create to rep-
resent your relationship with Christ?”
or “Use your drawing supplies to make
a picture that shows what you think the
sky will look like when Jesus comes
back to Earth.” 

In our teaching, we need to ask
questions on each of these levels. Our
students need to master basic informa-
tion, concepts, and ideas. We also want
them to move beyond mere under-
standing and repetition of other per-
sons’ ideas to the creation of original
thought and reflection on the truths of
God’s Word. 

Planning for Good Questioning
Many teachers don’t realize the im-

portance of planning questions in ad-
vance. More than 90 percent of the
questions teachers ask in class are at the
“Know” level. Such questions ask chil-
dren to recall or recite facts. When
teaching a new Bible story, it may be
important to ask several “Know” ques-
tions. However, students will lose inter-
est if they are asked only basic factual
questions about stories they already
know well. 

While knowing is important, our
commission is to move beyond simply
teaching information to creating disci-
ples.4 Teaching is primarily about rela-
tionships. God created human beings
for communion, and communion re-
quires more than simply knowing about
God. We need to ask questions that
help students investigate God’s charac-
ter and actions, the deep meanings of
the Bible, and how all of this applies to
their lives. But to ask these really im-
portant questions, we need to plan
ahead. Otherwise, we will fall into the
trap of asking “Know” questions. To
ask better questions, try one of the fol-

Level Name Type of learning outcome

1 Know I understand this or can explain it in my own words.

2 Apply I can do this.

3 Examine I can look closely at things and make judgments about them.

4 Create  I can put ideas together and create something new.

Table 1. Four Levels of Questions

Teaching students to
think begins with
creating good ques-
tions.
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lowing approaches:
Review the planned learning activi-

ties. Write three or four questions for
the lesson and for each learning activity.
Finally, look at each of your questions
and decide which level of thinking you
are asking students to use. Be sure you
are asking questions at all four levels. 

Another way is to begin with a
Level 1 question and then follow up
with a higher-level question on the
same topic. The verbs listed in Table 2
can be helpful in creating questions at a
variety of levels.

Creating Questions for Reflection
Level 4 questions that encourage

reflection are perhaps the most impor-
tant and most difficult to create. Many
students find them difficult to answer
because they have no experience with
reflection. The purpose of reflection is
to give students an opportunity to make
spiritual connections to the activity
they just completed. Spiritual learning
is incomplete without this connection.
Reflection requires thinking about the
activity as well as about a spiritual con-
nection.

Reflection questions can focus on
the topic of study, the process of the ac-
tivity, the thinking during the activity,
the spiritual principles in the activity, or
on feelings and emotions. The follow-
ing generic questions may be used, with
a little adaptation, to promote reflec-
tion on almost any classroom activity. 

Questions Focused on the Activ-
ity

• “Tell me about what just hap-
pened. What made it difficult? What
made it easy?”

• “What did [the activity] teach you
about [the topic]?”

• “What was going through your
mind while you were [doing this activ-
ity]?” 

• “What were you feeling [emo-
tionally] as you experienced this activ-
ity?”

• ”Have you ever experienced
something like [this activity/topic] be-
fore?”

• “Tell us about a time something

like this happened to you or someone
you know.”

• “What would you say to [charac-
ter in the story]? What do you think
that would do for [character]?”

• “What did you like best in this
story?”5

• “I wonder what the most impor-
tant part of this story is.”6

Questions Focused on a Spiritual
Connection

• “What connection do you see be-
tween this activity and the main point
of our lesson today?”

• “What is God trying to say to us
in [this story or activity]?”

• “What guidance has God given to
us about [this topic]?”

• “How is [this activity] like [spiri-
tual principle]?”

• “I wonder if you are in this
story.”7

Adapt these questions to the age of
your students. Rewording them more
concretely will make them useful for
younger children. When you find re-
flection questions that work well, use
them as models to create new reflection
questions on other topics. 

Let’s look in on an upper elemen-
tary-level classroom. Mr. Chilson be-
gins his Bible lesson by having the stu-
dents read Exodus 18. Then he asks,
“What are the main points of this story

about Moses?” [Level 1, Know] After
the children generate a list, he asks,
“What do you think verses 17 through
24 say about Jethro?” [Level 3, Exam-
ine] “What kind of relationship do you
think Moses had with Jethro?” [Level 4,
Create] He finishes discussing the
verses by asking, “What do you think it
was about Moses that made Jethro want
Moses in his family?” [Level 4, Create]
He ends by asking, “What did you like
best about this story?” [Level 4, Reflec-
tion]. Mr. Chilson has used questions to
skillfully lead his students into “higher-

Know recognize label repeat
clarify illustrate give examples

Apply do use carry out
show practice demonstrate

Examine differentiate outline organize
test critique judge

Create hypothesize design construct
produce invent compose

Table 2. Types of Thinking in Each Level of Bloom’s Taxonomy

Many teachers don’t
realize the impor-
tance of planning
questions in ad-
vance.
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level” thinking and reflection. His stu-
dents have also responded thoughtfully
to his questions. How did he achieve
that?

Getting Children to Respond
Getting students to respond is cru-

cial. After all, it’s the discussion of im-
portant questions that sparks learning.
The traditional question-answer tech-
nique used in many schools goes some-
thing like this: The teacher asks a ques-
tion. The students who think they
know the answer raise their hands. The
teacher calls on a child. The child gives
an answer. The teacher tells whether
the answer is right or wrong. 

What is wrong with this routine?
Several things. About 10 percent of the
students will answer about 80 percent
of the questions, whether it’s first grade
or grad school. Students who are not
asked to respond sit passively and do
not participate in any interaction, while
those who “think out loud” are encour-
aged to respond without thinking
through their answers.

Traditional questioning techniques
work best for intrapersonal or auditory
learners. But what about other stu-
dents? If a question is important
enough to ask in class, then it should be
important enough for every student to
answer. How can you make questioning
into an engaging, active learning expe-
rience? Three simple guidelines can
help transform your use of questioning. 

Wait Time
First, include wait time after asking

a question. Don’t be uneasy with si-
lence and pauses. If you ask thoughtful
questions, students need time to think
before they reply. Without wait time,
students will often choose not to re-
spond or simply echo the response of a
faster or more verbal peer.

In general, wait at least three sec-
onds after asking a question before call-
ing for a response. For more complex
questions, wait even longer. Don’t call
on a student to answer until after you
have asked your question and allowed
wait time. If you call on a student be-
fore asking the question, the others will

not pay attention, and thus will not
learn.

Share With a Partner First 
Second, allow students to answer

the question by first sharing their an-
swer with a partner. This allows every
student to answer the question. When
you want the whole class to hear an-
swers to a question, have the students
respond first to a classmate. Many stu-
dents can give appropriate responses to
questions but are afraid of looking stu-
pid in front of their peers. If you allow
them to present their response to a
partner first, they gain confidence in
their correct answer or get feedback
from their partner about an incorrect
response. Here are three ways you can
get students to discuss their answers

with a partner:8

1. Pairs. After the teacher asks a
question, students pair up to discuss the
topic. They do not share their re-
sponses with the class. The purpose is
to have them reflect on a specific ques-
tion. 

2. Think-Pair-Share. Ask a question
and provide “wait time” to allow the
students to think of an answer before
talking to someone else. Then students

pair up to discuss the question. Finally,
use Random Call (see below) to ask in-
dividual students to share their answer
or their partner’s answer with the class. 

3. RoundRobin. Pose a question to
the class, divide the class into teams,
and designate one person in each team
to be first. The first person in each
team writes a response on a sheet of
paper, then passes the paper to the next
person on the team. The second person
writes a response and passes the paper
to the third person, and so on until all
have responded. The answer sheet can
go around the table more than once,
depending on the question. After the
students have finished writing, invite
teams to share their responses with at
least one other team or with the whole
class. 

We need to ask
questions that help
students investigate
God’s character and
actions, the deep
meanings of the
Bible, and how all of
this applies to their
lives.
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Call on Children Equally
The third guideline that can help

you transform the use of questions is to
call on children equally. Try random call
techniques when choosing students to
answer a question as well as informal
recording techniques to ensure that
everyone has an opportunity to partici-
pate. In most classrooms, a few students
answer the majority of the questions,
regardless of the size of the class.9

Sometimes, teachers encourage this by
calling on the students they know will
give a good reply. 

You can change that pattern by ran-
domly calling on students in the class.
What does that accomplish? If students
know that any one of them may be
called on to respond, they take the
questions more seriously. In many
classes, students know that if they don’t
raise their hands, they won’t have to
think. But if we change our questioning
habits, they have to be thinking and
preparing a response. 

But what about students who don’t
know the answer? Won’t they be em-
barrassed if you call on them? Usually
not if you follow the sec-
ond principle discussed
above. By regularly asking
students to discuss their
thoughts and ideas about a
question with a partner be-
fore they share them with
the class, each person has
the option of sharing his or
her own answer or the
partner’s answer when
called on. 

Random Call. One of
the simplest random-call
techniques uses a deck of
note cards or small slips of
paper. First, write each stu-
dent’s name on a separate
card. Place all the cards
into a single stack. When
you need a response, draw
a card from the deck and
call on that person. To
keep students “on their
toes,” return each card to
the deck after it is used. 

Informal Recording. To

ensure that all students are asked to re-
spond, use a simple informal recording
technique. When using the deck of
cards described above, create a new
stack of cards of students who have al-
ready responded. As you progress
through the cards of students who have
not responded, occasionally take a card
from the “responded” stack, to keep
everyone thinking all the time.

Reading Between the Lines
Be sure to read between the lines

when accepting students’ answers or
comments. A “just right” answer may
not mean very much—it may just be
parroted. Children may not understand
what they are saying or may not have
made any application in their lives.
They may know much more than they

are willing to say but don’t want to
seem too “smart” or “goody-goody” to
their classmates. You must read be-
tween the lines to get real feedback. 

Body language gives important
feedback. Both children and adults
many times act out things they are un-
willing to say with words, and a person’s
face can register an unspoken question.
A shy child might feel embarrassed if
you say something directly about the
unspoken question. Try rephrasing
what you have just said, or in some
other way try to clarify. For a more out-
going, confident student, you might
say, “I think you have a question,
Kwame. Would you like to ask it?” 

What to Do With Wrong Answers
When students give incorrect an-

swers to a question or reflection activ-
ity, the teacher must handle the situa-
tion with great care. Don’t embarrass
students by saying things such as, “I
thought you knew that!” “Why don’t
you know the answer? Weren’t you lis-
tening?” “That was such an easy ques-
tion.” Misdirected humor and sarcasm

Questions that en-
courage reflection
are perhaps the
most important and
most difficult to cre-
ate.
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are always distressing to students. Next
time, they may not try to answer the
question. The desire to try has died.

The teacher’s response to wrong
answers or a student’s inability to re-
spond helps set the atmosphere. One
way to respond to incorrect answers
without embarrassing the student or
creating a spirit of competition10 is to
dignify the response. Identify what parts
of the question were answered cor-
rectly. If the student answered a closely
related question, identify the question
he or she actually answered.

Sometimes, it is necessary to restate
the question. This gives the student
more time to think about a response. If
this doesn’t work, rephrase the question.
The language we use as teachers does
not always communicate well with our
students. If the question is very com-
plex, break it into several simpler ques-
tions.

Another way to support a student
who has given an incorrect answer is to
provide clues or hints about the answer
until he or she can respond. If you have
tried everything and the child still can-
not think of the answer, provide the an-
swer and ask the child to explain it in
his or her own words.

Sometimes, students respond in a
way that is distressing or even shocking.
Often, a direct “Why do you think
that?” will clarify the response. When a
little girl said she didn’t think there was
any God, a soft reply of “Why do you
think that?” brought the answer,
“There isn’t any Santa Claus, so there
isn’t any God!” This gave the teacher
an opportunity to help her understand
that there is a God.

Mistaken ideas should be corrected,
so far as possible, but always in a kind
and gentle spirit.

Responding to Students’ Ques-
tions

Not all questions are generated by
the teacher. Students ask questions, too.
There are two basic ways of responding
to students’ questions: direct or reflec-
tive responses. Direct responses provide
a factual answer to the question. For
example, if a child asks, “Were Joseph

and Manassah related?” the teacher
could reply, “Yes, Joseph was Manas-
sah’s father.” Direct responses are effi-
cient and satisfying for students, since
they require less personal effort. How-
ever, they do not encourage higher-
level reasoning.

In a reflective response, the teacher
attempts to get students to think for
themselves by encouraging them to
draw their own conclusions or identify
a process they can use to find the an-
swer. In reflective responses, the
teacher typically responds to a question
with a question, as Jesus often did.11

When the student asks, “Were Joseph
and Manassah related?” you could say,
“What do you think?” or, “Where
would you look in the Bible to find
out?” Or she could ask, “Do you know
anyone who was related to Joseph? Do
you know anyone who was related to
Manassah?” Try to balance the use of
direct responses with a good number of
reflective responses.

In our experience, students at all
levels need to be guided toward higher-
level thinking skills in all subjects. We
believe higher-level thinking is espe-
cially important in helping students
mature in faith development as this can
provide a solid basis for their belief in
God and His Word. It also leads to an
atmosphere of openness and willing-
ness to discuss students’ spiritual con-
cerns. ✐

This article has been
adapted from a forth-
coming book by Donna
J. Habenicht and Larry
Burton, Teaching the
Faith: An Essential
Guide for Building
Faith-Based Kids (Re-
view and Herald, in
press) and is printed
with the permission of
the authors and pub-
lisher. Larry Burton is
Associate Professor of
Curriculum and In-
struction at Andrews University in Berrien
Springs, Michigan. Donna J. Habenicht
is Professor Emerita of Educational and

Counseling Psychology at Andrews Univer-
sity. Both have taught at all levels from ele-
mentary school to graduate school and have
also been involved in children’s ministry in
churches. 
________________________________
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RELIGIOUS
LIBERTY

EDUCATION
Opening Windows

on the World

S
ome years ago, I was visiting Adventist churches in
Northern Ireland. One local member had a list of
people to whom she regularly delivered our church
magazines. One day, she visited a regular contact, a
Protestant woman, who unexpectedly refused the
magazine. The Adventist woman asked whether
something in the last issue had offended her. “No,

but you know why!” the woman said angrily. “You’ve been taking
lessons from a driving school owned by a Catholic!” That was
enough to close the door. Generations of mistrust and suspicion
had built a wall of segregation and intolerance. 

Unfortunately, throughout history, indoctrination, in both the
home and the school, has contributed to negative and destructive relations between people, religious bodies,
and even countries. We have only to remember the generations of young people in Ireland, Palestine, and
Germany who were taught to see certain groups as the enemy—to be despised, fought, and even extermi-
nated. In America, most of the white settlers treated the Indian tribes in a similar manner. Many other ex-

amples could be given. 

Education Is the Key
It does not have to be this way. It is becoming unmistakably clear that education is

the key to positive interpersonal relations. The role of education in fostering liberty
and friendship is recognized in Article 13:1 of the 1966 United Nations International Covenant on Economic,
Social, and Cultural Rights: “Education. . . shall strengthen the respect for human rights and fundamental
freedoms. . . shall enable all persons to participate effectively in a free society, promote understanding, toler-
ance and friendship among all nations and all racial, ethnic or religious groups.” This ideal and purpose of
education is also mentioned in Article 26:2 of the Universal Declaration of Human Rights as “the full develop-
ment of the human personality and to the strengthening of respect for human rights and fundamental free-

By Bert B. Beach

Adventist
schools
should pro-
vide truthful
information
about other
religions.
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doms”—of which, Adventists consider religious liberty to be
one of the most fundamental.

State Schools and Religion
First, let’s look at the role of public schools in regard to

religion and religious liberty. Then, we shall examine in
greater detail at the role of Adventist schools.

State schools should not teach religion—and even less so, one
established religion. However, government schools should
teach general information about religion. This should include
objective, accurate descriptions of the world’s religions, in-
cluding their history, general teachings, and local setting.
This instruction should emphasize tolerance and non-dis-
crimination, equality before the law, and freedom of thought
and belief. Teachers should point out times when intolerance
held sway, producing some of the worst crimes in history.

Students should also read the United Nations documents
calling for tolerance and full freedom of religion, as well as
relevant constitutional provisions in the country where the

school is located. Public schools should use these documents
to promote a culture of religious freedom and respect for re-
ligious minorities.

Opening Windows on the World
We move now to Adventist education—the central con-

cern of this article. In contrast with public schools, denomi-
national schools can and should teach religion, specifically
Seventh-day Adventism. However, this does not mean deni-
grating other religions or sowing seeds of contempt, which
could grow into intolerance and opposition to the full reli-
gious liberty of others. On the contrary, Adventist schools
should provide truthful information about other religions. Of
course, this teaching will be shaped by an Adventist historical
and doctrinal perspective, but the instruction should not fos-
ter bigotry or blind dogmatism. As Adventist schools offer in-
struction regarding human culture and ideologies, this will
open for the students windows on the world and further their
understanding of their fellow human beings.
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The Two Faces of Religion
Because religion can be a two-edged sword, it can easily

be misused. Religion can lift people to great heights of devo-
tion, spirituality, love, and tolerance, but it also can be used to
teach prejudice, intolerance, and religious extremism—even
xenophobia. Adventist educators must provide balanced in-
formation that helps reduce ignorance, racism, and hostility
toward those with different beliefs. Lack of knowledge cre-
ates fear of the unknown and fosters false and harmful stereo-
types. Fundamentalistic Islamic extremism and its
support of indiscriminate terrorism is an example of
religious ignorance run amok. 

A Culture of Tolerance
Every Adventist school should seek to develop and

promote a culture of tolerance and respect for human
rights. Unfortunately, this has not always been the case.
Intolerance can sometimes raise its ugly head even in
“Christian” educational settings. With the best of in-
tentions, some educators and pastors give the impres-
sion that religious liberty applies in practice, if not
always in theory, only to the true church and those
holding orthodox biblical views. Not so, for while error
may have no rights, human beings do, and no one has
the right to persecute or ostracize a person whose be-
liefs deviate from the norm.

If they are not careful, private schools with a spe-
cific religious orientation can run the risk of fostering a
“better than thou” exclusivity and even of showing dis-
dain for other beliefs and religious bodies. But this does
not need to be the case. Adventist schools must avoid
any such sectarian tendencies. The curriculum in our
institutions should include teaching and activities pro-
moting pluralism, openness, tolerance, and respect for
the right of every person to freely choose and to act
upon his or her sincerely held religious convictions.

Religious Liberty Is for Everybody
Adventist schools should inculcate in their students

not only the right to religious liberty for themselves,
but also for everyone else, even for those with whom
they strongly disagree. Religious liberty is not only for
“good people” (e.g., Adventists), but for all people. We
need to teach the fundamental concept that a person
can be totally committed to his or her faith, and yet re-
spect those who practice other beliefs. There seems at
times to be an underlying assumption or hidden fear
that tolerating the rights of someone to practice “false” be-
liefs is a form of compromise and may indicate a lack of faith
commitment. Students must be taught that there can be no
authentic and mature faith without recognizing and respect-
ing the God-given right of every human being to worship ac-
cording to conscience, or even not worship at all. God cannot
accept a homage that is not freely given. That is what reli-
gious liberty is all about. 

Religious Liberty—The Fundamental Right
Adventist educators must be in the forefront of promot-

ing freedom, respect for personal convictions, and the right
of conscience. Adventist schools should teach that every
human being has an innate dignity and is entitled to basic
human rights, of which religious liberty is the fundamental
right undergirding all others.

In every Adventist school, the concept of religious liberty

Adventist educators must
provide balanced information
that helps reduce ignorance,
racism, and hostility toward
those with different beliefs.
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(including non-discrimination, equality, and minority rights)
should be integrated into the curriculum at various levels and
not taught only in religion classes. The size or “historical
status” of a denomination should never be the determining
factor in whether it is entitled to rights and privileges, as is
unfortunately the case in many countries.

S
eventh-day Adventist schools should be sensitive
to the religious-liberty rights of all students, in-
cluding those who are practicing believers of
other Christian or non-Christian faiths. Such
students should be allowed to leave the campus
to worship in their church or house of worship,
if they wish to do so. We must be willing to

grant to them what we ask for Adventists studying in other
schools, not only for our witness to be consistent, but because
religious liberty is a vital human right. Adventists must be
seen as foremost in upholding this right for everyone. 

One might wonder why non-Adventists would want to
enroll in an Adventist boarding school, with all the religious
life this implies, if they wish to travel down a different reli-
gious road. This issue should be dealt with in interviews prior
to accepting students, so that there will not be misunder-
standings regarding the nature and standards of the school.
While generally, enrollment in an Adventist school is based
on free choice, in some places, Adventist schools carry out a
function of general education, with government recognition
and support. In such cases, students may have few other edu-
cational choices.. They may not be looking for a clearly
Adventist education, but simply high-quality schooling.
Adapting to this situation demands a delicate balancing act:
implementing the school’s mission while respecting the reli-
gious and other fundamental rights of such students.

Key United Nations Instruments
Adventist schools should acquaint their students with the

United Nations’ Universal Declaration of Human Rights (1948),
especially Article 18, which gives this succinct definition of
the dimensions of religious liberty: “Everyone has the right
to freedom of thought, conscience and religion; this right in-
cludes freedom to change his religion or belief, and freedom,
either alone or in community with others and in public or
private, to manifest his religion or belief in teaching, practice,
worship and observance.” 

Our schools’ curricula and textbooks should systemati-
cally present and teach the universal rights and values con-
tained in this Declaration. Reference should also be made to
the United Nations 1981 Declaration on the Elimination of All
Forms of Discrimination and Intolerance Based on Religion or Be-
lief,1 which contains the important statement (especially for
Seventh-day Adventists) that every person has the right to
observe days of rest in accordance with the precepts of his or
her religion.

In countries where the constitution has codified certain
religious liberty rights, every Adventist school should teach

about this to its students at various levels. This will help to
develop and reinforce a culture of respect for non-discrimina-
tion, tolerance, and peaceful living in community.

Some Basic Religious Liberty Principles
Here are some of the religious liberty principles Adventist

schools should teach and practice:
• The nature and inalienable right to practice freedom of

conscience, subject only to respect for the equivalent rights of
others.

• The right to choose one’s own religion and the recogni-
tion that others have the same right.

• The right to freely worship and practice one’s religion
individually or in community with others.

• The right to teach one’s religion and freely but respect-
fully witness to others.

• The evils of religious discrimination and religious ha-
tred.

• The need to respect the views of others and, where nec-
essary, to respectfully disagree.

• Legislative and other governmental acts that unite
church and state are contrary to the interests of both govern-
ment and church.

• The right to establish and operate schools and other ap-
propriate institutions, to solicit or receive voluntary financial
contributions, and maintain free communication with fellow
believers at national or international levels.

Fostering a Culture of Pluralism and Diversity
Adventist schools should advocate, wherever possible, a

climate supporting a free market of religious, political, eco-
nomic, and ideological ideas. In the age of the global village
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international travel, and multinational and international orga-
nizations, Adventist education should help provide a culture of
pluralism and diversity. Respect for diversity is a central tenet
of religious liberty. Countries and religious groups that, in
the name of unity, try to stamp out diversity are waging a
costly but losing battle. Through cooperation in diversity and
recognition of differences, new achievements will be realized,
such as the creative interaction between humankind and na-
ture. Adventist education should teach openness toward other
people and that which is different.

Dealing With Persecution
It is important for Adventist schools to address the issue

of persecution—past and present. Teachers should find ways
to deal constructively with how to avoid such regrettable as-
saults on the dignity of the human person, created in the
image of God. Instruction can explain the setting that caused
or allowed such violations. This will mean acquainting stu-
dents with their cultural heritage and the ups and downs of
history—the great deeds, but also the sad machinations of
leaders throughout the centuries. The use of narratives, ap-
propriate to different grade levels, can be powerful tools for
religious-liberty education. Riveting stories of human-rights

violations can be drawn from current events or church his-
tory, and even from literature.

An important part of religious-liberty education is gain-
ing accurate knowledge regarding one’s own religion, as well
as comparative information regarding other belief systems.
This education should include the historical emergence of
human rights and religious liberty, and references to the
tragedies that have occurred when religious liberty has been
trampled upon. This could very well include biographical ref-
erences to the problems and sufferings of martyrs and others
who have been denied basic freedoms. Cole Durham has
made the useful suggestion that curricula refer to the na-
tional, regional, and international norms of religious liberty.
He also suggests “role play” in schools, in order to help stu-
dents understand and empathize with the suffering caused by
discrimination and persecution, “analysis of causes of reli-
gious intolerance,” and “teaching about aspects of various
religious traditions that promote tolerance and understand-
ing.”2

Teacher Education on Religious Liberty
Adventist colleges need to incorporate information on re-

ligious liberty into the teacher-training curriculum. Cur-
rently, no such preparation is being done in an organized and
focused manner. The new International Center on Religion
and Government at Andrews University in Berrien Springs,
Michigan,3 could be helpful in providing seminars and work-
shops for teachers. Teachers already employed in the class-
room also need training regarding religious-liberty rights and
their practical application in the workplace and school set-
ting.

Religious liberty should not be taught simply as an ab-
stract concept, such as separation of church and state, but as a
gift from God, a living concept governing human relations.
The dignity of every person requires religious liberty. With-
out respect for the inherent dignity of each child of God,
there can be no fruitful interpersonal relations.

Religious Liberty Within Adventist Schools
A question arises sometimes regarding religious liberty

within Adventist schools. The very existence of church

With the best of intentions,
some educators and pastors
give the impression that reli-
gious liberty applies in prac-
tice, if not always in theory,
only to the true church and
those holding orthodox bibli-
cal views.
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schools and colleges is the fruit of a climate of freedom, plu-
ralism, and tolerance for different views. Therefore, our
schools should be all the more sensitive to religious-liberty is-
sues within their own walls.

Personal convictions and conscience need to be protected
everywhere. Of course, an Adventist school is a community
that operates within the framework of a biblical worldview, as
understood by the Seventh-day Adventist Church. Every one
of our schools was established—and continues to be oper-
ated—with the express purpose of upholding this worldview
and sharing Adventist fundamental beliefs with the next gen-
eration, usually at considerable cost to the church. While
respecting the right of students to hold different views and
religious beliefs, an Adventist school must have the right to
protect itself against religious agitation and propagation of
views that hamper, undermine, or even destroy the school’s
mission and raison d’être.

Religious Liberty and Evangelism
Since evangelism is the very essence of authentic Chris-

tianity and is very much a part of the Adventist psyche, both
teachers and students need to understand the theoretical and
pragmatic link between evangelism and religious liberty. This
is especially important today, since there are those who claim
to support religious liberty but exclude the right to evangelize
or proselytize or change religion.

There are, in this connection, two fundamental rights: 
1. The right to evangelize and “tell the story of Jesus,”

sharing the message of salvation and the distinctives of our
faith. 

2. The right of privacy—to be left alone and not to be
evangelized. 

A
dventist religious-liberty education must
recognize that these rights coexist. Nor-
mally, there should be no conflict between
them, as long as proper methods are used
in sharing our faith. There should be, in
evangelism, no undue pressure, cajoling,
offers of material inducements, or false in-

formation given regarding other churches or religions. Hon-
esty, transparency, and fairness should be taught and prac-
ticed.

Ideal Religious-Liberty Education Atmosphere
While the philosophy and principles of Adventist reli-

gious-liberty education are anchored in Scripture and the
writings of Ellen G. White, Article 5:3 of the United Nations
1981 Declaration summarizes the needed and harmonious at-
mosphere for religious-liberty education in Adventist primary
and secondary schools:

“The child shall be protected from any form of discrimi-
nation on the grounds of religion or belief. He shall be
brought up in a spirit of understanding, tolerance, friendship
among peoples, peace and universal brotherhood, respect for

freedom of religion or beliefs of others, and in full conscious-
ness that his energy and talents should be devoted to the ser-
vice of his fellow men.” ✐

Bert B. Beach, Ph.D., currently holds several po-
sitions, including Secretary of the Seventh-day Ad-
ventist Council on Inter-Church Relations and Vice
President, International Religious Liberty Associa-
tion. His early education was in Switzerland, and he
holds a doctoral degree from Sorbonne University in
France. He has served the Adventist Church for
more than 50 years in a variety of positions on sev-
eral continents, ranging from secondary principal to college history professor
to division director of education, Director of the Public Affairs and Reli-
gious Liberty Department of the General Conference, and chairman of the
editorial board of Liberty magazine. Dr. Beach has served as an advisor to
the Central Committee of the World Council of Churches and has ad-
dressed the United Nations on the subject of religious liberty. He is the au-
thor of more than 200 articles in many journals and has received many
forms of recognition, commendations, and honorary degrees from organiza-
tions as diverse as Who’s Who in America, the COSMOS Club, and the
Christian Theological Academy in Poland. He has traveled widely and
speaks five languages fluently. Dr. Beach writes from Silver Spring,
Maryland.
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A
s Alicia Newport,* a college in-
structor, left the treasurer’s office,
she felt as if nothing had been ac-
complished. In fact, she was now
farther than ever from obtaining
her request. Later, she confided to
her best friend: “I admit that there

are two sides to the issue and I didn’t really expect to
win, but at least I’d like to have engaged in some dia-
logue. I felt as if he was not listening to me. While I
talked, he was thumbing through the policy book to
find the statement to read to me. And my case is totally
different. . .but he just didn’t understand.”

Faculty members as well as students tend to feel re-
laxed when talking to the school counselor to share a
concern. But if the appointment is with the principal or president, their anxiety levels may increase sig-
nificantly. School and college administrators pose a certain level of threat to individuals going to see
them. Would counseling skills help administrators with these encounters? I believe so, and the litera-

ture also points in that direction. 
When I accepted a position as academic dean, I was excited about the job’s chal-

lenges and possibilities but sorry to leave behind my teaching and practice in psy-
chology and counseling. However, I soon realized that my skills were quite useful in

the new job. And when, years later, I was appointed university president, I found counseling skills to be
even more useful!

Educational leaders spend much of their day interacting with people—in committee meetings,
small groups, and one-on-one interviews. These encounters are often appointments made by employ-
ees or students to discuss problems, issues, worries, and personal requests. Counseling principles and
skills were specifically designed for encounters where someone is seeking help, support, or understand-
ing from another person—just what happens to educational leaders. This article reviews a number of
counseling principles and skills that may be helpful.

HOW
EDUCATIONAL 

LEADERS
CAN USE COUNSELING 

PRINCIPLES
AND SKILLS

By Julian Melgosa

Counseling principles
and skills were
specifically designed
for encounters where
someone is seeking
help, support, or un-
derstanding from an-
other person—just
what happens to edu-
cational leaders.

*Not her real name.
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How Does Counseling Work?
The basic assumption of counseling is that talking is good

for the soul. When a person is listened to carefully by a car-
ing counselor who asks the right questions and suggests valid
alternatives, he or she leaves the room in a good emotional
state and better prepared to face the difficulties of life. A
counseling relationship among believers adds the crucial
components of prayer, Bible references, the role of God and
the Holy Spirit, and the function of a supporting church
community.

Counseling follows a series of steps1 beginning with (a) a
first encounter between counselor and client (normally the ini-
tial session) to set up procedures, communicate expectations,
and start building mutual trust. Soon after follows stage (b)
exploration, when problems or issues are examined in detail.
After sufficient analysis, (c) insight is achieved. This involves
an understanding of the root, nature, and extent of the issue.
Subsequently, the (d) strategy stage is reached—appropriate
therapeutic techniques (or treatment) drawing on the world-
view, background, and experience of the counselor. Finally,
after the problem is resolved, point (e) termination, arrives—

when the counselee is able to proceed successfully without
professional help.

Clara Hill and Karen O’Brien2 have proposed an increas-
ingly popular three-step model—Exploration-Insight-Action.
Barbara Okun3 uses an even simpler two-step model consist-
ing of (a) building the relationship through rapport and trust,
and (b) planning-implementing-evaluating strategies.

Such sequences are often used by school administrators to
explore existing problems with a member of their staff (or a
student) in an attempt to discover suitable solutions. Then
they take steps to implement a solution.

Unfortunately, those steps do not say much about the
“how to.” The specific principles/skills used in the counseling
process are the key to improving relationships. I would like to
propose the following skills as most useful to educational
leaders.

Rapport and Empathy
Rapport exists when people feel comfortable sharing ideas

and feelings. When educational leaders interact with teach-
ers, students, or fellow administrators, they need to develop
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good rapport in order to obtain a com-
plete picture of the issue, especially if it
involves a personal crisis. Rapport oc-
curs when a person coming to talk to
the administrator feels respected, ac-
cepted, and trusted. Much of the re-
sponsibility for achieving rapport lies
with the leader. He or she needs to con-
vey a message of trust and not judge too
quickly. Carl Rogers4 calls this uncondi-
tional positive regard, a necessary ingredi-
ent for problem-solving.

Perhaps the main adversary of rap-
port is a judgmental attitude. People
who feel judged will not speak freely,
and those who judge will see judgment
coming back at them. Jesus said: “Do
not judge, or you too will be judged.
For in the same way you judge others,
you will be judged, and with the mea-
sure you use, it will be measured to
you.”5

Empathy means trying to under-
stand the other person’s emotions and
feelings from his or her perspective.
The teacher or student meeting with
the administrator needs to feel under-
stood. In order for this to happen, the
leader needs to “walk in the other’s
shoes” and “see the world through the

other person’s eyes.”
The high value of empathy has been

underlined by many leading experts.6 It
is perhaps the foremost factor in suc-
cessful counseling. Empathy soothes
tension, builds trust, improves mutual
understanding, and promotes psycho-
logical healing. In addition, empathy
must be conveyed. As David Martin7 in-
dicates, it is not effective if it is not
clearly communicated by appropriate
verbal and non-verbal messages.

On one occasion, I had an unhappy
teacher come to my office complaining
about not getting an educational al-
lowance that others received. He was
noticeably irritated, and his voice began
to rise. He kept saying that his profes-
sional accomplishments were at least
equal to, if not higher than, those of
others. As he talked, I realized that the
problem was not really the money, but
self-worth and personal value. I made
no attempt to respond to his message

but rather tried to confirm his senti-
ments as I understood them.

In a calm voice, I said: “You are
angry, you are mad . . . .” “Exactly
right!” he replied. I said: “Do you per-
haps feel neglected and rejected . . .as if
nobody recognizes your achievements?”
He agreed, and our dialogue improved
considerably from that point on.
Through my feedback, he realized that,
albeit imperfectly, I was beginning to
grasp his feelings. The matter could
have been quickly “settled,” for he
lacked sufficient ranking for the al-
lowance. However, showing him the
policy would not have assuaged his
anger or reinforced his sense of per-
sonal worth. He was trapped in a strait-
jacket of negative feelings, unable to
engage in simple reasoning. At a later
time, we had the chance to sit down to-
gether and work on his application for
ranking.

Attending/Listening
Attending refers to one’s willingness

to listen. As in the case of empathy, at-
tending must not only be felt but also
conveyed. In practice, attending re-
quires active engagement with col-

Overt Behavior Possible Meaning
Furrow on brow. Mouth tight. Anger. Doubt. Concern.
Excessive blinking of eyes. Nervousness. Embarrassment.
Teary eyes. Sadness. Tenderness. Happiness.
Staring at objects. Preoccupation. Wishes to convey lack of interest.
Eyelids halfway closed. Mouth halfway open. Fatigue.
Lip biting. Nervousness. Anxiety.
Blushing. Embarrassment. Anxiety.
Movement of arms and hands to convey message. Excitement. Conviction.
Crossed legs and arms. Resistance.
Tapping. Sighing. Trying to convey boredom or disagreement.
Learning forward. Facing squarely. Openness to communication and exchange.
Silence. Need for time to organize thoughts. Inner conflict.

Although the above interpretations have been broadly confirmed in Euro-American cultures, there are many other non-ver-
bal behaviors in other cultures. Educational leaders should observe and study the non-verbal variations of behavior in their
environment.

Table 1

NONVERBAL MESSAGES AND THEIR
POSSIBLE INTERPRETATION

The basic assump-
tion of counseling
is that talking is
good for the soul.
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leagues or subordinates. A person com-
ing to see the administrator will get the
right message if he or she observes eye
contact, lifting of eyebrows, head
movements, nods, smiles, a body pos-
ture showing interest, and appropriate
sounds of acknowledgment: “mm-
hmm,” “yeah,” a sigh, or a laugh. At-
tending makes the other person feel
worthy and more willing to proceed
and share deeper levels of experience.
On the contrary, when signs of attend-
ing are absent (e.g., looking at one’s
watch, yawning, lack of eye contact),
the person feels rejected, unworthy, and
thus unwilling to share any feelings.

Listening is defined by Egan8 as the
act of capturing and understanding the
message, either verbally or non-ver-
bally, clearly or vaguely. Listening is a
central skill for anyone wishing to com-
municate with other human beings and
is especially useful to the educational
leader, who must spend large amounts
of time listening to others.

L
istening is not easy. Ad-
ministrative positions de-
mand fixed schedules, so
it’s tempting to worry
about the next hour’s
meeting instead of listen-

ing. It’s difficult to listen when one is
tired or concerned about some immi-
nent event (e.g., a committee meeting
or class coming after the interview). In
such cases, it may be best to explain the
circumstances and postpone the ap-
pointment. Often, however, this is not
possible. 

To eliminate distractions, imagery is
particularly useful. The listener makes a
mental moving picture of the informa-
tion being conveyed, elaborates on it,
adds some color and perhaps a bit of
humor. In that way, it is possible to
concentrate more fully and better retain
the events in memory. If the informa-
tion is highly abstract, the listener can
focus his or her attention on the other
person, trying to identify the feelings
behind the message (i.e., What is the
connotation of the words she is using?),
looking for generalizations (i.e., “Peo-
ple are so demanding… ” “I always for-

get… ”), and distortions (i.e., “I am not
liked by any of my colleagues… ”). This
mental activity will help keep the mind
focused.

Non-Verbal Messages
Ever since Theodore Reik9 pub-

lished his book Listening With the Third
Ear more than 50 years ago, many
counselors have used the expression
“listen with your third ear” to indicate
that one can gain the full message only
after paying attention to non-verbal in-
dicators. See Table 1 for examples.

Non-verbal behavior and its mean-
ing may vary considerably from culture
to culture, so administrators need to
observe and study the environment
where they work in order to interpret
messages accurately. I became aware of
this through one of my students from
Tanzania. He asked questions and par-
ticipated in class, but when I answered
him or commented on his remarks, he

would not look me in the eye. He
looked down at his notebook or toward
a side wall. I was so annoyed at his be-
havior that I could hardly focus on what
I was saying. I concluded that he was
rude and had a bad attitude.

A few days later, I was talking to an
East African friend. He told me that
certain tribes in Tanzania consider it to
be disrespectful to look openly into the
face of an elder when he speaks to
them—doing so would mean defiance.
Soon, I realized that my Tanzanian stu-
dent was actually trying to show his re-
spect by not looking at me directly.
Knowing this made me feel relaxed and
able to interpret his behavior in a posi-
tive manner.

Open Questions
By asking open questions, adminis-

trators can gain an understanding that
goes beyond the bare facts. Unfortu-
nately, educational leaders tend to be
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quite specific in their questioning.
They are interested in exploring the
facts, in getting yes/no answers, and in
asking “Why” questions. While this can
be appropriate for fact-finding, it is
quite limiting when exploring personal
and relational issues.

A study conducted by Barkham and
Shapiro10 and another by Hill, et al.11

show that when open questions are
used, people tend to tell their story
more fully and talk more about their
feelings. These questions provide direc-
tion and help the person focus on the
most relevant aspects of his or her ac-
count. To elicit answers with substance,

it is much better to ask questions such
as: “What do you mean by that?”
“What else happened?” “How do you
feel about it?” or “Tell me more about
that,” rather than inquiries such as:
“How many were there?” “Who told
you?” or “Why didn’t you go?”

Self-disclosure
Self-disclosure means being willing

to share relevant information about
oneself and to be vulnerable. To do this,
the educational leader can present a
brief, personal account of a similar na-
ture to the one being shared by the
other person—“I can understand how
you feel because many years ago, I also
lost my father . . . .”

Self-disclosure has several benefits:
Hearing about a similar experience

from the leader helps the person under-
stand her or his own experience better.
It also helps the listener feel less threat-
ened, knowing that someone else has
gone through a similar experience and
survived. Finally, it helps balance the
power, showing that the educational ad-
ministrator is a real person. This en-
hances rapport and will usually have a
positive effect on the relationship and
on the resolution of the issue.

This principle finds a parallel in our
relationship with Jesus. When tempted
or in pain, we can feel reassured be-
cause He has experienced the same
things—“for we do not have a high
priest who is unable to sympathize with
our weaknesses, but we have one who
has been tempted in every way, just as
we are—yet without sin.”12 Because He
lived among us, Jesus is able to feel as
we feel and experience our joys and
pain. Thus, the administrator who dis-
closes a personal experience can com-
municate caring and servant leadership.

A common mistake is the tendency
to use self-disclosure to make a point,
rather than to empathize. Greenberg et
al.13 called this “promiscuous self-dis-
closure.” I remember when a business
manager dismissed my concerns with
this type of self-disclosure. It was my
first job, and I was struggling finan-
cially, so I went to him to make a re-
quest that I thought was reasonable. He
denied my request, and I accepted his
decision. But then he proceeded to tell
me how at the beginning of his career,
he also struggled financially. At his fam-
ily table, he would have liked an extra
slice of cheese, but refrained from tak-
ing a second helping, as he could not
afford it. This, in my opinion, was a
misuse of self-disclosure. Self-disclo-
sure should be used to help a person
bear pain produced circumstantially or

by an external individual, but not pain
produced by the decision of the educa-
tional leader himself. Instead of using
self-disclosure appropriately, the ad-
ministrator, using himself as an exam-
ple, attempted to lecture me and to
brag about his own virtues!

Confrontation
A confrontation or challenge occurs

when an administrator identifies a dis-
crepancy, contradiction, irrational atti-
tude, or fundamental disagreement that
needs to be challenged. 

Challenges are ways to point out
the discrepancy or disagreement, not
ways to blame or judge. Let us look at a
biblical example. Jesus had a series of
disheartening events recorded in Luke,
chapters 9 and 10. Not only had recent
events been extremely unpleasant, but
He faced imminent death. He did not
need a buffet dinner but conversation,
affection, and companionship . . . so He
went to His friends’ house in Bethany.
Mary hit the target, while Martha gave
herself up to the monumental task of
entertainment, which normally would
be praiseworthy, but here was off tar-
get. Jesus did not blame Martha. He
did not even tell her that her efforts
were not helpful. He simply pointed
out at a better way: “Martha, Martha,
you are worried and upset about many
things, but only one thing is needed.
Mary has chosen what is better, and it
will not be taken away from her.”14

Confrontation statements must be
made gently, respectfully, and thought-
fully, implying acceptance rather than
criticism. Above all, such statements
should be made only after the relation-
ship is well established, when the ad-
ministrator has consistently shown sup-
port and empathy. Scott Meier and
Susan Davis15 include this principle
among their Elements of Counseling—
“You may confront as much as you have
supported.”

I learned this principle when work-
ing as director of an international lan-
guage program at an Adventist acad-
emy/junior college. Every year, a new
batch of students enrolled in a year-
long foreign-language program, most

The specific princi-
ples/skills used in
the counseling
process are the
key to improving
relationships.
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of them Seventh-day Adventists. A
number of female students wore jew-
elry. This was not an issue in their
home environment, but it was unac-
ceptable at our school. So I had the re-
sponsibility of “laying down the law.”
The large majority did not welcome my
enforcement of this rule and, although
many complied, they would put the
jewelry back on as soon as they left
school property. I was unhappy with
this outcome, and so with the next
group of students, I decided to wait a
week before I invited them not to use
jewelry. This made the principal rest-
less, but I pleaded for a little extra time. 

For a few days, I attempted to build
a caring relationship with the students,
showing interest in their families, their
adaptation to a new culture, new lan-
guage, etc. I also tried to help them
with their practical needs. During this
time, I became basically jewelry-blind.
After a few days, I talked to them indi-
vidually about the rule and the reasons
behind it. The results, though not per-
fect, were much better than the initial

experience. This convinced me that, re-
gardless of my position, I did not have
the right to invite anyone to change
their lifestyle until I had made them my
friends.

Educational leaders can benefit
from using counseling principles and
skills. Following the basic counseling
steps smooths out the relationship be-
tween leaders and subordinates. It pays
great dividends to build up rapport, to
learn how to listen and to read non-ver-
bal messages, to pose open questions,
and to make adequate use of self-disclo-
sure and confrontation.

For the administrator, and espe-
cially for the Christian administrator,
decisions are very important but not as
important as people. A sound, logical,
and “effective” decision may be disas-
trous if it destroys relationships. Like-
wise, a mediocre decision, backed by
satisfied individuals, can be potentially
remarkable. Wise administrators will
seek to implement actions in the con-
text of happy and congenial relation-
ships. ✐

Julian Melgosa, Ph.D.,
is a chartered educational
psychologist currently
working as president of
the Adventist Interna-
tional Institute of Ad-
vanced Studies (AIIAS) in
the Philippines. He has
served as academic dean,
college professor, high school teacher, and coun-
selor in several countries. He is author of Less
Stress!, To Parents and Adolescents, and
coauthor of Children—The Art of Upbring-
ing, and To Couples, as well as a number of
journal articles. He can be contacted at jmel-
gosa@aiias.edu.
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Values,
Worldview,

and Faith

W
e talk a lot about values, worldview, and faith, and how to pass
them on to the next generation, but what are these intangibles
we seem so committed to transmitting? And how important are
they, anyway?

Values, worldview, and faith are the philosophical framework
that undergirds all human activity. Everyone, whether by choice
or default, subscribes to certain values, a worldview, and a faith
scheme. It is impossible to live a value-neutral existence. There-
fore, counsels James Sire in his book, The Universe Next Door, we

must think intelligently and consciously about values, faith, and worldviews and be active
adherents, choosing to live the examined life.1

Definitions
The terms values, worldview, and faith, embody complex, multi-faceted concepts. The

word value can be either a verb or a noun, implying a process as well as a product.2 As a
verb, it describes the process by which we evaluate, clarify, affirm, respond, and make judg-
ments and choices. It is a lifelong activity, an active, deliberate process that employs reason,
experience, emotion, and the testimony of significant others to arrive at assessments or de-

cisions. The process of valuing suggests prudent evaluation of options and a deliber-
ate weighing of evidence. 

When used as a noun, the word value refers to ideas and beliefs, standards of con-
duct, beauty, efficiency, or worth that we try to live up to or maintain.3 Values are

ideas so important that they guide human actions and choices.4 They are the ideas we use to
judge whether we like something; whether it is important to us; whether we are frightened
of or feel good about an object, an event, a course of action, or a person.5 Peter Hans Kol-
venbach says values are like guides that “keep a train on track and help it move smoothly,
quickly, and purposefully.”6 “Values,” asserts C. Gleeson, “mean something precious in our
lives for which we would be prepared to suffer, sacrifice, stand up, even die.”7 Values are

By Julie Stefani
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powerful emotional commitments that de-
rive from faith. They both grow out of and
shape worldview.

Worldview can be defined as a set of
presuppositions about our world. One’s
worldview provides bottom-line answers to
life’s basic questions—Who am I? Where
did I come from? Where am I going? For
Christians, the answers to these questions
have their roots in faith; hence, faith is the
precursor of worldview. Andre Godin de-
scribes faith as “a lasting persuasion or commitment.”8 It em-
braces trust, choice, emotions, will, commitment, obedience,
and behavior. “Faith generates values and provides incentive
to adhere to those values.”9

Clearly, faith, values, and worldview are the pre-eminent
driving force behind all human thought and endeavor. They
comprise the furniture of our mental worlds and the scaffold
of our daily lives. For Christians, they pervade all of life, even
reaching into eternity. So, it is very important to pass them
on from generation to generation. But how can teachers and
schools know if they are being shared effectively? Are there
any benchmarks, any guidelines educators can use to assess
whether values education is successful? The following nine
criteria may help. Successful values education:

1.  Provides opportunities for young people to think through the
consequences of their actions.10 Dudley calls this fostering a

“thinking climate.”11 This means providing
a variety of opportunities and environments
for critical thinking to take place.12 How-
ever, it has been found that simply using
moral dilemmas and scenarios does not
necessarily enhance moral development.13

2.  Employs stories and selected media.14 Re-
search by Basourakos in Canada found that
films followed by guided discussions were
particularly valuable in guiding students to
develop moral reasoning.15

3.  Helps students understand and explore the values and ideas
behind various worldviews and lifestyles.16 It thus helps them see
“the big picture,” including the “hidden agendas” and themes
such as the Great Controversy.

4.  Empowers students to be “culture smart” and to recognize
materialism, consumerism, and idolatry for what they are. It also
points them to the gospel alternative.17

5.  Interprets values jargon such as the notions of “choice,” and
“privacy” or the slogans, “Just do it ” and “Just say No!” and un-
packages the agendas behind these concepts.18

6.  Occurs when students experience positive emotions, and they
feel rewarded, secure, and loved. Students who are depressed, in-
secure, worried, or under stress find learning difficult.19

7.  Takes place when relationships with significant others are
rich, genuine, and rewarding. Learning is most effective when
students feel supported by warm, grace-filled people.20

Values are
ideas so impor-
tant that they
guide human
actions and
choices.
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8.  Occurs when values are modeled with in-
tegrity and consistency by significant others.21

9.  Exposes students to experiences and ser-
vice opportunities that allow them to practice and
act out their values, faith, and worldview.22

I
n his book Principle-Centered Leader-
ship, Stephen Covey presents a
“Pyramid of Influence” model for
prioritizing the above criteria.23 Ac-
cording to Covey, the most impor-
tant and effective means of positively

influencing others is by modeling and exam-
ple. This forms the foundation of the pyramid. The middle
section comprises relationships. At the tip of the pyramid is
the teaching or telling component, the least effective method
of influencing. Applying this model to the above criteria,
points six to nine are more crucial to successful values trans-
mission than the first five criteria, which are
more didactic.

Instituting the Program
At the beginning of the 2001 school year,

we as primary-level staff at Border Christian
College (an Adventist school in Albury, Aus-
tralia) saw a need to institute a values-edu-
cation program. We observed that many
children lacked a basic knowledge of val-
ues—their definition and vocabulary, and
how to talk about and practice them in
everyday settings. The students needed
guided opportunities to “talk” and “walk”
their faith in daily living.

Second, we observed that children could
often discuss the ideas surrounding values,
faith, and worldview, but their ‘head knowl-
edge” did not always inform their behavior
and attitudes. They needed help and support
to recognize these inconsistencies and to
bridge the “gap.” We felt that students
needed a framework within which to form
positive values so they could make conscious,
responsible choices in a safe, supportive environment and re-
ceive appropriate feedback.

Third, we wanted to make a good school climate even
better by establishing a formal, positive program on which to
“hang” school discipline. We felt that a values program would
empower children to diagnose their own relationship and be-
havioral challenges and to engage in self-monitoring. We
hoped that the need for teacher intervention would be re-
duced as children practiced and internalized values, faith, and
worldviews, and that student confidence and self-esteem
would be enhanced.

At the primary level at Border Christian College, we
chose to implement a values-education program by Karen

Brunskill entitled The Healthy Relationships
Program.24 Although the program did not
overtly place values in Christian context,
and Brunskill’s basic approach is somewhat
humanistic, we felt that we could tailor the
program to a Christian worldview and inte-
grate it with our faith.

We chose to implement the program by
drawing up a roster of values and having the
entire primary school focus on one value
each week—36 values over the course of a
year. This was formally organized and in-
cluded in all teachers’ weekly schedules. 

Focusing on the Value
To focus the children’s minds on each week’s value and

keep parents and visitors abreast of the program, we hung a
new display board in the school foyer and created a three-

part display to support the program. The lefthand side of the
display focused on the current value, the center of the display
highlighted Jesus’ masterful goal for values education: “Do
unto others as you would have them do unto you,” and the
righthand section of the display featured the children being
honored for practicing the previous week’s value. Next to the
display board, we pasted a sort of “hall of fame” of past val-
ues. This display tangibly defines the program, its direction,
success, and current emphases. 

In addition to the foyer display, each classroom features a
display focusing on the value being taught. These serve as a
reference point for discussions during the week and connect
classroom teaching of values, faith, and worldview with prac-
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tice through The Healthy Relationships Program. 
We employ many different approaches to help students

understand and internalize the various values. However, one
area remains consistent. As a new value is introduced, we look
at four main questions over the course of the week:

1. What is it?
2. Why practice it?
3. How do I practice it?
4. What are the signs of success?
These four questions form the basic structure of our val-

ues program.
Formal teaching of The Healthy Relationships Program has

been incorporated into the Bible program at Border Chris-
tian College. The content varies and is covered in different
ways. Monday morning worship is devoted to a discussion of
the week’s value—after the value is explained, we discuss why
and how it should be practiced. In the Years 1 and 2 class-
room, I employ stories and selected media—e.g., one of Uncle
Arthur’s Bedtime Stories, a video story from Anthony Paul’s
Character Building Storybook, or a selection from Richard
Duerksen’s God’s Heroes cassette series.25 Throughout the
week, I use morning worship times to engage students in
role-playing to practice the week’s value. I also use some of
the excellent activity sheets from the accompanying blackline
master book by Karen Brunskill. Through discussion, the
students learn to think about “the big picture” surrounding
the value upon which we are focusing.

It is in the informal, spontaneous situations, the “teach-
able moments,” that real values in education often takes
place, and herein lies the real strength of this program. This
program labels values, not children. As we describe each
value to children, we show them that we believe they are ca-
pable of practicing it.

Practicing the Values
Practicing the values is the focus of The Healthy Relation-

ships Program at Border Christian College. To keep this cen-
tral to our program, we deliberately and consistently translate
each value into everyday situations—How does excellence im-
pact on work presentation? How does orderliness inform desk
tidiness? How does compassion deal with a forgotten lunch?
How does fairness control calling out answers? How does
courtesy suggest how to line up? How does flexibility affect our
attitude toward waiting for a late bus? We have found that
school life naturally presents many opportunities—“teachable
moments”—throughout the day when we can engage stu-
dents in reality-based thinking about the current value (as
well as all the past ones) and help them to make choices that
practice the value. Students are thus constantly exposed to
opportunities to act out faith, worldview, and values in a se-
cure, caring environment. 

We have found that children learn very quickly to identify
which values relate to a given situation, and, for the most
part, they are eager to practice them. After only two terms on
this program, students at Border Christian College are using

values language confidently, and they can readily identify the
signs of success (and failure). In addition, students now feel
more confident about resolving relationship difficulties. For
example, they are beginning to identify their problems in
terms of a value, rather than by complaining about a particu-
lar person—“Tommy and I can’t decide what is fair” versus
“Tommy is being mean to me.” The new program has also
helped to build conviction and courage in students, empow-
ering them to know and do what is right. It is the perfect
complement to formal, classroom teaching of faith and
worldview issues. 

Awards System
The Border Christian College values program is en-

hanced by a weekly awards system. During the Friday chapel
period, students are chosen to wear a golden “Honor” badge
for one week as a sign of their commitment to the week’s
value. This has proved very successful. Students wear their
badges with pride while shopping on the weekend, to church,
and even to bed. Photos of those being honored each week
are published in the school newsletter, sent home along with
a lovely certificate, and laminated for inclusion in the foyer
display. More than one child from each class may be chosen,
and the same student may be chosen more than once in the
year if he or she shows outstanding commitment. Students
are also aware that no one will be honored if no child in a
class displays adequate commitment. They thus perceive the
program as having integrity as well as an element of surprise.

In just a few months, The Healthy Relationships Program
has become a very important part of the primary school pro-
gram at Border Christian College. Although the high school
level is not officially taking part, its students and teachers
participate informally, and hence the entire school has
benefitted. As it consolidates and enriches Seventh-day
Adventist Christian values, faith, and worldview, the pro-
gram has empowered students and teachers and enhanced
the school climate.

I
srael was commanded to pass on stories, lessons, and
divine commands from one generation to the next,
not just occasionally or casually, but continually and
to write them “upon the heart” (Deuteronomy 6:6).
The goal was to “pass on the torch,” to hand down
eternal, timeless values from generation to genera-

tion.
Seventh-day Adventism holds that its unique set of be-

liefs, its worldview, and its set of values are so important, both
now and for eternity, as to justify expenditure of massive
amounts of effort and money. Adventists believe that true ed-
ucation builds conviction and must make us “more authentic
in spirit. . . . [and] more humane in our dealing with others.”26

Given its origins, goals, and committed teachers, the church’s
education system is uniquely positioned to achieve this. Our
experience at Border Christian College has shown the impor-
tance of imparting values and developing faith and worldview
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in students—qualities that will pilot them through this life
and into eternity. ✐

Julie Stefani is a Primary Teacher with more than
15 years experience. At the time this article was
written, she was teaching the first and second grades
at Border Christian College on the border of the east-
ern states of Australia, New South Wales and Victo-
ria. Her family recently moved to Adelaide, South
Australia, where she is teaching at Prescott Primary
Northern, the largest Adventist primary school in
Australia. She began using the Healthy Relationships Program at her new
school, and it generated so much interest and enthusiasm that by the end of
the first term, the entire school was taking part. Mrs. Stefani is completing
her M.Ed. degree from Avondale College in Cooranbong, New South
Wales, Australia.
____________________________________________________
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A
nnette Gonzales1 was 4 years old when she began attending preschool
in a small town in California. Every day, Annette looked forward to
playing on the swings at her preschool. In the summer, her mother,
Maria Gonzales, held her hand while they walked down the street to
play on a new set of swings. The “big kids’ swings” were located at a
school called Emerson Adventist Elementary. In two short months,
Annette would be attending this school. 

Before Annette could enter kindergarten, she would need to have a physical examina-
tion performed by her physician or a health clinic. In addition, the federally funded county Head Start
program at her preschool was required to screen the vision and hearing of each enrolled child. 

When Annette’s turn came to have her vision tested, she enjoyed matching the letters and easily
passed the screening using both of her eyes together. Then the technician put a patch over Annette’s
left eye. Instantly, Annette stopped pointing to the letters and pulled off the eye patch. Using an oph-
thalmoscope, the technician noticed a dark spot inside Annette’s
right eye. He immediately notified Mrs. Gonzales that she should
take Annette to an optometrist or pediatric ophthalmologist (an eye
specialist) for a full diagnostic examination.

Through the use of advanced testing procedures; Annette was
diagnosed with a cataract in her right eye. This was a surprise to the Gonzalez family, as Annette
showed no obvious signs of having a serious visual problem. She appeared to be a normal, happy, active
child.

After surgery to remove the cataract and implanting of a synthetic lens in her eye, Annette now has
perfect vision and does not even have to wear glasses. 

Schools can help ensure that eye problems such as Annette’s are discovered and remedied early. The
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American Academy of Optometry ad-
vocates that children have a full diag-
nostic eye examination prior to enter-
ing preschool or at least by 3 years of
age. Additionally, teachers can become
advocates for healthy vision if they are
alert to the signs of vision problems in
their students.

Human Vision 
In humans, the most powerful of

the five senses is vision. Heredity, dis-
ease, or refractive errors can signifi-
cantly diminish or permanently dam-
age the quality of human sight.2 The
National Institutes of Health and the
National Eye Institute agree that “vi-
sual impairment in children is associ-
ated with developmental delays and the
need for special education, vocation,
and social services that often begin in childhood and extend
into adulthood. Children depend on good vision in order to
successfully interact and physically navigate with full confi-
dence within their environment.”3

Children’s Visual Development
Since Adventist schools do not

normally enroll children younger
than 3 to 5 years of age, we will
begin our discussion with that
group. Between the ages of 1 to 4,
the dependence and demands
upon the visual system signifi-
cantly increase. Children’s hand-
eye-body coordination is matur-
ing, along with basic visual motor
skills and refinement of depth per-
ception. Multicolored building
blocks, balls, music, and creative
movement all encourage the mat-
uration of the visual/muscular sys-
tem.4 Coloring on paper, cut-and-
paste projects, manipulating clay
into animal figures, and shoe tying
all help develop the fine motor
skills.5 Proficiency in all these
skills helps foster creative and di-
vergent thinking skills, and pre-
pares the child for the complicated
task of reading.6

The National Institutes of
Health estimates that 20 percent
of U.S. preschoolers (between 3 to
5 years old) may have a vision
problem that could permanently

damage their sight.7 Studies conducted
by the National Eye Institute indicate
that many vision problems could have
been resolved during this age period.8

Older children, as well, need optimal
vision in order to participate in aca-
demic and recreational activities.9 The
following vision skills are needed for
success in school:

Near vision (10-13 inches from
nose).10 Near vision is primarily used
for reading and fine motor skills.

Distance vision (at least 20 inches
from nose). Helps students read lessons
written on the chalkboard or posted on
the bulletin board.

Hand-eye coordination. The ability of
the eyes and hands to effortlessly work
together. Soccer, playing a musical in-
strument, and copying notes from the

blackboard all require hand/eye coordination.
Saccadic eye movements. The ability of the eyes to move

smoothly back and forth from left to right and vice versa.
Learning to read requires this skill.

Multiple distance focusing. The eyes’ ability to switch focus
smoothly back and forth between near and far. An example
would be reading a book (a close-up skill), then switching to
copying written material from the blackboard.

“Visual impairment
in children is asso-
ciated with devel-
opemental delays
and the need for
special education,
vocation, and so-
cial services that

often begin in
childhood and ex-

tend into adult-
hood.”
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Binocular vision. The ability to re-
ceive the same image in both eyes at the
same time and for the brain to “see” the
image in essentially the same manner.11

Common Vision Problems in Chil-
dren

According to Healthy People 2010,
the new vision goals for the U.S. center
on “improving the visual and hearing
health of the nation through prevention,
early detection, treatment and rehabili-
tation.”12 For both children and adults, visual impairment is
“one of the 10 more frequent causes of disability in Amer-
ica.”13 Early detection and treatment of visual problems are
vital to successful treatment. The following is a brief list of
the most common visual problems in children ages 2 to 10
years of age:14

Amblyopia. The National Eye Institute describes this con-
dition as a “developmental abnormality of the central nervous
system that causes impaired vision in one or both eyes.”15

Simply put, the child experiences a gradual reduction of vi-
sion in one or both eyes. The brain is unable to recognize,
acknowledge, or process visual images. Amblyopia usually has
no obvious symptoms until vision loss becomes irreversible.16

Meanwhile, the child’s behavior and performance in
school can all appear quite normal. Strabismus
(misaligned eyes), and refractive error
(nearsightedness, farsightedness, or astig-
matism) are two of the major causes of
amblyopia, which is considered the
leading cause of visual impairment in
children. To restore usable vision,
early intervention is crucial.17

Strabismus. Around four per-
cent of young children have this
condition in one or both eyes.18

Often, one eye looks perfectly nor-
mal. However, the other eye wanders,
does not move in unison, or cannot
look straight ahead. Children do not
outgrow this condition, which, left un-
treated, can cause loss of vision in the
turned eye. Additionally, children with
crossed eyes may be teased by their
peers. Whenever you see a child’s eye
wandering or drifting, call the parent
and recommend a professional eye
examination. Again, early appro-
priate intervention, which
may include glasses or sur-
gery, is necessary to correct
this condition.19

Refractive Errors. There
are three primary types of

refractive errors: Myopia (nearsighted-
ness) is the most common in school-
aged children.20 This condition makes
it difficult to focus on distant objects,
such as assignments written on a chalk-
board. In most cases, myopia can be
treated with glasses or contact lenses.21

By contrast, hyperopia (farsighted-
ness) makes it impossible to see clearly
up close.22 Mild hyperopia is very com-
mon in preschool-aged children and in-
fants. However, severe hyperopia can

produce eye strain, amblyopia (loss of vision in one or both
eyes), and may in some cases make it impossible for children
to learn to read. Glasses or contact lenses are the usual mode
of treatment for farsightedness.23

Astigmatism causes squinting, eyestrain, and blurred vi-
sion.24 It results from elongation of the clear front portion of
the eye (cornea) or the curvature of the eye. Glasses and con-
tacts can correct for astigmatism.25

Signs and Symptoms of Visual Problems in Children
Some childhood vision problems lack obvious physical

warning signs.26 Teachers and parents should be alert to the
following symptoms, which may indicate the need for a pro-

fessional eye examination:
1. Head tilting;

2. Squinting; 
3. Constant rubbing of the eyes;

4. Eye(s) that look crossed or
wander;

5. Evading work that re-
quires close vision (read-
ing, coloring);

6. Problems with be-
ginning reading skills
(also requires close vi-
sion);

7. Problems reading
the blackboard (requires
distance vision); and

8. School perfor-
mance that is consistently
below normal.27

It is impossible to
overstate the importance
of early detection of chil-
dren’s visual problems in
order to ensure successful
treatment and to prevent
blindness or permanent im-
pairment.28 Thus, the Amer-
ican Optometric Association
recommends that children
have a professional eye ex-

For both children
and adults, visual

impairment is
“one of the 10
more frequent

causes of disabil-
ity in America.”
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amination before entering kindergarten and every two years
thereafter.29

Healthy People 2010
For the first time, the United States has set objectives

that pertain exclusively to vision issues. One of the primary
objectives of Healthy People 2010 is to “reduce blindness and
visual impairment in children and adolescents.” The follow-
ing resources, information, and materials are available for
teachers and parents:

1. 2003 Resource Guide;
2. Calendar with vision facts;
3. Activity books for children 6-9 years old and 10-12

years of age; and
4. Eye-record cards to help parents keep track of their

children’s eye care needs and appointments.
All of the above-mentioned materials are available on the

Internet. Check out the Healthy People 2010 Web site at
http://www.healthyvision2010.org/hvm2003. 

Conclusion
Early detection of visual problems and eye ailments is

vital. Often, such problems are not discovered until children
have suffered through many years of poor school perfor-
mance, repeated discipline problems, feelings of poor self-
worth, and numerous other difficulties. Children do not rec-
ognize that their vision is the problem when they cannot read
the chalkboard or keep up with reading assignments, or when
their eyes feel tired and sore. 

Be sure to observe your students for the warning signs
listed in this article, and notify the parents of any child who
shows symptoms of poor eyesight or eyestrain that they
should take the child to a vision professional. 

It is also prudent for schools to provide yearly vision
screening for their students. If cost is a factor, the school can
contact a medical professional in the community or one of
the local churches to ask whether he or she could perform the
service free or for a small fee. The U.S. Government also has
free programs aimed at preventing blindness and visual im-
pairment in children and adolescents. Check out http://www.
healthyvision2010.org/hvm2003.

The school should include a space on its admissions form
to ensure that enrolling students have had their eyes tested,
and require all students to have regular medical check-ups
that include eye exams. ✐

Elizabeth Holzhauser,
M.P.H., C.H.E.S., is a Dr.
P.H. student in Preventive
Care at the Loma Linda
University School of Public
Health. She is also Director
of the Preschool Vision
Screening Program for the
Elks Major Project in San Bernardino, California. Patti Herring, Ph.D.,

R.N., is Director of the Office of Public Health Practice in the School of
Public Health at Loma Linda University (LLU), Loma Linda, California,
and Co-investigator of the Adventist Health Study, based at the LLU
School of Public Health. 
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After all, we are partners with God.
And God also cares for us. In one of

my favorite Bible stories, Elijah, after his
success on Mt. Carmel and numerous
other evidences of God’s power, flees into
the wilderness, demoralized by Jezebel’s
death threat. He has totally forgotten
God’s actions on his behalf. But God does
not forget Elijah. He feeds him, lets him
sleep and walk, feeds him again, lets him
sleep and walk again. Then, when Elijah
is ready, God speaks to him—not in the
whirlwind or the thunder, but in a still,
small voice. Even the most committed of
us sometimes take that walk (or run) into
the desert. Even when we’re discouraged
and have failed, God still cares deeply for
us. And by recognizing the voice of God
and leaving our personal desert to help
others find their way to the still, small
voice we find our richest reward.

Yes, Adventist education has a strong
future. Not because we will get every-
thing right, or the process of education
will get easier, or the students become less
challenging. The strength lies in our
knowledge that God is a willing partner
and a mentor in even the greatest chal-
lenges. Even though we may only see His
back as he passes by, that reflected glory
is more than enough! 

—Andrea Luxton.

Andrea Luxton holds a B.A., in Theol-
ogy and an M.A. and Ph.D. in English
Literature. She served as teacher and
later Principal of Stanborough Secondary
School in England; as Head of English
and Communication and later President
at Newbold College, England; as Educa-
tion, Sabbath School, and Women's Min-
istry Director of the British Union Con-
ference; and Vice-President for Academic
Administration at Canadian University
College in Lacombe, Alberta, Canada. On
June 1, 2003, she assumed the position of
Associate Director of Education for the
General Conference of Seventh-day Ad-
ventists and also serves as the JOURNAL’S
departmental advisor.

E d i t o r i a l
Continued from page 3

News About the JAE Web Site

The JOURNAL OF ADVENTIST EDUCATION Web site (http://education.gc.
adventist.org/jae/) has been up and running for more than a year now.
By late September 2003, the departmental site had more than 5,200
hits, the majority of which are probably visits to the JOURNAL home-
page.

CIRCLE and the Southern Asia-Pacific Division are working to-
gether to scan back issues and get them indexed so visitors to the
JOURNAL’S Web site can use the search engine to find things they’re
interested in and download them in PDF format. Most photos and
sketches have been removed, so they download quickly. Articles from
1991-2002 have been archived, including the continuing-education
study materials.

Other items at the site include information on continuing-education
credit for denominational recertification, links to Adventist educational
institutions and administrators worldwide, as well as other education-
related sites such as CIRCLE and the Adventist Education Forum,
guidelines for writers, how to subscribe, topics we’d like to receive, and
information about copying and reprinting from the JOURNAL.

Visit the JOURNAL Web site often!

Claims for Missing Issues
Have you received all of the recent issues of the 

JOURNAL OF ADVENTIST EDUCATION you or your employer paid
for? If not, please send a letter or E-mail to the Editor, 

indicating which copies did not arrive, and missing issues 
will be sent to you. Copies that have been lost or 
misplaced can also be replaced for a small fee.

Contact the Editor, JOURNAL OF ADVENTIST EDUCATION,
12501 Old Columbia Pike, Silver Spring, MD 20904 U.S.A.

E-mail: goffc@gc.adventist.org.

JAE_SepOct_03  10/10/03  1:22 PM  Page 47



JAE_SepOct_03  10/28/03  11:34 AM  Page 48


