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Beverly J. Robinson-
Rumble
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N
ext semester, or in 10 years, how will your
students remember you? What will they say
about the ways you influenced their spiritual
growth?

In preparing for a sermon recently, an Adventist uni-
versity chaplain asked people on Facebook: “What is
something a professor in college did that nurtured your
faith?”

In two days, he received 81 responses that covered a
wide range of actions by teachers in different disciplines,
not just religion professors. Here is a brief selection of
what they said: Science teachers “tied every physics lesson
to a Scripture”; “infused spirituality into all his lessons”;
and “made it clear that one doesn’t have to sacrifice faith
to believe in science, and vice versa.” A finance professor
“starts his classes with words of inspiration, a Bible verse
and prayer.” Coaches “made sure we had a worship before
most practices. It definitely made an impact as far as
communicating priorities.”

Other educators, including religion professors, were
remembered for specific actions related to faith and doc-
trine: “he [challenged] my faith in ways that ultimately
made it grow”; “helped me see that an unstudied faith
was a vulnerable faith”; “infused spirituality into all of his
lessons”; “gave great credibility to the idea that faith in
practice was compatible with other disciplines”; “inspired
me by welcoming tough questions in religion and phi-
losophy classes”; “gave me a vision of God’s constant gen-
erosity that has shaped my work”; and “explained grace.” 

But perhaps the most compelling and heartfelt testi-
monies described the personal character traits and caring
interest that professors took in the wellbeing of their stu-
dents, the same conclusion as Carole Kilcher drew in an
article she wrote for the JOURNAL some years ago.1 Re-
spondents to the chaplain’s inquiry recalled the actions
of various religion professors. One said: “he humbled
himself and apologized to a student,” and as a result, “he
showed me the character of God.” Another “answered my
questions and showed interest in my faith development
even after graduation.” A number of students and former

students remembered professors who took time to “hear
my heart . . . my spiritual doubts”; who “took a chance
with me, giving me an opportunity to be involved”; and
who showed practical caring in many different ways:
“taking me home with them, or leaving bags of groceries
in my office”; “gave me jobs in and out of school and
helped me get scholarships”; “[called] a year later to see
how I was doing”; “took time to hear my heart”; “saw the
potential in me”; and “sought me out to pray with me
about a specific need.”

How does a person prepare to be an excellent Chris-
tian teacher who influences students’ faith development?
This of course involves both expertise in one’s chosen
field as well as a deep personal relationship with Christ
that shines through the professor’s daily life (like the clerk
in The Canterbury Tales: “gladly would he learn, and
gladly teach” but also “filled with moral virtue”).2 As one
of the chaplain’s respondents put it: “He nurtured my
faith in religion and in the church by not just ‘talking the
talk’ but [also] ‘walking the walk.’”

As you reflect on how to influence your students spir-
itually, I hope that you will take time to write for the
JOURNAL on this and other topics that will help empower
your colleagues worldwide to integrate faith and learning
and positively shape the moral and academic develop-
ment of the students in Adventist schools. 

As I prepare to retire after 42 years of editing the JOUR-
NAL, I want to express my heartfelt thanks to all of the
wonderful educators with whom I’ve been blessed to
work in preparing manuscripts for publication and to my
colleagues in the General Conference Department of Ed-
ucation both currently and in days gone by. I encourage
everyone reading this editorial to submit articles that will
be helpful to readers in the future!

E D I T O R I A L
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If you visit Paris, you can see the statues of two men, both named Louis. 
The first is that of Louis XIV, monarch of France, who is remembered

for his exclamation, “I am the state!”1 He represents the supreme achieve-
ment of power and grandeur. His philosophy of life was that the entire
nation, and if possible the entire world, should render him service.

A few blocks away is a less pretentious statue. It has no uniform,
sword, or crown. It is the monument to Louis Pasteur, servant of God and
of humankind—a man whose life of selfless service has been an incredi-
ble blessing, quenching disease and suffering for millions.

Today, the statue of the monarch is merely a chunk of marble, al-
most forgotten. But the monument to Louis Pasteur is a sacred place,
where pilgrims gather from around the world to render homage.



L
eaders adopt a form of leader-
ship based on their perspective
of life. In the Good Samaritan
story,2 we can identify three
basic viewpoints. We first en-

counter the thieves and their philoso-
phy of life—I’ll take what you have. A
priest and a Levite next travel the road.
They hold a second view—I’ll keep
what I have. Finally, we observe the
Samaritan’s perspective—I’ll share
what I have. Christ stated that the
Samaritan was the one who exempli-
fied a positive relationship.

Adopting the Good Samaritan’s
worldview can result in a paradigm
shift in a leader’s life, from “What can I
get?” to “What can I give?” The human
tendency is to focus on what one can
receive or generate, whether employee
productivity, respect, or acclaim. Under
a paradigm of service, however, the
leader focuses on what he or she can
provide, such as support, understand-
ing, or encouragement.

In the biblical view, servant leader-
ship includes at least three dimensions.
First, a leader is to be a servant of God.
Both Paul and James, for example, de-
scribed themselves as God’s servants.3

Similarly, Moses charged the Israelites:
“‘What does the Lord your God ask of
you but . . . to serve [Him] with all your
heart and with all your soul.’”4

Leadership encompasses a second
dimension. A leader is to be a servant
of the gospel, of God’s mission on
earth, sharing with others the plan of
salvation. Paul stated, “I became a ser-
vant of this gospel by the gift of God’s
grace given me.”5

Finally, a leader is to be a servant of
people. John wrote, “This command-
ment we have from Him: that he who
loves God must love his brother also.”
Similarly, Paul urged the believers,
“Through love serve one another.”6

When Jesus began His ministry, it is
perhaps significant that He delineated
these three dimensions of the servant
leader, announcing:

“‘The Spirit of the Lord is upon me;
[Servant of God]

Because He has anointed me to
preach the gospel to the poor;
[Servant of the gospel]

He has sent me; 
To heal the brokenhearted, 
To proclaim liberty to the captives 

and recovery of sight to the blind, 
To set at liberty those who are op-

pressed.’”7

[Servant of humanity]

Scripture affirms that servant lead-
ership is the Christian model for ad-
ministration. Peter, for example, states,
“Each of you should use whatever gift
you have received to serve others.” And
Christ declared, “The one who rules
[should be] like the one who serves.”8

What are the building blocks of ser-
vant leadership? From a biblical per-
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spective, there are least six key ele-
ments. A servant leader provides lead-
ership, values people, develops people,
shares leadership, builds community,
and serves others. We will consider
each of these.

The Servant Leader Provides
Leadership

A servant leader must provide effec-
tive leadership. The Bible highlights the
following characteristics of an effective
leader:

• A leader has a vision and a message.
More than merely visionary, his or her
leadership incorporates spiritual vision
and a divine message. One morning,
Eli sha’s servant awoke to find the city
of Dothan surrounded by a Syrian
army. In panic, he cried out, “‘Alas, my
master! What shall we do?’” Elisha an-
swered, “‘Do not fear, for those who are
with us are more than those who are
with them.’” Elisha then asked God to
grant spiritual perception to the ser-
vant, to enable him to see that the
mountain was filled with horses and
chariots of fire.9

• A leader steps forward in response to
a need. When God had a message for
His people, He asked, “‘Whom shall I
send? And who will go for us?’” Isaiah
replied without hesitation, “‘Here am I.
Send me!’”10 Under God’s direction, a
leader has courage to confront the un-
known. When God told Abram, “‘Go
from your country, your people and
your father’s household to the land I
will show you,’” he “obeyed and went,
even though he did not know where he
was going.”11 Like Noah, who faced a
world of detractors and scoffers,12 the
spiritual leader seeks to fulfill the di-
vine commission, even if the popular
current and his or her own preferences
point in a different direction.

• In the biblical paradigm, a leader
leads by example. When Nehemiah, in
the face of harsh opposition, directed
the returned exiles’ rebuilding of the
walls of Jerusalem, he assigned each
family group a portion of the project.
Then Nehemiah, with his administra-

tive team and his personal bodyguard,
joined the work. “‘So we continued the
work with half the men holding spears,
from the first light of dawn till the
stars came out. . . . Neither I nor my
brothers nor my men nor the guards
with me took off our clothes; each had
his weapon, even when he went for
water.’”13

In the conquest of Canaan centuries
before, Caleb and Joshua also led by ex-
ample. Although 85 years old, Caleb re-
quested “the hill country,” a portion of
the land with large, fortified cities that
was inhabited by giants, stating, “‘The
Lord helping me, I will drive them out
just as He said.’”14 With similar bold-
ness, in his final charge to the people,
Joshua encouraged the Israelites to give
God their full allegiance, and then de-
clared, “‘As for me and my household,
we will serve the Lord.’”15

• Leaders maintain their resolve with-
out regard for personal consequences.
Daniel maintained his allegiance to
God despite the threat of a death de-
cree. Similarly, John the Baptist did not
shrink from addressing Herod’s illicit
relationship with his brother’s wife,
even though it brought upon him rage
and revenge.16

• Leaders who embrace a biblical
worldview provide direction and hope. A
severe storm struck the ship on which
Paul was traveling to Rome. Having
thrown the cargo and tackle overboard,
those on board lost hope. At that point,
Paul stood up and said, “‘I urge you to
keep up your courage, because not one
of you will be lost; only the ship will be
destroyed. Last night an angel of the
God to whom I belong and whom I
serve stood beside me and said, . . . “Do
not be afraid, Paul. You must stand trial
before Caesar; and God has graciously
given you the lives of all who sail with
you. . . .” So keep up your courage,
men, for I have faith in God that it will
happen just as he told me.’” Then he
urged them to eat, as they would need
strength to survive the impending
shipwreck.17

There are, of course, other charac-
teristics of an effective servant leader.
One of the most important traits is the
value that the leader places on others.

The Servant Leader Values 
People

In John 10, Christ highlighted key
differences between a hireling and a
good shepherd. The hired man, He
said, works for personal gain. The true
shepherd engages in a labor of love.
The hired man does not really care
about the sheep. The good shepherd
identifies with the needs of the sheep,
seeking to meet those needs. The hired
man looks out for himself—when a
threat arises, he abandons the sheep.
The good shepherd not only protects
the sheep, but is willing to lay down his
life for them. Under the hireling, sheep
are scattered and destroyed. Under the
care of the servant shepherd, the sheep
are safe and secure.

On another occasion, Christ in-
structed His followers, “‘A new com-
mand I give you: Love one another. . . .
By this everyone will know that you
are my disciples, if you love one an-
other.’”18 The servant leader practices
agape love. He or she seeks to imple-
ment the Golden Rule: “‘In everything,
do to others what you would have
them do to you.’”19

Valuing people means that the
leader stands up for them. With the Is-
raelites under the tyranny of Egyptian
slavery, Moses came before Pharaoh
and boldly declared God’s message,
“‘Let my people go.’”20 On the journey
to the Promised Land, these same Is-
raelites, who had recently pledged,
“‘Everything the Lord has said we will
do,’” reneged and began to worship a
golden calf. God told Moses that the
people would be destroyed because of
their rebellion, and that He would
make of Moses a great nation. Moses
replied, “‘Oh, what a great sin these
people have committed! They have
made themselves gods of gold. But
now, please forgive their sin—but if
not, then blot me out of the book you
have written.’”21

There is another aspect to valuing
persons. A servant leader seeks to en-
sure that others have the tools, re-
sources, and conditions needed to ful-
fill their roles and responsibilities.
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Sometimes a Christian leader intones,
“This is the Lord’s work . . .” as an alibi
for substandard work conditions,
meager salaries, job overload, or the
expectation to sacrifice one’s family
and personal life for the organization.
The real reason for these impoverished
conditions, however, is the lack of ef-
fective leadership. Because “This is the
Lord’s work,” it is worth doing well.
This commitment to providing a sup-
portive setting is biblical. In creating
this world, the work environment for
Adam and Eve, God pronounced it to
be “very good.”22 When provisions ran
low at the wedding feast in Cana, Jesus
provided a drink the master of cere-
monies assessed as “the best.”23 This
clearly shows that a leader must make
quality provisions for those who are
served.

The Servant Leader Develops
People

One of the best ways to value per-
sons is to nurture their talents and de-
velop their potential. Jesus did this with
His disciples. Peter, Andrew, James, and
John were fishermen, and at least mod-
erately successful. When Jesus invited
them to join His ministry, He said,
“‘Follow me, and I will send you out to

fish for people.’”24 In essence, He af-
firmed their talents and expanded their
horizons.

After His disciples had observed His
work for a time, Jesus sent them out,
two by two, to transform theory into
practice. When they returned, Jesus
held a debriefing session, during which
the disciples “reported to him all they
had done and taught.” Then Jesus said,
“‘Come with me by yourselves to a
quiet place and get some rest.’”25

Throughout the training process, Jesus
sought to deepen their experience and
enhance their development.

Two important factors that con-
tribute to human development are the
clarification of role and responsibility,
and the provision of mentoring and
support systems. The apostles, as lead-
ers of the early church, recognized that
church members needed to be given
specific responsibilities. Seven men
were chosen to oversee the daily distri-
bution of food in an equitable manner.
These were to be individuals “full of
the Spirit and wisdom.” Under the
leadership of the apostles, the ministry
of these men soon expanded to include
evangelistic activities.26 Similarly, Paul
specified to Timothy and to Titus the

qualifications and job descriptions of
elders and deacons.27 These specifica-
tions of role and responsibility not only
guided the selection process, but also
served as a reminder of areas for con-
tinued development.

When God asked Moses to bring
His people out of Egypt, Moses felt in-
adequate. “‘Lord, I have never been elo-
quent,’” he objected. “‘I am slow of
speech and tongue. . . . Please send
someone else to do it.’” God responded
that Moses’ brother, Aaron, would be
sent to assist him. “‘You shall speak to
him and put words in his mouth; I will
help both of you speak and will teach
you what to do.’” With Aaron at his
side, Moses stood before the leaders of
Israel and before Pharaoh and his
court. This contributed to Moses’ de-
velopment and confidence, and by the
time of exodus from Egypt, he spoke
directly both to the Pharaoh and to the
people of Israel.28

How can a leader develop people?
There are at least three key opportuni-
ties for personal development within
an organization, each based upon a
service-leadership approach.

• First, through a carefully planned
induction process, each new employee
should come to understand the mis-
sion of the organization. He or she
should receive a detailed job descrip-
tion, including everything he or she
should know and do. The new em-
ployee should also receive an orienta-
tion to the policies, procedures, and re-
lationships within the organization.
The induction should include a tour of
the installation, the opportunity to
meet key people, and a calendar of up-
coming events in the organization.
There should also be a conversation re-
garding plans for the new employee’s
professional development.

• Second, the organization should
have in place a professional-develop-
ment program customized to meet the
needs of all employees. This program
can include written materials, such as
manuals, guides, and professional jour-
nals; the offering of internal seminars
and peer events; the provision of op-
portunities to attend external confer-
ences and workshops; as well as sup-
port/sponsorship for formal education,
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including certificates, diplomas, and
perhaps advanced-degree programs. 

• Third, development of personnel
includes supervision and evaluation.
Sometimes we believe that the purpose
of supervision is primarily to ensure
organizational effectiveness. There is,
however, a parallel goal, of at least
equal importance—to promote the
personal development of the employee.
While church organizations endeavor
to implement quality programs and
products, these can be achieved only if
we help our employees to develop their
own abilities that contribute to success,
if we provide opportunities for them to
identify problems and seek out solu-
tions, and create a context in which
each employee feels appreciated and
connected. This represents a change in
paradigm: from viewing supervision as
“power over” the employee, with typi-
cal reactions ranging from open hostil-
ity to cringing compliance, to consider-
ing supervision as “power with” the
employee, which sets the stage for will-
ing cooperation.29

While induction, professional growth
opportunities, and supervision are cru-
cial for development, there is perhaps an
overarching form of nurture, and that is
to develop the capacity for leadership.
Means for developing leadership ability
include holding staff meetings focused
on dialogue, establishing collaborative
roles and activities, valuing innovation,
and providing opportunities for shared
decision-making. All of this rests on a
fundamental paradigm shift—from ex-
ploitation to edification.

Throughout His ministry, Jesus de-
veloped leadership ability in His own
disciples, commissioning them to “‘go
and make disciples of all nations.’”30

We also find other instances of mentor-
ing in Scripture: Moses prepares Joshua
to assume leadership; Elijah does like-
wise for Elisha. In the New Testament,
Barnabas mentors John Mark, while
Paul prepares Timothy and Titus to be
leaders.31 Together, these experiences
provide compelling evidence that a ser-
vant leader develops people.

The Servant Leader Shares 
Leadership

With the Israelites freed from slavery,
God designated Moses as the leader of
His people. Moses, however, had a fun-
damental misconception of his role; he
believed that he had to be in charge of
every aspect of the work (see Figure 1).
His father-in-law, Jethro, observed that
these tasks were overwhelming for
Moses and counseled: “‘Select capable
men from all the people—men who fear
God, trustworthy men who hate dishon-
est gain—and appoint them as officials
over thousands, hundreds, fifties and
tens. Have them serve as judges for the
people at all times, but have them bring
every difficult case to you; the simple
cases they can decide themselves. . . . If
you do this and God so commands, you
will be able to stand the strain, and all
these people will go home satisfied.’”32

A servant leader shares leadership
with others. This was evident when
Christ chose 12 disciples, rather than a
single successor, to carry on His min-
istry.33 The apostles, in turn, appointed

elders as leaders in each church.34

When the early church held a council
to determine how to best resolve a con-
tentious issue, the outcome needed to
be communicated to the congregations.
“Then the apostles and elders, with the
whole church, decided to choose some
of their own men and send them to
Antioch with Paul and Barnabas.”35

Notice that this decision was not made
solely by the apostles; rather, the elders
of the church, as well as the entire con-
gregation, were involved in the deci-
sion. The apostles, in fact, did not cre-
ate a sharp delineation between their
own leadership and that of the church
elders. In support of this concept, the
apostle Peter wrote, “To the elders
among you, I appeal as a fellow elder.”36

In addition to Moses’ delegation of
authority, we find other evidence of
shared leadership in the Old Testa-
ment. In the time of the judges, Barak
and Deborah shared a leadership role.
When Ezra endeavored to bring about
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a reform among the returned exiles, he
instituted a plan “in accordance with
the decision of the officials and elders.”
In support of this team approach,
Solomon wrote: “Two are better than
one . . . [and] a cord of three strands is
not quickly broken.”37

What is shared leadership? It is a
collective undertaking whose goal is to
accomplish a shared vision. It is not
just about appointing a team, but
about developing an empowered team.
Clearly, shared leadership calls for
teamwork, but it is something deeper
because each individual is empowered
to exert collaborative leadership within
his or her areas of competence.

This perspective of shared leader-
ship is based on certain core concepts.38

First, it affirms that everyone has the
right, the responsibility, and the ability
to be a leader. Second, it recognizes that
everyone yearns to be more fully who
they are: capable, creative human be-
ings, especially in areas of professional
training; and leadership is an essential
aspect of professional life. Finally, it as-
sumes that the way in which we define
leadership will influence how people
will participate and contribute.

How do we share leadership? We
first create a context in which vision
and values are shared, and in which
persons feel free to take initiative. We
then give qualified people discretion
and autonomy over their tasks and re-
sources, and encourage them to use
these tools. We clearly define the scope
each person has been provided for de-
cision-making, and then ensure that we
do not make decisions that we have
empowered others to take. We institute
follow-up sessions to review progress
and make needed recalibrations; and
finally, we share rewards and bestow
praise (see Figure 2).39

The Servant Leader Builds 
Community

A servant leader creates community.
Jesus told His followers, “‘I no longer
call you servants, because a servant
does not know his master’s business.
Instead, I have called you friends, for
everything that I learned from my Fa-
ther I have made known to you.’”40

God believes in community. “‘Let

them make Me a sanctuary,’” God told
Moses, “‘that I may dwell among
them.’”41 After the exiles returned to
Jerusalem, the prophet Zechariah con-
veyed God’s desire to “return to Zion
and dwell in Jerusalem.”42 Christ, who
came to reveal the heart of the Father,
ate with publicans and sinners.43 He
visited in the homes of Peter, of Mary
and Martha, and of Simon, the leper.44

He said to a despised tax collector,
“‘Zacchaeus, come down immediately.
I must stay at your house today.’”45

When two of John the Baptist’s disci-
ples asked Jesus, “‘Rabbi, where are you
staying?’” Jesus answered, “‘Come, and
you will see.’” So they went and spent
the day with Him.46

Jesus did not merely teach His disci-
ples; they formed a close-knit commu-
nity. How does a leader build commu-
nity? One way is by promoting unity. 

Paul wrote about “the body of
Christ,” the community of faith.47

Within this community, however, there
is often tension. On one hand, there are

those who focus on loyalty to unchang-
ing principles; on the other, those who
celebrate the freedom to change and
grow. The first group clings to the past
and views change with suspicion and
skepticism. The second group views the
past with a certain disdain and is pas-
sionate about change. When there is in-
security and a lack of caring, the com-
munity begins to polarize and runs the
risk of rupture. The core problem is a
lack of consideration for the body of
Christ, for the preservation of commu-
nity.48

The body of believers is preserved
when the leader fosters a community of
trust, a community wherein its members
can distinguish between eternal truth
and tradition, on one hand, and between
needed growth and novelty for its own
sake, on the other. A community, above
all, cares for the corporate body of
Christ. Paul reminds us, “Be completely
humble and gentle; be patient, bearing
with one another in love. Make every
effort to keep the unity of the Spirit
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through the bond of peace. There is one
body and one Spirit, just as you were
called to one hope.”49

But how does a community relate to
freedom? How does a leader create
unity, while avoiding the pitfall of uni-
formity? In an orchestra, there are
three great freedoms. There is the free-
dom of the musician to play his or her
instrument in a professional manner—
with a certain style, not just mechani-
cally. This liberty, however, must take
into account a second freedom, that of
the conductor—who indicates when
the music must begin and end, and
how the musicians, as a group, should
interpret the work. There is, neverthe-
less, a third freedom—that of the com-
poser to expect that the work will be
performed within the framework and
intent with which he or she created it.

Similarly, in an organization, we
have three great liberties: the liberty of
the employee to carry out his or her ac-
tivities, the liberty of the leader to lead,
and the liberty of the institution to ful-
fill its mission. While mission is over -
arching, the leader must ensure that
these freedoms function in harmony
and with mutual respect. In essence,
community is formed when there is
unity in diversity.

The Servant Leader Serves Others
There is a final ingredient in servant

leadership, one that underlies the entire
endeavor. A servant leader serves. He or
she walks in the steps of Jesus, who
came to serve others.

Matthew records the incident when
the mother of James and John came to
Jesus and asked “‘that one of these two
sons of mine may sit at your right and
the other at your left in your king-
dom.’” In reply, Christ clarified that a
preferential position “‘is not Mine to
give, but it is for those for whom it is
prepared by My Father.’”50

The other 10 disciples heard about
her request and expressed indignation
(they wanted to be first in the king-
dom!). Jesus called them together and
said, “‘You know that the rulers of the
Gentiles lord it over them, and those
who are great exercise authority over
them. Yet it shall not be so among you;

but whoever desires to become great
among you, let him be your servant.
And whoever desires to be first among
you, let him be your slave—just as the
Son of Man did not come to be served,
but to serve, and to give His life a ran-
som for many.’”51

Jesus, however, did not merely advo-
cate the concept of ministry; He mod-
eled it in His life. Perhaps one of the
most powerful lessons is when He took
the role of a servant and washed His
disciples’ feet.52 In a similar way, John
the Baptist also practiced selfless min-

istry. When some of John’s disciples
came to him and reported that the
masses were gravitating toward Jesus,
John replied, “‘He must become
greater; I must become less.’”53 In a
similar vein, Peter wrote to the leaders
of the church, “Be shepherds of God’s
flock that is under your care . . . not
pursuing dishonest gain, but eager to
serve; not lording it over those en-
trusted to you, but being examples to
the flock.”54
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Here then are the traits of a leader
who ministers:55

1. Servant leaders follow Jesus,
rather than fixating on gaining a posi-
tion.56

2. Servant leaders humble them-
selves and wait for God to exalt them.57

3. Servant leaders give of themselves
in selfless service in order to better
meet the needs of others.58

4. Servant leaders are willing to give
up personal rights and privileges to
better protect the rights of others.59

5. Servant leaders feel comfortable
committing themselves to selfless min-
istry because they are confident that
God is in control.60

6. Servant leaders share their re-
sponsibility and authority with others
in order to achieve shared goals.61

7. Servant leaders expand their lead-
ership by empowering others to lead.62

Perhaps it is significant that the
word administer is made up of two
parts. The prefix ad signifies “toward,”
while the root ministermeans “to
serve.”63 An administrator, then, is one
who focuses his or her life on service. 

The Greatness of Least
In sum, the biblical paradigm of

leadership is a commitment to serve,
rather than a pursuit of title or status.
It is characterized by a leader who leads
with vision and courage, who values
and nurtures people, who builds com-
munity and shares leadership.

This type of servant leadership is
perhaps best described in the words of
Paul:

“Do nothing out of selfish ambition
or vain conceit. Rather, in humility
value others above ourselves, not look-
ing  to your own interests, but each of
you to the interests of the others. . . .
Have the same mindset as Christ Jesus:
Who, being in very nature God, did not
consider equality with God something
to be used to his own advantage, rather
he made himself nothing by taking the
very nature of a servant.”64

As you fulfill the biblical paradigm
of servant leadership, emulate Jesus,
the model servant leader. �

ative action. After having done everything possi-
ble to nurture and develop the individual, the
point may come when the leader, to retain his or
her credibility and to protect the integrity of the
institution and other people, must take firm ac-
tion to correct or even terminate employees.
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I
t’s sometimes tempting to think that early leaders of the
Adventist movement were so sanctified that they served
without all the stress and personality conflicts that we now
endure. That would be a mistake. Our pioneers were every
bit as human as we are. And the issues they faced, if placed

alongside our modern struggles, seem eerily similar.
Finding qualified, competent persons to meet the demands

of leadership in Adventist education continues to be a growing
concern in the North American Division. Academy principal
posts stand vacant while search committees vainly winnow
through lists of names, relying on retired administrators to fill
the gaps in the meantime. Retirees are pulled back into service
as colleges and universities struggle to find suitable candidates
who will be acceptable to increasingly polarized constituencies.
Some overseas divisions face similar dilemmas.

But this challenge is not new. Since the beginning of Ad-
ventist education, the denomination has faced the difficulty of
finding competent leaders able to help it achieve both spiritual
and academic objectives for its schools and colleges. At times,
the dearth of leadership has been acute. But somehow leader-
ship emerges, and more often than not, such leadership has
been transformational. Such was the case with W. W. Prescott,
who for more than 50 years was one of the most significant
voices in Seventh-day Adventist education.

Adventist schooling has always been an enterprise of faith.
At the end of the first unsteady decade of Adventist education
(1872-1882), serious differences over vision and mission
emerged at the church’s flagship college in Battle Creek, Michi-
gan. The new venture was almost shipwrecked by a lack of lead-
ership that failed to unite the faculty and adequately address
systemic problems.

Then in June 1885, William Warren Prescott of Vermont
agreed to take the helm of Battle Creek College.1 He righted the
ship and piloted it into calmer waters—at least for a while. The
voyage would not be without its storms and mutinies, but
working closely with Ellen White, Prescott was able to reset the
compass, strengthen the rigging, and chart a new course for the
church’s education system. The fleet of academies and higher
educational institutions operated by the Adventist Church in
the 21st century, distinguished by their shared mission and
ethos, owe a great deal to its first admiral. Today’s educational
leaders can learn much from his life and work.2

Leadership Vacuum
In 1882, just a decade after the denomination had estab-

lished its first college in Battle Creek, church leaders found it
necessary to close the school. During the 1883-1884 academic
year, the college program went into recess, and the campus
sat deserted. Student discipline had become unmanageable.
There had been a physical assault during a scuffle between stu-
dents and a teacher, and factions among students, faculty, and
trustees had torn the campus apart. Confusion reigned over the
school’s identity and curriculum. What was it meant to be, a
liberal-arts college, a trade school with a manual-labor pro-
gram, or both? Following the shutdown, some dislocated fac-
ulty travelled east to establish a new venture at South Lancaster
Academy in Massachusetts.3

In order to reopen the following year, the trustees of Battle
Creek College recruited the educated but blind pastor W. H.
Littlejohn to serve as president. He had recently arrived in Bat-
tle Creek to care for the local Adventist congregation. Littlejohn
managed the college temporarily while the trustees looked for
someone more suitable. They had hoped to persuade a former
president, Sydney Brownsberger, to return. Failing that, they
tried to recruit Californian W. C. Grainger, who had linked up
with the Healdsburg school established the previous year north
of San Francisco.

Neither of the two candidates felt attracted to the unique
challenges posed by Battle Creek College and its fractious con-
stituency in Michigan, and they declined. Not many principals
knew how to design a manual-labor program that would be
both economically profitable in the long term and that func-
tioned as part of the formal academic curriculum.4 Thus, the
blind pastor filled the gap for two years while the trustees con-
tinued to search for a long-term leader.

Twenty-nine-year-old Will Prescott proved to be the answer
to the college leadership problem when, in the late summer of
1885, he took the helm of the drifting institution. Prescott
brought unusual strengths to the role of leadership. A graduate
of Dartmouth College (1877) who had also earned a Master of
Arts degree, Prescott had been solidly grounded with an edu-
cation in the classics, followed by three years’ experience as a
public school principal in Vermont. At the age of 24, he had
ventured into the newspaper business, eventually purchasing a
leading publishing establishment in Montpelier, the state cap-
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ital. For five years, he successfully edited a prominent Republi-
can newspaper,5 becoming prosperous through his endeavors.

When Prescott accepted the presidency of Battle Creek Col-
lege, money was not the motivating factor. At $700 per year, his
beginning denominational pay as president was only a little
more than half the salary he had earned six years previously as
a fledgling public school principal. More importantly, as the
son of a prominent New England Millerite family who had
joined the sabbatarians in 1858, Prescott was a committed Ad-
ventist. A further plus was his professional background, which
had enabled him to move easily among the cultured and dis-
tinguished political class in New England.

Prescott wanted to serve the church. His 1885 decision
began a 52-year stretch of distinguished contribution to Ad-
ventism. During that time, “the Professor” (the common, re-
spectful term by which he was usually addressed) not only
helped shape the distinctive contours of Adventist education,
but also became one of the most prominent architects of mod-
ern Adventism.

From the moment he walked onto the two-building campus
with its 300 school desks in September 1885, Prescott’s hands
were full. His first tasks involved stabilizing the shaky institu-
tion, establishing discipline, clarifying its primary purpose, and
ensuring credibility and rigor in its educational program, which
embraced elementary, secondary, and college-level work. He
focused particularly on strengthening programs for the upper-
level students in the college, emphasizing the need for better-
educated workers for church service. It took four years to de-
velop programs, a library, and a staff to the point where he felt
certain that the school could confidently launch courses that
would qualify for academic degrees.

In the meantime, Prescott vigorously promoted the need for
educated church workers. He recruited students at camp meet-
ings and church events during his repeated visits across the
Midwest and New England. Through his constant preaching,
articles in The Advent Review and Sabbath Herald, and his agi-
tation on the subject, he became the Adventist icon for quality
Christian education. By the time he concluded his presidency
at Battle Creek College nine years later (in mid-1894), enroll-
ment had doubled, the physical capacity of the institution had
tripled, and the campus boasted a large student residence that,
to a significant extent, had been made possible by Prescott’s
personal financial resources.

Andrews University’s historian, Emmett K. Vande Vere, refers
to the Prescott era as the college’s “golden age.”6 In addition to
strong academics, a formal student residence program had also
been established, replete with a “preceptor” and a “preceptress”
(similar to today’s residence-hall deans). Prescott’s concept of a
student residence hall functioning as a “school home” with a pre-
ceptor and a preceptress modeling Christian values and a culture
of dignified refinement lasted for decades. The professor and his
wife, Sarah, personally set the early pattern at Battle Creek Col-
lege by living with the students in the residence hall and sharing
mealtimes with them in the dining hall.7

Implementing a sustainable work-study program proved dif-
ficult. Prescott was too busy to get into the printing plant him-
self, but he understood the dignity of labor. He had grown up in

a family with a cottage
industry that utilized the
labor of every family
member. Farming par-
ents, however, resisted
the idea of sending their
young people off to col-
lege to learn a trade or to
work with their hands.
Students themselves man -
ifested the same lack of
interest, and the rural
setting for the institution
also worked against the
concept, frustrating the
president and trustees.
Success with the manual-
training program eluded
Prescott, even though he
tried several approaches.
He found to his chagrin
that introducing sports
and physical education as
an alternative was not
without its difficulties,
either.8

The biggest challenge
for Prescott, however, was
the launching of “re-
quired” Bible classes through a restructuring of the degree cur-
ricula. In this, he achieved a major breakthrough. Although the
term “integration of faith and learning” was not then in vogue,
Prescott certainly comprehended the idea and labored diligently
to implement it. 

By 1894, the college was at last offering, albeit shakily and
imperfectly, what Prescott believed could genuinely be called
“Christian education.”9 But it had not been without a struggle,
and it still needed further development. The offering of Bible
courses as a required part of the degree curriculum had been
strongly opposed by a faction of his faculty and was still some-
what tenuous. Prescott’s battles with his teachers over imple-
menting these reforms had, in fact, involved painful confronta-
tions. He had to call on his board of trustees to strong-arm the
faculty in a final push to get the plan adopted. The episode left
him rather bruised.10

Leading From the Center
When Prescott handed over the presidency of Battle Creek

College to his successor, George Caviness, he did not do so to
go into greener pastures, but so that he could devote his full-
time energy to the oversight of an emerging church-wide net-
work of Adventist schools and colleges that he had been nur-
turing on a part-time basis for the previous seven years.

In the fall of 1887, just two years after Prescott arrived in
Battle Creek, the General Conference persuaded him to add to
his college president responsibilities the newly created position
of education secretary for the General Conference. He reluc-
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tantly agreed.11 Two years later, feeling the excessive weight of
carrying both offices, he requested release from the college
presidency part of his duties. The request was denied. It was
just as well: He had a large capacity for work, and as an experi-
enced leader, he knew how to delegate.12

It was in this role as the first secretary of education for the
rapidly expanding church from 1887 to 1897 that Prescott was
able to shape the educational system we have inherited. He
did this in several ways. Working closely with Ellen White as
she articulated the broad ideals of Christian education, the
professor worked at the cutting edge of implementation, thus
establishing a basic “mold” for Adventist colleges. A Christ-
centered biblical studies sequence comprised the core of the
curriculum. Strong student-residence and student-life pro-
grams with a spiritual and service emphasis (daily chapel serv-
ices and regular “missionary” meetings) supported the cur-
riculum, helping to integrate faith and learning. The primary
focus of the institution was to train workers for the church. A
geographic location where a strong student work program
could be incorporated was also a feature of the “mold.” Grad-
uates of Battle Creek College and the two other colleges
Prescott helped establish in the 1890s reproduced the pattern
and the ethos at Adventist colleges all over the world as they
fanned out in mission service.13

As General Conference education secretary, Prescott super-
vised and coordinated plans for establishing both Union Col-
lege in Nebraska (1891) and Walla Walla College in Washington
state (1892). Getting both institutions established as more
widely based regional enterprises (in the days before union
conference structures) rather than as local conference opera-
tions required the exercise of considerable political skill. Over-
coming intense sectional interests proved a challenge. Compe-
tition by new schools for available teachers became intense and
repeatedly depleted staff resources at Battle Creek College. The
shortage of skilled and “spiritually minded” college leadership
posed significant challenges.14

But because Prescott had the trust of leadership and repre-
sented the desired “spiritual” approach to administration, he was
pressured into serving as the founding president for the first two
years at both Union College and Walla Walla College, in addition
to his other duties. Through frequent visits and constant corre-
spondence, he mentored the principals who served under him.
No one alleged that he was simply on an ego trip. College trustees
were insistent that he establish a right mold.15

Birthing Theological  Education
The spiritual and theological renewal that Prescott person-

ally experienced as a result of the 1888 General Conference ses-
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sion in Minneapolis, Minnesota, led to a paradigm shift both
in his way of understanding Bible doctrines and in the mission
of the Advent movement and its educational program. Prescott
came to see that doctrines should be understood Christocen-
trically and that the preaching of the gospel, rather than law
and prophecy, should be the focus and heartbeat of all evan-
gelistic endeavors. He was convinced that every college and
school program should reflect this. This new paradigm under-
girded his determination to ensure that the formal study of
Scripture formed part of each college student’s curricula load
every year in an Adventist college.

The fallout Prescott saw and experienced from the theolog-
ical struggles within the church during the late 1880s and early
1890s as the Advent movement readjusted its focus from a pre-
occupation with law to an emphasis on righteousness by faith
convinced the professor of the need for better theological
preparation for the ministry.
Deeply concerned over the issue,
he raised it with his colleagues in
church leadership in late 1888 and
was promptly assigned the task of
devising and heading up an appro-
priate program of theological
study.16 He consequently organ-
ized and secured financing for a
series of 20-week fall-winter insti-
tutes at headquarters, attended by
more than 150 ministers.

The study programs were
birthed in the midst of highly
charged controversies and disputes
about who should and should not
teach, and about what should and
should not be taught. Former
General Conference president
George I. Butler protested the new
teachings vigorously, but the denominational leaders held their
ground. The program continued until 1896, by which time re-
gional colleges had been able to implement a full-scale bibli-
cal-studies curriculum for theological education. Prescott thus
served not only as the architect of the earliest “seminary” train-
ing for the church’s ministry, but also as the sponsor and patron
of broad theological and biblical-studies education in the
church.17

The church’s college in Australia was another institution es-
tablished in the Prescott mold as a “model” for other church
colleges. During a 10-month stay “down under” from August
1895 to May 1896, Prescott was able to work in close partner-
ship again with Ellen White, a mutually beneficial relationship
that helped clarify the church’s educational philosophy and
ways it might be implemented. Again he led out in designing
the layout of the campus and the structure of the curriculum.
The name adopted for the institution, “Avondale School for
Christian Workers,” explicitly described the purpose of the in-
stitution and the distinctive nature of the curriculum.18

Although legal disputes over land titles delayed construction
of the buildings, beginning in April of 1896, Prescott spent six

weeks with the teachers, trustees, and other constituents in
tents on campus establishing the program the school would
follow. During this same Australian sojourn, through his camp
meeting preaching, his writing, and his literary work with Ellen
White’s editorial staff, Prescott was able to help facilitate the
movement of the denomination to a more carefully stated and
more orthodox understanding of its doctrine of the person of
Christ and the Trinity.19

Ellen White had hoped Prescott would be elected General
Conference president after his return to the United States from
Australia in early 1896, but it was not to be. At the 1897 General
Conference session, he was assigned to the leadership of the
Adventist Church in England. For the next quarter century
(starting in 1901), he was involved in a wider arena of admin-
istration back at headquarters as a General Conference vice
president, editor of The Advent Review and Sabbath Herald,

founder of the church’s new publishing house in Washington,
D.C., and in establishing the new role of field secretary of the
General Conference in 1916. This latter role was designed to
assist A. G. Daniells as his load became more demanding in the
later years of his General Conference presidency.

Prescott’s most notable contribution during this administra-
tive period of his career was his support of Daniells and his lead-
ership in helping to steer the church through the troubled waters
of the Kellogg crisis during the first decade of the 20th century.
This turbulent period saw Prescott being viewed in quite con-
trasting ways. John Harvey Kellogg, for example, saw Prescott as
an opponent who was “the wildest and most unsafe man that has
ever undertaken to pose as a leader of this denomination.”20

However, according to Daniells, a long-serving General Confer-
ence president, the professor had “some of the rarest gifts pos-
sessed by any man in our ranks,” and he was thankful for the pro-
fessor’s “large executive ability.” He felt confident that “the
interests of the cause” were “safe” in the professor’s hands.21

While colleagues in General Conference administration
warmed to the professor, his personal style could seem irksome,
even offensive to others. His preoccupation with his own
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thoughts, his scholarly bent, and his consuming passion for ac-
curacy of detail could communicate an air of cold, distant su-
periority. Irishman Percy Magan had at times clashed with “the
big voice,” and Southern Publishing House Editor Arthur
Spalding, quoting a famous line from Tennyson, found the pro-
fessor’s “stony British stare” off putting.22

Prescott’s style was intense, and his capacity for work exac-
erbated this. In late 1906, following a long period of carrying
multiple responsibilities during the Kellogg crisis and re-estab-
lishing the work in Washington under highly stressful circum-
stances, Prescott suffered something close to a nervous break-
down. The General Conference officers arranged for him to get
away from the pressure at headquarters. Although he retained
duties as Review editor, he spent almost eight-and-a-half
months overseas in Asia and Europe fostering the work and
mission of the church there (see photo on page 15).

Trouble swirled around Prescott in 1909 when vicious at-
tacks against his writing and preaching led to his being asked
to relinquish the editorship of The Advent Review and Sabbath
Herald and take up city evangelism. Traditionalist Adventists
such as S. N. Haskell and J. S. Washburn, who held to an iner -
rantist view of both Scripture and Ellen White’s writings,
charged that Prescott was leading the denomination astray be-
cause he advocated a new interpretation of the expression “the
daily” in Daniel 8. To Prescott’s mind, he was simply applying
his 1888 Christocentric principle. Traditionalist critics also ac-
cused him of undermining the authority of the Spirit of
Prophecy. But Prescott had on many occasions worked closely
with Ellen White. He was familiar with the way her books had
been written, and was convinced that he had an accurate and
realistic view of the nature of her work. Both W. A. Spicer, the
new Review editor, and Daniells also knew this. Prescott’s warn-
ings to W. C. White about the dangers of S. N. Haskell’s unreal -
istic view proved to be soundly based.23 Prescott’s approach to
interpreting Daniel 8 eventually became regarded as orthodox.

While he was being mercilessly attacked, Prescott lost his
wife to cancer. It was a dark period for him, and he felt it keenly.
It took an extended period of leave to enable him to recover his
shattered health and bounce back, but bounce back he did. Al-
ternative roles were found that enabled the church to continue
to benefit from his skills. 

Such is sometimes the lot of leadership. Submission is an
essential part of servant leadership. In 1916, the professor was
drawn back into the leadership team at the General Conference
to assist A. G. Daniells and to provide professional development
for the church’s ministers.

Crisis Management Intervention
In 1921, at the age of 66, Prescott returned again to the role

of educational leadership. Avondale College in Australia was in
crisis and needed an experienced hand in the wheelhouse.
Chronic indebtedness, conflict over curriculum issues, and pres-
sure from state authorities to improve education standards, to-
gether with a sudden increase in tuition fees, had led to a loss of
confidence by the constituency and a 43 percent drop in enroll-
ment. Henry Kirk, the incumbent president, had been pressed
into duty and stayed on only because no one else could be

found.24 Prescott had been billed by the South Pacific church’s
press as one of the “foremost educational leaders in our ranks.”25

With radical cost-cutting adjustments and staff retrenchments,
he succeeded in stabilizing affairs and realigning college pro-
grams to better meet local church and mission needs.

After a year in the role, however, Prescott located a qualified
permanent replacement for himself in the person of Lynn H.
Wood and moved into teaching, helping to restore staff and
student morale and visiting local conferences, conducting min-
isterial institutes, and recruiting students. His re-imposition of
educational policies and ideals from the late 1890s satisfied the
governing board, but at the cost of postponing troublesome
government examination and accreditation issues for another
two decades. The aging Prescott was not very flexible when it
came to these kinds of adjustments.26

When Prescott returned from Australia in mid-1924, it was
Union College’s turn to benefit from his crisis-management ex-
pertise. The school had been in trouble for several years, with
declining enrollments and ballooning deficits. College trustees
had actually placed the college on the market in 1923, but no
one wanted to buy it—at least not for the price the board
wanted.27 The following March, trustees considered simply
closing it, but that did not seem a viable option, either. Prescott
was called in to try to save the institution. It needed a strong,
charismatic leader to help it through what proved to be the
greatest crisis in its history. The severest of economies were the
order of the day, including staff retrenchments and sale of the
dairy herd, along with the securing of loans to keep the campus
operating. But deficits still mounted, and before the school year
was half over, the school was again placed on the market. But
for Prescott, without a buyer in sight, it was simply a matter of
tightening belts even further, all the while rebuilding student
morale and constituency confidence. By year’s end, the college
felt it had succeeded in turning the corner, and again the wea-
ried Prescott urged that a younger, more able-bodied leader be
secured.28

At the conclusion of his time behind the president’s desk, the
professor stayed on for another two years to head up Union Col-
lege’s theology department. It was important that the confidence
of the constituency be retained. And as at Avondale, Prescott’s
role seemed to be to re-establish older, familiar standards that
provided breathing space as church constituencies regrouped to
cope with further, inevitable change. The teaching and chairman-
ship assignment gave Prescott time to restructure the ministerial
curriculum, using a new textbook, The Doctrine of Christ, which
he had developed specifically for that purpose.

The Christocentric emphasis Prescott gave to his classes and
his preaching, according to Leroy Edwin Froom, founding editor
of Ministrymagazine, was for many teachers and administrators
“like a great breath of fresh air”; but other, more traditionalist
thinkers derided it as “new theology.” Prescott was “ahead of his
time,” according to Froom. His teaching and writing bore a rich
harvest later, although the professor did not live to see it.29

Prescott made his last formal contribution to Adventist
higher education at Berrien Springs, where in 1933 in the midst
of the severe economic depression, Emmanuel Missionary Col-
lege (EMC) was struggling to meet both its budgets and accred-
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itation requirements. Prescott, even at age 77, was a valuable
asset to have on campus because of his M.A. degree from Dart-
mouth. Master’s degrees were still very scarce in the denomi-
nation, and the professor’s old friend, Lynn H. Wood, then
president at EMC, pressed him to come. Prescott seems to have
eventually come to terms with the realities of accreditation de-
mands. But it was a dangerous time to be teaching at an Ad-
ventist campus, for there was a decidedly chilly attitude in the
church toward enquiring, independent scholars like Prescott.
The aging teacher responded to the call for help, but he may
not have perceived just how hostile the climate had become.

According to W. H. Holden, the Lake Union Conference pres-
ident who served as chair of the EMC board, it had been difficult
to get good teachers to come to EMC because of the atmosphere
of suspicion and distrust that permeated the church. The “lack
of confidence” in Bible teachers during the 1930s was “a terrible
thing” in Holden’s view, and he was
“alarmed” because each year the
problem got worse.30

Ministry editor Froom shared
Holden’s anxiety about the atmos-
phere of suspicion and “reaction-
ism” that had swept the church. He
lamented the policy of evading
“fundamental questions.” “Men
who think, no matter how rever-
ently and loyal,” were feared, he ob-
served. Such a policy, Froom
lamented, was “unworthy of this
remnant movement.” Positions that
had to be protected “by ecclesiasti-
cal legislation and popular senti-
ment . . . are weak indeed.” He was
alarmed at the trend to “codify and
creedalize” church teachings.31

Although Prescott had not
raised the matter in any of his classes at EMC, he had discussed
with colleagues both at the college and at the General Confer-
ence the need for the church to develop a much more coherent
answer to the criticisms that dissidents such as A. F. Ballenger
and W. W. Fletcher had made against the church’s traditional
understanding of the two-apartment heavenly sanctuary teach-
ing. The conversations led to suspicions that Prescott himself
held variant views on the subject. W. H. Branson, General Con-
ference vice president, did not want Prescott teaching at Berrien
Springs if he was not in “full harmony” with the church on cer-
tain “vital points.”32 Branson subsequently attempted to engi-
neer Prescott’s removal from EMC, along with President Lynn
H. Wood, whom he had suspected for some time.33

But Prescott, an aged and battle-hardened warrior by now,
fully persuaded of his moral high ground, refused to go qui-
etly simply at the whim of an administrator. What had hap-
pened to the concept of due process? How could such proce-
dures be “proper” or “fair”? He refused to move in response
to the “unethical” proceedings and demanded that charges be
placed in writing.34

When the board of trustees heard about the maneuverings,

Prescott discovered that he had the support not only of his
board chairman, but also of the full board. An embarrassed
long-time GC colleague who had been caught up in the engi-
neering privately apologized for his part in the affair and
sought a compromise. But Prescott stood his ground.

Nevertheless, the lack of confidence hurt Prescott badly,
coming at the end of more than 50 years of committed and
loyal service. He made this known to the wider General Con-
ference leadership in his request for a full hearing.35 Reluctant
to now proceed in granting a hearing, nine months later, Gen-
eral Conference officers conceded their error, apologized for
the way they had proceeded, and withdrew the letter initiating
the attempt to remove him.

At year’s end, back in Washington, Prescott celebrated his
80th birthday. As a sign of reconciliation, he agreed to deliver
a devotional sermon at the upcoming Annual Council. Even if

Branson was uncomfortable, others in the officer group were
eager to restore fellowship and good relations.

Prescott continued to serve his church even in retirement as
a popular favorite on the camp meeting circuit. In 1937, his
lungpower diminished, and he found it increasingly difficult
to make himself heard in large, poorly amplified canvas pavil-
ions. The Indiana camp meeting that year was his last official
appointment. He died at home seven years later in 1944.

As a leader, Prescott made a critically important contribu-
tion in the establishment of Adventist “Christian education.”
Arthur Spalding praised the professor’s leadership, saying it had
resulted in “much progress.”36 Prescott was both a visionary
leader and a change agent. He exercised his influence in the
classroom, in the pulpit, from the editor’s chair, and behind nu-
merous executive desks. His efforts to give a distinctive shape
to the church’s educational system and to its teaching were not
in vain because to a large degree, that shape still endures. How-
ever, the often intense polemics that surrounded the professor’s
life made it inevitable that the significance of his work and the
issues he addressed would be obscured.

As the church went through a conservative period during the
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1940s and 1950s, for some church leaders, the sooner the
provocative Prescott was forgotten, the better. Documentary
sources available in more recent decades, however, clearly reveal
that for those who worked closely with him and to those who
were his colleagues, the professor’s influence was profound. Ed-
ucational leaders today would greatly benefit from developing an
acquaintance with the life and work of this remarkable college
president and first General Conference education leader. His life
and leadership provide valuable insights into the challenges Ad-
ventist education continues to face in the 21st century.

More importantly, the life of W. W. Prescott is a reminder
that those in leadership positions have to dedicate significant
time and effort in training and mentoring the next generation
of educational leaders. In today’s volatile, changing climate,
they must be proactive in order to meet the economic, social,
and spiritual challenges of the future. �
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B Y  A R T H U R  F .  B L I N C I

“Preparing
for the 
Unthinkable”



T
ragic events fill the headlines:
senseless acts of random vio-
lence in the workplace, restau-
rants, and shopping malls
claim the lives of dozens of in-

nocent victims. For many years, we
thought schools and churches were im-
mune to such acts of evil. But since
that tragic April morning on the cam-
pus of Columbine High School in
1999, the security of school campuses
has been shattered. From the halls of
Virginia Tech University and Sandy
Hook Elementary School to even a
one-room Amish schoolhouse, tragedy
has struck unexpectedly. Schools have
experienced the unthinkable horror of
innocent students and teachers being
murdered indiscriminately on campus.
Adventist campuses and institutions
are not immune from such acts of vio-
lence. In recent years we, too, have suf-
fered unthinkable acts of violence that
have taken the life of a university em-
ployee who was shot and killed on
campus and a principal who was mur-
dered in her classroom. 

Violence is the leading cause of
death on K-12 school campuses in the
United States. A total of 279 homicides
were caused by students on U.S. school
campuses from 1992 to 2010 (this does
not include attacks by outsiders or vic-
tims injured but not killed).1

School security is very challenging.
Unfortunately, it is often an overlooked
aspect of emergency and safety planning.
All school administrators and employees
must be prepared to handle the unthink-
able. Because the subject is so vast and
complex, it is impossible to cover all as-
pects of school safety and security pre-
paredness in a single article. There are
numerous types of potential hazards and
incidents that will require an instant, in-
formed response by faculty and students.
This article will focus on how to address
the risk of campus violence. 

School Risk Assessment and
Emergency Planning

Each Adventist school must have an
Emergency Response Plan for its cam-
pus. This requirement is outlined in
General Conference Working Policy ~
S60 70—Risk Management and Safety
Plans2 (see the sidebar on page 24). The
purpose of these plans is to ensure that
administrators, faculty, and students are
prepared when the unthinkable occurs.
Adventist Risk Management recom-
mends that all school administrators
should obtain a copy of the Guide for
Developing High-Quality School Emer-
gency Plans,3 which was developed by
the Federal Emergency Management
Agency and the U.S. Department of Ed-
ucation to use as a road map in develop-
ing an emergency plan for your school.
This free resource and others available
on line at ready.gov provides helpful
templates to guide you through the
planning process.

Risk Assessment
Campus violence can take many

forms, including fights between stu-
dents, armed robberies and rapes,
bomb threats, and various active
shooter situations. In each case, school
administrators must be prepared to
take action immediately to protect stu-
dents and faculty from harm. Conduct-
ing a thorough risk assessment of the
school’s facilities, campus access points,
and the surrounding community is
your first step of preparing an emer-
gency response plan. Evaluate each of
the following elements:

• Community Impact – Obtain the
local crime statistics of the neighbor-
hood that surrounds your campus.
This will provide an indication of the
external criminal risk potential. Con-
duct meetings with local law enforce-
ment officials and first responders to
help you assess these risks and estimate
community response times in the event
of an incident.

• Human Impact – Who are the in-
dividuals at risk for harm? Identify
each specific type of individual and the
most likely types of incidents that
could occur, along with the potential
severity of injury. For example, plans
for dealing with preschool children will
be different from those for older chil-
dren and adults.

• Psychological Impact – How will
the trauma of an incident affect individ-
uals and the public associated with your
school? Be specific in considering the
impact on students, faculty, parents,
church constituents, and the school’s
reputation in the community. Identify
specific resources that will be required to
deal with these psychological issues.

• Functional/Physical Impact –
What security practices need to be im-
plemented or capital improvements
made on your campus to improve
safety and security? 

• Economic Impact – Determine the
potential cost of each element evalu-
ated. Be specific in order to obtain a
complete financial picture. Remember
to include the potential costs of losing
the use of school buildings or tuition
income if the school cannot reopen
immediately after an incident occurs
on campus. Once identified, prioritize
each item on the list and prepare an ac-
tion plan for its accomplishment. 

Risk assessment is not an easy
process. It requires time and detailed
analysis of each area listed above. Ad-
ventist Risk Management recommends
that each school board appoint a campus
safety committee and designate a safety
offi cer/chairperson. Conducting the
school’s risk assessment, preparing an
emergency plan, and implementing it
should be assigned to the safety commit-
tee. Throughout the process of develop-
ing the emergency plan, the school’s ad-
ministrators and board should be kept
informed of progress made, and then ap-
prove the final implementation strategy.
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Being Prepared
Even in the best of circumstances,

school administrators must understand
that when the unthinkable occurs, they
will be on their own until the first emer-
gency responders arrive on campus. The
best emergency response time will range
from three to five minutes in urban
areas. In rural areas, it can be 20 minutes
or more before help arrives. During
these initial minutes, your school staff
must be prepared to take appropriate ac-
tions to protect the students, themselves,
and others from harm. Often a violent
act will have ended less than five min-
utes after it began and before first re-
sponders even arrive on scene.

School administrators should net-
work with local law enforcement and
emergency first responders to under-
stand what actions these individuals will
take if a violent act is reported on cam-
pus. Their first responsibility is assessing
the situation—upon arrival, law enforce-
ment will evaluate the scene to deter-
mine whether the facility is secure, after
which they will admit other emergency
responders. Law-enforcement personnel
are not there to provide medical atten-
tion to the wounded or to assist with
evacuation/“shelter-in-place” proce-
dures. Removing the threat and securing
the facility are their first priority. Once
these are achieved, lifesaving rescue
measures can safely begin. The time you
spend working and networking with
first responders to ensure that they
know your facilities and you understand
their procedures can make a life-or-
death difference in times of emergency.

Securing Buildings and Campus
Access

The typical Adventist school campus
provides easy access for strangers to
enter. Campus security must be carefully
evaluated and plans made to determine
what constitutes appropriate access to
the campus and specific buildings.
Measures to consider include the follow-
ing:

• Installing perimeter security fenc-
ing for the campus and limiting access
to specified parking areas or entry
gates.

• Installing perimeter security light-
ing that will illuminate parking areas
and other outdoor areas of campus
during nighttime hours. 

• Monitoring parking areas during
evening activities and escorting indi-
viduals from school buildings to their
vehicles when warranted or requested.

• Having a central entrance where
all campus guests enter, sign in with
school personnel, and receive identifi-
cation badges.

• Instituting a closed campus where
students are required to enter/leave
only at specific times. This may include
a sign-in/check-out procedure using
their student ID cards.

• Installing electronic badge readers
in key locations to allow access to au-
thorized individuals only.

• Using closed-circuit cameras to re-
motely scan given areas.

• Monitoring all areas of campus by
arranging for patrols throughout the
day. This can be assigned to school staff
members, volunteers, or security offi-
cers. All types of suspicious activities
should be immediately reported to
school administration. 

• Training all staff members to be
alert regarding suspicious items left un-
attended and unauthorized individuals
on campus, reporting them immediately
to school administration. 

These security measures may re-
quire some expenditure of capital
funds to make improvements. Even if a
school cannot adopt all measures im-
mediately, every school administration
should appropriate adequate funds to
ensure adequate campus security. 

Training and Practice Drills
No school emergency plan is com-

plete without specific training and
practice drills for both students and
staff members. Training and practice
are essential elements before a random
act of violence or another emergency
occurs on campus. Key elements to
consider in planning:
1. Identify the type of response that

will be required for each type of inci-
dent:

a. Evacuation procedures
b. Shelter in place
c. Campus lockdown

d. Safe area/meeting place—roll-call
procedures

e. School policy on student release
to parents in the event of an emergency

Plans must be made for each type of
response and for implementation.
Working with local law enforcement
and emergency responders is critical as
you design the school’s emergency-re-
sponse procedures.
2. Schedule staff training for each

part of the school’s emergency plan.
Every school administrator, teacher, an-
cillary school staff, and volunteer
should be required to complete this
training. All school personnel must
know how to respond if an incident oc-
curs—the procedures to be followed
and how to collaborate to ensure the
safety of all involved. They should be
taught how to act independently, if
necessary, in making appropriate deci-
sions. This training should be practiced
and reviewed regularly to test each ele-
ment of the school’s emergency plan.
3. Training of students—It is critical

for all students to be trained in an age-
appropriate manner to follow school
emergency procedures. They need to un-
derstand (a) the different types of emer-
gency situations that could occur; (b)
the types of notification that will be
given; (c) the appropriate response to
each type of emergency (e.g., the differ-
ence between procedures for evacuation
and shelter in place) and to directions
given by a police officer or fireman in an
emergency; and (d) the proper actions
to take if they find themselves alone or
with other students. Emergency practice
drills should be included throughout the
school year in addition to fire drills so
students comprehend the different types
of situations that can occur and how to
respond.

Communication
1. Intracampus communication—

Every school needs a communication
plan that is simple and clearly under-
stood. Alarm systems are typically used
in situations involving fires or storm-
related emergencies on campus. How-
ever, a variety of different alert systems
should be considered for other types of
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Because even in the best of circumstances, when the 
unthinkable occurs, school administrators will be on their 

own until the �rst emergency responders arrive on campus.

Now is the time to build your emergency plan
so that you are ready in case the unexpected happens.

VISIT OUR WEBSITE FOR RESOURCES AND GUIDES

Are you prepared for the

...our ministry is to protect your ministry      |      www.adventistrisk.org
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emergencies, including random acts of
violence. These may include:

a. Public-address system in all
rooms and outdoor campus areas;

b. Automated emergency text/e-mail
alert system for students, staff mem-
bers, and parents;

c. Flashing strobe lights to alert peo-
ple in outdoor or remote areas that an
incident has occurred so staff and older
students can call in for instructions;

d. Intercoms between the school of-
fice and classrooms; 

e. Portable radios to provide com-
munication between school staff mem-
bers.

Avoid the use of codes such as
“Code Red in Zone 4” in times of
emergency because not everyone will
comprehend their meaning. A clear,
concise announcement of the emer-
gency should be given, along with the
type of response that is required. For
example: “There is an active shooter in
the gymnasium. Immediately lock-
down and shelter in place, and await
further instruction.” By using this type
of clear, understandable message, all
parties including visitors and business
vendors know the nature of the emer-
gency and can respond immediately.
2. Communicating with the

media—When a violent incident oc-
curs, you can expect the news media to
cover the event, so school administra-
tors must be ready to handle the result-
ing challenges. Consideration should
be given to the following areas:

a. Train school personnel—Be sure
that all school staff and volunteers un-
derstand that any media requests are to
be immediately directed to the ap-
pointed spokesperson for official com-
ment. Teachers and administrators
should not give interviews to news re-
porters, especially while a situation is
still developing and/or law enforce-
ment is conducting an investigation.

b. Select and train a spokesperson—
This should be done before the start of
each school year. The designated per-
son should receive specific training by
the conference/union communication
department.

c. Be prepared—Prepare an infor-

mation packet containing information
about your school and its emergency
response plans that is ready to release
when an emergency occurs. 

d. Respect the privacy of individuals
involved—It is always best to let law
enforcement authorities handle the re-
lease of public information on the
names of victims and alleged perpetra-
tor(s) of a violent act.

e. Obtain counsel on how to re-
spond to media request—Consult with
local authorities and legal counsel on
how to handle news conferences and
what to say in press releases about the
incident. 

f. Designated press areas and sched-
ule—Establish a location where the
news media can gather or where news
conferences will be given. Be prepared
for these events, and keep on schedule
to the best of your ability.

g. Build relationship—Get to know
the local news media in your commu-
nity throughout the school year. Invite
them to cover special events on cam-
pus. Nurturing a positive relationship
outside of a crisis is likely to prove to
be a real asset during the emergency.

3. Communicating with parents—
In its registration package, the school
should provide all parents/guardians
with a written summary of the emer-
gency procedures the school has devel-
oped for the protection of its students
and staff. It should include: 

a. Types of emergencies that may
occur and the school’s response plan
for each;

b. Location where they are to assem-
ble to pick up their child following an
emergency;

c. Procedures the school will use to
notify them if their child is injured in a
school emergency situation or accident;

d. Directions on how to register for
the school’s electronic emergency noti-
fication system(s). 

Communicating the school’s efforts
and interest in making the safety of
students a high priority in all situations
will help to build strong parental trust
and goodwill.

School Security Services
Schools may need to consider em-
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The primary goal for the risk management/safety plan is to provide a safe
environment in which to worship, work, study or fellowship. Proactive safety
planning shall be a priority for all denominational sponsored activities. It is crit-
ical that every denominational organization develop a risk management/safety
plan for the following reasons: 

• To establish best practices that can prevent accidents within the organiza-
tion

• To satisfy compliance with governmental health and safety regulations
• To reduce the risk of liability, bodily injury, loss of life or loss of physical

assets 
• To help your organization prepare and plan for the unexpected
• To establish management’s commitment, responsibility, authority and ac-

countability for safe practices and loss prevention
To identify and reinforce safety and loss prevention awareness throughout

the organization.
Each organization shall appoint a safety officer to implement the risk man-

agement plans developed, conduct safety training and perform loss prevention
site surveys of denominational facilities. The Safety Committee should report
their recommendations to the officers of the denominational organization. 

S60 70 – Risk Management and Safety Plans 
(General Conference Working Policy)



ploying or contracting for on-campus
security officers. This decision requires
careful study to determine the type of
security services required. The decision
must include whether security officers
will be allowed to carry weapons. Con-
sideration must also be given to the su-
pervision of these individuals, and the
level of experience or professional
training that will be required of the se-
curity officer. All decisions to hire secu-
rity officers or outsource for contracted
security services should be approved by
the school board.

In 2011, a new organization, Profes-
sional Adventists for Safety and Secu-
rity, was created by security employees
serving at denominational institutions
throughout the world. The mission of
these professionals is to help the
church develop standards and best
practices for safety and security in
church facilities. We in Adventist Risk
Management encourage you to contact
these security professionals for assis-
tance and to solicit their ideas on de-
veloping an effective campus-emer-
gency plan. For more information on
PASS, visit their Website: http://advent
 istsecurity.gcnetadventist.org/.

Teamwork 
In today’s violent society, we cannot

afford to be apathetic or to assume that
“it could never happen at our school.”
Adventist institutions must be pre-
pared at all times for the unthinkable!
Remember, the lives of your students
and staff members are at risk. But plan-
ning must be a group effort. The prin-
cipal or administrator cannot create an
effective school emergency plan by
himself or herself. Solomon reminds
us: “Where there is no counsel, the
people fall; but in the multitude of
counselors there is safety” (Proverbs
11:14, NKJV).4 It takes a team effort,
with school staff, parents, and local
first responders working together to
develop and implement a school emer-
gency plan. 

The security and safety of students,
faculty and campus guests must always
be our highest priority. Watchfulness
and preparedness for the unexpected
are part of the job description of to -
day’s school administrator. Benjamin

Frank lin reminds us “By failing to pre-
pare, you are preparing to fail.”5 This
must not be the case at any Adventist
school! Developing and implementing
a school emergency plan will help you
be prepared if, God forbid, the un-
thinkable occurs on your campus. �

Arthur F. Blinci is
the Vice President
and Chief Risk
Management Offi-
cer for Adventist
Risk Management,
Inc., in Silver
Spring, Maryland.

He has worked with denominational or-
ganizations and traveled throughout the
world presenting numerous risk-man-
agement seminars. Blinci has earned an
Executive Master of Business Adminis-
tration and Bachelor of Science in Busi-
ness Administration. He also holds the
Associate Risk Management professional
designation from the Insurance Institute
of America. Blinci resides in Colton, Cal-
ifornia.

Online Resources Guide
A number of excellent online re-

sources are available to help guide you
in developing a risk assessment for
your school and preparing an emer-
gency plan for your campus. Listed
below are several that will guide you
through this process and assist in the
training of staff and students:

• “Guide for Developing High-Qual-
ity School Emergency Operations
Plans” (2013): http://rems.ed.gov/
 docs/ REMS_ K-12_Guide_508.pdf

• “Guide for Developing High-Qual-
ity Emergency Operations Plans for In-
stitutions of Higher Education” (2013):
http://www.fema.gov/media-library-
data/20130726-1922-25045-3638/
 rems_ihe_guide.pdf

• Youth Violence Web Resources:
Centers for Disease Control and Preven-
tion: http://www.cdc.gov/violencepre
vention/ youthviolence/ schoolviolence/
data_stats.html

• International: “School Emergency
Planning” (2013): http://adventist
  risk.org/Prevention.aspx 

• “School Safety and Security
Toolkit” (2009): National Crime Pre-
vention Council: http://www.ncpc. 
org/ resour ces/ files/pdf/ school-safety/
 11964-School%20Safety%20Toolkit%
20final.pdf 

• “When Bad Things Happen in
Good Schools,” Douglas Jones: The Jour-
nal of Adventist Education (April/  May
2000): http://circle.adventist.org/
 files/jae/en/jae200062044103.pdf

• “Risk in Focus: School Security”
(2013): http://www. youtube. com/
 watch?v=uttOieC9wEE 

• “Active Shooter How to Respond”:
U.S. Department of Homeland Secu-
rity (October 2008): http:// www.dhs. 
gov/xlibrary/assets/active_shooter_ 
booklet.pdf 

• “Options for Consideration”: Ac-
tive Shooter Training Video (2013) –
U.S. Department of Homeland Secu-
rity: http://www.youtube.com/watch?v
 =oI5EoWBRYmo&feature=youtube 

• “Run, Hide, Fight” (2012): http:// 
www.youtube.com/watch?v=  5VcSwej   
U2D0

This article was reviewed by Advent-
ist Risk Management (ARM) president
and attorney Bob Kyte and William
Chunestudy, Ph.D., in the ARM Risk
Control education department.
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T
hroughout history, these
phrases have just about
summed up the attitude of
adolescents and youth toward
life. Variations of the philoso-

phy exist in every culture, but unfortu-
nately, risk taking is often confused
with indulging in at-risk behaviors.
The former is a legitimate step in life’s
journey toward reaching a particular
goal. Without risking possible failure,
Henry Ford would not have invented

his car, Neil Armstrong would not have
taken that first giant step on the moon,
and Winston Churchill would not have
led the Allies to victory in World War
II. That kind of risk taking is good and
positive. 

But the kind of at-risk behavior so
often characteristic of adolescents and
youth is destructive to themselves and
to society. Those high-risk behaviors
like sexual promiscuity, experimenta-
tion with alcohol and other dangerous
substances, drag racing, and violence
can have adverse effects on one’s health
and development, and may negatively
impact both self and others.

Social, educational, and scientific re-
search has shown how such high-risk
behaviors have harmed youth and pre-
vented them from being creative part-
ners in the community in which they
live. The December 2013/January 2014
issue of THE JOURNAL OF ADVENTIST ED-

UCATION provides strategies for dealing
with problems caused by youthful ex-
perimentation with drugs and alcohol.
This article will deal with some at-risk
behaviors that are new to our times. Its
goal is to provide a helpful kit filled
with research-based strategies that
teachers, parents, church and commu-
nity leaders, counselors, health-care
professionals, and others can use in
their work with youth. In addition, the
article will provide information that
can be shared with young people who
need to be aware of lurking dangers, as
well as what strategies they can use
both now and in the future, when they
establish their own families. Because of
the urgency of those matters, teachers
and administrators should talk about
these issues in a variety of courses and
forums, not just marriage and family
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Live life to the full. 
Be a risk taker. 

Grab for the brass ring. 
If it feels good, do it. 

Helping 
Young People 

Resist
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classes, or only in parent-teacher meet-
ings or fliers sent home with students. 

The new at-risk behaviors discussed
below relate to electronic media and its
various social incarnations. Unless oth-
erwise stated, all research and statistics
in this article refer to work done in the
United States, though in many cases
they are applicable elsewhere as well.

Electronic Media
Of the new at-risk behaviors faced

by youth today, involvement with elec-
tronic media is perhaps the most subtle
and dangerous. Consider how much
time young people spend with such
media. According to Johnson, Shapiro,
and Tourangeau,1 70 percent of U.S.
teens spend a significant amount of
time daily on social networking sites.
In 2010, the percentage of American
teens who owned cellular phones
reached 66 percent, while 75 percent
owned iPods and/or MP3 players. In an
average day in 2009, U.S. teens spent 33
minutes talking on cellular phones, 49
minutes listening to music or playing

games, and 1.5 hours texting.2 By 2010,
social networking and video sites such
as Facebook and YouTube accounted
for an average of 37 minutes per day in
the life of a teen. Teens also spent on
average 30 minutes a day watching
DVDs and videos, one hour watching
TV and movies, 24 minutes on the In-
ternet, 15 minutes on cell phones, 15
minutes on iPods, one hour or more
playing computer games, and 2.35
hours watching news and talk shows.
Among 15- to 18-year-olds, boys use
the computer about two hours per day,
girls about 1¼ hours. In 2010, 43 per-
cent of American youth reported mul-
titasking for most of the time each
day.3

While much of the research on
youth and electronic media has been
conducted in the U.S., researchers
around the world have expressed con-
cern about the impact of electronic
media on their nations’ children and
youth. Electronic media have power-

fully influenced the social, educational,
economic, and political changes that
are sweeping the globe, impacting both
developing countries and emerging
economies. Electronic media have
played a major role in linking youth
around the world and in opening the
minds of young people to the existence
and validity of other cultures and
ideas.4 The pervasive global electronic
and social media is a challenge to both
families and educational systems. 

While there are benefits in exploring
Internet resources for academic rea-
sons, using cell phones to stay in touch
with friends and family members,
watching television to understand
global events, etc., the amount of time
spent with electronic media is a matter
of increasing concern. Research on the
association between the use of elec-
tronic media and behavioral and health
problems are well documented.

Electronic Media and Obesity
Obesity is clearly linked to excessive

time spent on electronic media. As far



back as 1985, a U.S. study found a rela-
tionship between increased body weight
among 12- to 17-year-old adolescents
and TV viewing. Dietz and Gortmaker5

reported that obesity increased by two
percent for each additional hour of tele-
vision viewed. Similarly, findings from
studies in 2001 and 2010 revealed that
the prevalence of obesity was lowest
among children watching one or fewer
hours of television per day and highest
among those watching four or more
hours of television a day.6

Research on video gaming has pro-
duced findings consistent with those
regarding television and obesity. A
study conducted among 2,832 young-
sters between 1 and 12 years of age
concluded that there was a strong rela-
tionship between video gaming and the
weight status of those studied. Their
findings linking video gaming to obe-
sity were strongest among youngsters
aged 8 years and younger.7 An interna-
tional survey by Crawford and Jeffery,8

examining countries from Asia to
Africa to Latin America, suggests a sim-
ilar relationship between electronic
media and obesity. All these findings
reveal that excessive time spent with
electronic media reduces children’s
physical activity and often exposes
them to high-calorie junk foods, thus
increasing their risk for obesity.

Electronic Media and Sleep
Patterns

Another area that is adversely af-
fected by excessive exposure to elec-
tronic media is sleep. Several studies
have revealed that 50-70 percent of
American children have a television set
in their bedroom.9 Children with a TV
in their bedroom spend an average of
1.5 hours more per day watching TV
compared to those without a TV in the
bedroom.10 A survey of parents re-
vealed that nearly half (43 percent) of
children under the age of 2 watch TV
every day, and one-quarter (26 per-
cent) have a TV in their bedroom. Sev-
enty-four percent of all infants and
toddlers have watched TV before age
2.11

These statistics should be a matter of
deep concern—the American Academy
of Pediatrics recommends the removal
of televisions from children’s bedrooms,
zero screen time for those less than 2
years of age, and replacing TV watching
with more interactive activities, such as
talking, playing, singing, and reading to-
gether, in order to promote proper brain
development.12

Researchers have discovered an
alarming connection between electronic
media use and young people’s sleep pat-
terns. Lack of sleep and nightmares have
been linked to television viewing.13 Sleep
disturbances increase with the presence
of a TV set in the child’s bedroom14 and
access to computer games.15

Research has also shown that mobile
phones in the bedroom may negatively
affect sleep patterns among adoles-
cents, and the threat to sleep from cell
phones may be different than that
posed by entertainment media. Enter-
tainment delays the time when a
youngster falls asleep, while a cell
phone in the bedroom actually inter-
rupts sleep.16

Another researcher found that the
television-viewing habits most associ-

ated with sleep disturbance were a large
amount of viewing throughout the day,
as well as increased viewing at bed-
time—particularly if there was a televi-
sion in the bedroom. Bedtime TV
viewing (1) increased children’s resist-
ance to going to bed; (2) delayed the
onset of sleep; (3) had a connection to
feelings of anxiety close to bedtime;
and (4) decreased sleep duration.17

Electronic Media and Violence
A third area of concern is the link

between violence in electronic media
and young people’s attitudes and be-
havior. For almost 50 years, researchers
have examined the relationship be-
tween exposure to violence in media
(film, TV, electronic games) and vio-
lent behavior of youth as well as adults.
Early results were often mixed and am-
bivalent. But this is no longer true, ac-
cording to an impressive review article
by Huesmann,18 whose research results
point “to the conclusion that media vi-
olence increases the risk significantly
that the viewer or game player will be-
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have violently both in the short and
long run.” From experimental research
to surveys, the conclusions are the
same: Watching violent media in any
form and playing violent games desen-
sitize youth to violence and provide
normative role models on how to be-
have in real-life situations. Bushman
and Huesmann19 further estimate that
exposure to media violence is as great a
threat to the wellbeing of young people
as any other environmental risk.

Electronic media also provide the
means and opportunity for cyberbully-
ing, and facilitate access to children by
pedophiles and scam artists. The Inter-
net makes it easy for young people to
link to hate groups and imbibe their
noxious philosophy. A number of In-
ternet sites even offer step-by-step in-
structions for bomb making and other
criminal activities.20

Possible Parental Responses—
Family Meals

In the light of the enormous risks
that electronic media pose to the health
and wellbeing of youth, how should
parents, teachers, and others working
with youth respond to these dangers?
We shall begin by suggesting appropri-
ate parental responses:
1. Family meals and the resultant

togetherness reduce youthful health-
risk behaviors. Life today is fast-paced,
which results in a decreased sense of
connectedness between adolescents
and their family, community, and
schools.21 Families have busy, demand-
ing schedules, which means that both
children and adults often snack or eat
their meals quickly, alone, and/or in
front of the television.22 Over the past
two decades, only a slight majority of
American families reported having
dinner together five or more times per
week. While the majority of Americans
used to eat meals together each day as a
family, this tradition has changed over
the past several decades. One study re-
vealed that only 58 percent of children
report eating five or more meals with
their parents each week.23

In contrast with this decreasing trend
of families eating together, consider the
findings of Eisenberg and colleagues,24

which reported a positive association be-

tween family connected ness and how
often parents and children had shared
mealtimes. Resnick and colleagues25

found a wide variety of positive out-
comes associated with family dinners.
They reported that parent-child con-
nectedness (e.g., feelings of warmth,
love, and caring from parents) has been
consistently related to healthy youth de-
velopment and a reduced risk for emo-
tional distress and suicide, substance
abuse, violence involvement, early sexual
involvement, and pregnancy. 

Thus, sharing meals with family on
a regular basis and time spent in family
togetherness have the potential to bring
family members together, and to de-
velop and maintain strong parent-child
bonds and connections.26

2. Family dinners promote healthy
dietary choices. Families that intention-
ally make family meals a priority tend to
create an enjoyable mealtime atmos-
phere, a part of which is planning for
healthier food choices, thereby decreas-
ing the risk that adolescents will engage
in unhealthful eating and dietary behav-
iors.27 Research indicates that regular
family meals during the transition from
early to middle adolescence influence

positively the development of healthful
eating patterns and produce lower rates
of youthful obesity.28 Neumark-Sztainer
and colleagues29 also reported that the
frequency of eating family meals was
positively associated with an increased
intake of fruits, vegetables, grains, and
food rich in protein, fiber, calcium, iron,
folate, and other vitamins. Research has
also found an association between a
more frequent schedule of eating meals
as a family and lower intake of less-nu-
tritious foods, which may put teens at
lower risk for eating disorders. 
3. Family meals help to create a bet-

ter atmosphere for learning. Research
has demonstrated that frequent family
meals can positively impact children’s
vocabulary, and an extensive vocabulary
tends to result in increased literacy. After
examining 65 family mealtime conversa-
tions over a 15-year period, Snow and
Beals30 reported that children are en-
couraged to expand their vocabularies
during family meal conversations. 

The National Center on Addiction
and Substance Abuse (CASA) at Co-
lumbia University31 concurs with this
finding, adding that good grades in
school are strongly correlated with
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family meals. More specifically, “those
who have fewer than three family din-
ners per week are one and a half times
likelier to report getting mostly C’s or
lower grades in school.”32 Eisenberg et
al.33 also reported that youth who eat
more family meals have higher aca-
demic performance.
4. Family meals tend to prevent

substance use and victimization. The
CASA34 research report demonstrated
that family meals also play a significant
role in the prevention of high-risk be-
haviors in adolescent youth, such as
smoking, drinking, and using drugs.
When families ate five to seven meals
together each week, teens were less
likely to smoke, drink, or use drugs, in
contrast with those who shared three
or fewer family meals a week. In homes
that shared three or fewer family meals
per week, adolescent youth were twice
as likely to use tobacco or marijuana,
more than one and a half times more
likely to use alcohol, and twice as likely
to try drugs in the future. 

Thus, regular and frequent family
meals are an effective strategy in pre-
venting high-risk behaviors among
young people. These findings occur not
only within general society, but also
within Adventism: A recent Andrews
University survey found that students
who had three or more family dinners
per week were significantly less likely to
use dangerous substances or to be sex-
ually active.35

In addition, an analysis of national
(U.S.) data showed a significant inverse
relationship between frequency of fam-
ily dinners and not being bullied or
slapped by a boyfriend or girlfriend, as
well as lower rates of victimization in
sexual assaults.36 Researchers also
found that the frequency of family din-
ners was related to lower rates of con-
sidering/attempting suicide.37

Parental Responses: Stated
Parental Disapproval of Risk
Behaviors

The National Institute on Alcohol
Abuse and Alcoholism38 concluded in
2009 that parental disapproval of alco-

hol use is the key reason children choose
not to drink. Many studies have re-
ported that in order to foster attitudes
against alcohol use among adolescents,
parents must ensure that their children
are fully aware of their disapproval of
such activities. Numerous other investi-
gations have shown that an adolescent’s
awareness of his or her parents’ specific
opinions on drinking can be effective in
preventing or discouraging adolescent
alcohol consumption.39

Children’s awareness of parental dis-
approval of alcohol use has also been
shown to discourage them from pursu-
ing interpersonal relationships with in-
dividuals who would pressure them
into such behavior.40 Additionally, ado-
lescents who were aware of their par-
ents’ disapproval of alcohol consump-
tion have been found to hold similar
sentiments and to be less susceptible to
peer influences, particularly in relation
to alcohol consumption.41

The benefits of parental disapproval
extend even further. Research suggests
that rates of substance use among
youths are lower among those whose
parents disapprove of substance use
than among those whose parents do
not disapprove. The National House-
hold Survey on Drug Abuse42 asked
youth aged 12 to 17 to report how they

thought their parents would feel about
their trying marijuana/hashish once or
twice, having one or two drinks of an
alcoholic beverage nearly every day, or
smoking one or more packs of ciga-
rettes per day. The survey also asked
about the adolescents’ use of mari-
juana/hashish, alcohol, and cigarettes
during the month before the survey.
The study found that substance use was
lower among youths who believed their
parents would strongly disapprove
compared to those who felt their par-
ents somewhat disapproved or who
thought their parents would neither
approve nor disapprove.

Benefits of stated parental disap-
proval of risk behavior also cover the
area of sex experimentation. Research
has reported that the perception of
parental (particularly mother’s) disap-
proval of teen sex is associated with a
delayed age of first sexual intercourse.43

Parental influence also extends to
youth access to electronic media. A
newsletter from the American Academy
of Pediatrics reported that several stud-
ies indicate a relationship between ex-
posure by children, from preschoolers
through adolescents, to violent media
and increased risk for exhibiting ag-
gressive behaviors. Their recommenda-
tions are so emphatic that they deserve
to be quoted: 

“The American Academy of Pedi-
atrics recommends no screen time (tele-
vision, DVDs, and videogames) for chil-
dren less than two years of age and no
more than two hours of screen time per
day for children older than two. They
also recommend that children should
not have TV or videogame screens in
their bedrooms. These strategies can be
followed more easily if your child is re-
quired to choose ahead of time what
show he is going to watch or which
videogame he is going to play for his al-
lotted media time. If you are consistent
with such an arrangement, you will
most likely find that your child adapts
quickly to your expectations and does
not argue with you for more time in
front of the television. If you start such a
plan when your child is young, you may
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not only reduce the chance of aggressive
behavior but also will be setting your
family up for an easier transition into
adolescence when increased media time
is a temptation.”44

The Community’s Role in
Reducing Risk Behaviors

In addition to parental responses that
could positively impact youth develop-
ment in facing at-risk behaviors, com-
munity members and others interested
in youth behavior and development
have a definite role to play. Service learn-
ing is a teaching and learning strategy
that integrates meaningful community
service with instruction and reflection to
enrich the learning experience, teach
civic responsibility, and strengthen com-
munities. Through service learning,
young people—from elementary
through college age—get to use what
they learn in the classroom to solve real-
life problems. They not only learn the
practical applications of their studies,

they also become actively contributing
citizens and community members
through the service they perform.45

Research has demonstrated real ben-
efits to be gained from engaging in com-
munity service/service learning. Kirby46

reported that service-learning programs
are effective in reducing adolescent
unprotected sex, pregnancy, and child-
bearing. An additional benefit of service
programs is enhanced academic per-
formance. Children and teens who en-
gage in service tend to earn better
grades.47

Service learning may be used as a
strategy to prevent other risky behaviors
as well, including alcohol consumption
and tobacco use. In the United States,
despite the fact that it is illegal for them
to purchase alcohol, young people age
12 to 20 account for 11 percent of all of
the alcohol consumed, and within this
group, 90 percent have engaged in binge
drinking on multiple occasions.48 Fur-
thermore, approximately 1,000 young

people under age 18 (in addition to ap-
proximately 1,800 18-year-olds and
older adults) begin smoking each day,
according to the CDC.49 An effective ap-
proach to handling these problems is to
implement intervention programs for
adolescents that focus on education and
awareness campaigns, mentoring, and
policy change, combined with service
learning.50

How can you develop a successful
service-learning program in your
school? Merely sending students into
the community to pick up trash is not
enough. Instead, follow a four-step
procedure: (1) Identify and screen re-
sponsible adults to take youngsters into
the community and involve them in
challenging service situations. (2) Talk
to youngsters about what you are going
to do. (3) Accompany them to do the
activities. (4) Reflect with them about
the experience.51

Summary and Conclusion
Teachers, parents, pastors, coun-

selors, community leaders, and others
involved in youth development have a
responsibility to help young people
face challenges that may tempt them to
engage in at-risk behavior. What strate-
gies may these youth leaders, particu-
larly teachers, employ in reference to
the use of electronic media?

• Ensure that the parents of your
students are aware of the urgent issues
related to electronic media. Share with
them the scientific evidence concerning
how long children should have access
to media, where media should be lo-
cated, and the importance of supervis-
ing their children’s media use. Most
importantly, let parents know about
the short-term and long-term conse-
quences of exposure to violent media
in any form. The benefits of controlling
the extent of exposure to, and the con-
tent of, media are significant and
broad. Such benefits include reduction
in obesity, improved grades, better
sleep patterns that relate to better cog-
nitive choices, and a decreased aggres-
sive and violent behavior.

• Be alert to identify opportunities
to reinforce the value of family togeth-
erness. Research makes it clear that eat-
ing together as a family has specific
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Term Papers for Hire:
How to Deter
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B Y  S U S A N  M .  T A Y L O R

S
tudents have been getting other people to do their work
for them as long as teachers have been giving
assignments. But the mass media has facilitated the
creation of an entire cottage industry made up of
unscrupulous academics and graduate students, some -

times called “ghostwriters,” who are willing and able to
anonymously write term papers and market them to anyone
who will pay. 

Preventing and detecting academic dishonesty has always
been a challenge, but the Internet and computers have made it
more difficult. This is a source of great concern in every
classroom, but especially in the Christian school, whose goals
are to facilitate character development along with preparation
for careers.

Cheating is not limited to the West, or to certain levels of
education.1 It occurs throughout the world, in increasingly so-
phisticated ways, and for varying reasons. However, one reason
ghostwriters have gained a secure foothold in academia is ex-
cessive emphasis on grades.2 The need to have a high GPA in
order to gain entrance into a prestigious graduate school drives
students to do “whatever necessary” to succeed, with little con-
sideration of whether they acquire adequate proficiency in their
selected field. Professors contribute to this pressure by imple-
menting grading policies that focus on competition for the
highest score rather than ensuring that students master the sub-
ject matter of the course. And schools are co-conspirators when
they place undue emphasis on grades in evaluating applicants,
and give awards and scholarships only to those with the highest
grades, rather than more well-rounded students who have,
through service and creativity, made more of a contribution to
their communities.

Within the world of education, we constantly hear about
grading, evaluations, and objective measurements. While
higher standards can improve education, they may also increase
the levels of student dishonesty. Gerald Graff, a professor of lit-
erature at the University of Chicago, claims that “students have
become cynical relativists who care less about convictions than
about grades and careers.”3 In a world where gaining wealth
and prestige is a major motivation for acquiring a degree, stu-
dents are tempted to do whatever is necessary to obtain an “A”
in each class and thereby acquire a degree or certification that
will enable them to earn a high income.4

Who Are Ghostwriters’ Clients?
According to Ed Dante, a self-professed ghostwriter-for-

hire, there are three main types of students who seek his serv-
ices: the English for Speakers of Other Languages student who
has not mastered the English language; the scholastically defi-
cient student; and the lazy rich kid.5 Dante claims colleges are
failing the first two types of these students. Those who come
to American colleges and universities from other countries
quickly discover their efforts to learn a new language are con-
founded not only by cultural difficulties, but also by the pres-
sures of grading.6 Educators often focus on papers and exami-
nations, rather than on ensuring that students actually grasp
the material taught. Schools that admit foreign students should
plan to assist them in acquiring English proficiency if necessary. 

Most academically deficient students not only struggle with
course content, but also with the mechanics of research and
writing term papers. They should be required to enroll in re-
medial courses or to work with a tutor to strengthen their skills. 

The third category of Dante’s clients, lazy rich kids, focuses
on the end product rather than on the process of education.
Accustomed to purchasing a variety of services, they may re-
gard buying a term paper as no different than hiring a maid or
a swimming coach.

Another self-proclaimed ghostwriter, Nick Mamatas, also
writes papers for deficient students and those who lack English
proficiency, but says he gets contacted by another group of stu-
dents: those required to write papers outside their area of ex-
pertise—for example, a chemistry major enrolled in an English
literature course. But Mamatas says he also deals with a lot of
foreign-born adults, often from the former Soviet Union, who
in their home countries were engineers, medical professionals,
and scientists. For the most part, these clients actually send in
their own papers and are seeking only an edit by a native Eng-
lish speaker.7

How Do Students Cheat on Term Papers?
Students can go the route of pure plagiarism: Log onto the

Internet, and using a browser, search for a few semi-relevant
sources (starting with Wikipedia), copy them wholesale into a
manuscript, and change a word here and there to make the
document sound more like their own work. Many will consider
this to be too much work, as they still have to hunt for relevant
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books, or worse yet, journal articles, and link the pieces together
in a style that resembles their own writing. Plagiarism is not
a new phenomenon, but given the proliferation of easily
accessible electronic resources such as the Web browser, it has
become much easier for students to cut and paste slabs of text.
Some students even brag on social media about never setting
foot in a library.

Students looking for an easier alternative can engage
someone else to do the work or search out a paper from
someone who has already taken the course. But perhaps the
easiest way to acquire a readymade paper is to click on a term-
paper store Website and select from manuscripts on almost any
desired topic, ranging from history to biology to mathematics
 —even ethics! 

A quick Web search will produce a number of free sites
oriented toward the cost-conscious potential cheater.8 But there
is some truth in the old adage “you get what you pay for.” Some
of the material available from these sources appears to have
been created by people who lack an adequate command of the
English language and/or a good grasp of the topic. Some of the
manuscripts are seriously out of date.

For the cheater with some disposable cash, a number of sites
sell already-written papers; i.e., AcademicTermPapers.com,
which charges $7 per page; and PaperStore.net, which charges
$10 per page. Other sites charge a scanning fee in addition to a
fee for the paper itself. These sites offer probably 10 times as
many papers as the free sites. Each site posts clear disclaimers
that customers are not to pass these papers off as their own
work; a warning that is ignored by the vast majority of buyers. 

Finally, the lazy or desperate (and more well-to-do) student
can commission a made-to-order term paper. Some of them pay
friends, relatives, and fellow classmates to write papers for them,

or purchase papers from people who took the
class in previous years or have some expertise
in the field. However, many commission
custom papers, which are available from a
number of sources such as Paper Masters.com
(which charges $17-20 per page), Bookworm
 Lab.com, Term Paper Monster, TailorMade, and
Unem ployed Professors. com.

Some ghostwriting organizations place
small ads in campus newspapers and on the
backs of music magazines. Others advertise
in the Huffington Post, the National Post,
Yahoo.com video sites, television stations, and
Tech Vibes. Many companies that offer papers
for sale, and many ghostwriters, like Nick Ma-
matas, include a disclaimer that they do not
officially compose papers to submit for class
credit as the work of the student. Mamatas,
for example, writes the words “model paper”
on such documents,9 which allows him to
claim that he is simply providing the papers
as a prototype that students can use to learn
how to write their own papers.10

In reality, however, nearly all of these sam-
ple papers are not “models” at all, but thinly

veiled facilitation of cheating. Neither the student nor the
ghostwriter actually views the paper as an exemplar. Both par-
ties know that the only change in the “model” paper will be the
addition of the student’s name as the author.11 In the electronic
age, the student who hires a ghostwriter will find it relatively
easy to provide him or her with a variety of information to use
in writing a term paper, including passwords and user names
so the ghostwriter can access key documents and assignment
specifications online. Unless electronic access to the class
Website is carefully monitored, the student may even be able
to get the ghostwriter or someone else to fulfill other class
assignments like posting required comments on blogs and
uploading answers to quizzes and tests that can be obtained
from the site. Professional ghostwriter Ed Dante claims to have
participated in discussions in online classes, written countless
admissions essays, legal briefs, and even case-management
plans for nursing students.12 While the information is hard to
verify, it is alleged that ghostwriters have even written theses
and dissertations!

Where Do Ghostwriters Get Material?
“Amazon is quite generous about free samples,” says Ed

Dante.13 “If I can find a single page from a particular text, I can
cobble that into a report, deducing what I don’t know from
customer reviews and publisher blurbs.”14 Another source for
material is Google Scholar, which provides the abstract of
nearly every journal article. Then, of course, there is Wikipedia,
typically the ghostwriter’s first stop when dealing with un -
familiar topics or just seeking a little background.

Ghostwriters often use quotes and distribute them
throughout the paper. They generally keep “stock” phrases at
their fingertips. Some even “dumb down” the writing so it

hostwriters are a diverse lot. Some
work for large custom-essay com-

panies, some work through agents, while
others make a living writing on their own.
A few are in some sort of relationship with
the student and may not even make any
money for their work. Even if ghostwriters
write thousands of pages of “scholarly lit-
erature,” you won’t find their names listed
on a single page.

G



appears to have been written by the student.15

“I entered this business by accident,” says a ghostwriter I’ll
call G.W. “I’ve earned a college degree and a Master’s degree,
but due to the crappy economy, I lost my job. So, I started
tutoring at a small community college.” Soon students started
coming to G.W. complaining about problems with their term
papers. After reading their poor grammar, spelling errors, and
shoddy research, he began offering his services, not only to the
students at the college, but also to a larger market via Craig’s
List.16

“My first client wanted me to write an ethics paper. She
simply did not have the time due to her busy weekend party
schedule,” says G.W. (The irony of hiring a ghostwriter to
produce a paper on ethics was lost on the student.) “So, [over
time] I wrote about ethics, chemistry, literature, poetry, psy -
chology, sociology, biology, economics and the list goes on. I
was even asked once to write a doctoral dissertation.”17

What is the legal and moral status of ghostwriters who know
that their papers will be used in this way? A ghostwriter gets
paid to write for another person or organization. Some ghost-
writers’ work is legitimate—helping employees with poor writ-
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ing skills create reports for their employers, or summarizing
reams of material for busy people. But in academia, ghostwrit-
ing is almost always about creating essays or other assignments
that will eventually wind up as class submissions with someone
else’s byline. 

Ghostwriters are a diverse lot. Some work for large custom-
essay companies, some work through agents, while others make
a living writing on their own. A few are in some sort of rela-
tionship with the student and may not even make any money
for their work. Even if ghostwriters write thousands of pages
of “scholarly literature,” you won’t find their names listed on a
single page. Though their work is “anonymous” and “work for
hire,” and despite allegations by ghostwriters like Ed Dante that
“It’s just a job; nobody gets hurt,”18 they know they are engaging
in a nefarious and dishonest endeavor.

To illustrate this point, the Massachusetts Appeals Court
placed a senior staff attorney, Damian Bonazzoli, on paid
administrative leave after CommonWealth reported that the
attorney was running a side business writing term papers for
students in apparent violation of state law. A Massachusetts
criminal law passed in 1972 bars the sale of term papers if those

involved know or have reason to know that
the material will be submitted for academic
credit and represented as original work.19

The Massachusetts Rules of Professional
Conduct for lawyers states in part that it is
professional misconduct for a lawyer to
“commit a criminal act that reflects adversely
on the lawyer’s honesty, trustworthiness, or
fitness as lawyer” as well as to “engage in
conduct involving dishonesty, fraud, deceit,
or misrepresentation.”20

However, not all ghostwriters’ work falls
under such a criminal statute. For instance,
Dr. Rivka Colen, a neuro radiology fellow
practicing at the Beth Israel Deaconess
Medical Center in Boston, offered to write
admissions essays for medical school. Her fee
for four essays was $800. While unethical,
Colen’s work was not illegal.21

Some online companies generate tens of
thousands of dollars per month creating orig-
inal essays based on specific instructions pro-
vided by cheating students.22 In most cases,
term-paper writing is not a lucrative occupa-
tion, but it does generate fast money, accord-
ing to Nick Mamatas, who claims that he can
charge desperate students with fast-ap-
proaching deadlines about $100 per page.23

Ed Dante brags that he can earn about
$66,000 in a year writing papers for others.24

Many term-paper companies tout their
high quality, university-educated writers for
hire,25 some of whom hold advanced degrees
and call themselves “professional academic
writers.”26 In many cases, they inflate their ré-
sumé to make a dishonest living. 
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Culpability in Cheating
Many students regard buying term papers online or negoti-

ating with a friend to ghostwrite a research paper as simply part
of the cost of getting an education and as a way to make more
economical use of their time. But whether they buy or com-
mission a paper and then turn it in as their own work, it is
cheating. Webster’s College Dictionary defines cheating as the
act of deceiving.27 Even though the word cheating does not ap-
pear in the Bible, it clearly teaches the principle of honesty.
When a person cheats, he or she is lying and bearing false wit-
ness.28 Thus, getting another person or organization to write a
term paper or do other required academic work in one’s place
is an act of deception; an act of cheating.

Students who pass off the work of other people as their own
are clearly being deceptive, but educators who are aware that
academic dishonesty is occurring and do not confront students
about it are also morally culpable. Improperly prepared stu-
dents can wreak mayhem in their chosen careers. For example,
health-care workers must know how to correctly diagnose and
treat their patients. Lack of knowledge about illness and injury
could be fatal if it results in inappropriate diagnosis and treat-
ment.29 Poorly prepared architects may design faulty buildings
and bridges. Counselors who lack a proper knowledge of ap-
propriate approaches to suicidal patients may exacerbate their
depression. Having earned a certificate or degree in a certain
field is assumed to prove the bearer’s competence, but academic
dishonesty can undermine that expectation. Therefore, the
penalties for academic dishonesty need to be severe and should
be written into the school handbook after consultation with
the institution’s legal counsel.

Academic dishonesty occurs in all types of schools, but no

one knows the extent of cheating worldwide,
much less how to effectively put a stop to it.30

In 2009, the New York Times reported that 61
percent of undergraduates have admitted to
cheating on assignments and examinations.31

Despite this shocking statistic, there has been
little research into the ubiquity of custom
term papers or effective ways to identify and
deter this type of academic dishonesty.32

The challenge in preventing the submis -
sion of customized (purchased) term papers
is actually establishing that such documents
are fraudulent. Proving that a student pur -
chased a paper, rather than created it himself
or herself, is much more difficult than
identifying the plagiarism of quoted material.
Allegations that a student has cheated by
purchasing a paper and passing it off as his
or her own will open the teacher and the
university to lawsuits unless adequate doc u -
mentation of the dishonesty can be provided.
To protect themselves, teachers need to keep
good records, hold onto student submissions
for several years, and make sure to require
multiple written submissions other than the

term paper that they can use to compare and contrast the style,
grammar, and quality of the various assignments.

As educators at every level, from junior high school through
graduate school, seek to address the problem of cheating, they
should emphasize three major areas: 

1. Ethics
2. Appropriate instruction
3. Creative learning strategies

Ethics
The need for moral behavior, including academic honesty,

must be upheld at all educational levels. Using ghostwriters is
committing fraud. When grading, a teacher must hold firm in
his or her commitment of holding students accountable for their
actions and coursework. Originality and proper citations should
be rewarded and academic dishonesty severely penalized. The
reputation of the institution is based on academic and personal
integrity, but by far the gravest consequence of plagiarism is the
harm to the student’s intellectual and moral development.33

Appropriate Instructions
The teacher needs to make clear to students his or her

expectations regarding ethical behavior. Some students may
not be aware of the rules for citing references and statements
of fact in a term paper. While it should be obvious that
submitting an essay written by someone else is dishonest, the
teacher still needs to protect himself or herself against
malicious lawsuits by disgruntled students by including in the
syllabus the expectation that students must avoid plagiarism
by giving appropriate credit for quoted material. “Specific
theme assignments—particularly for a research paper—should
probably be prepared in writing so that a student cannot claim

ducators need to spark enthusiasm in
students and to utilize appropriate

teaching strategies to increase learning.
While there is never any justification for
immoral behavior, students who are excited
about learning will have less motivation to
engage in cheating. One of the most
rewarding experiences a teacher can have is
to see his or her students become truly
passionate about learning.

E
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that he misunderstood or that the teacher failed to give
adequate instructions.”34 The school’s expectations regarding
academic honesty must be clear and explicitly described in the
syllabus or student handbook, and the penalties for cheating
spelled out in detail. Repeat offenders should receive automatic
expulsion from the institution. 

The instructions for each class should refer to the rules in
the handbook and state in writing that all assignments sub -
mitted to the teacher must be the work of the student enrolled
in the class.

Creative Learning Strategies
Educators need to spark enthusiasm in students and to

utilize appropriate teaching strategies to increase learning.
While there is never any justification for immoral behavior,
students who are excited about learning will have less mo -
tivation to engage in cheating. One of the most rewarding
experiences a teacher can have is to see his or her students
become truly passionate about learning. 

When students are excited about a topic and are committed
to acquiring competence in their chosen field, they become
more invested in the learning process. The teacher can use a
variety of strategies to further this process: allowing students
to select their own topics, having groups work together on a
writing project, and asking students to peer review their
classmates’ papers. If a teacher is excited about the subject and

shows the relevance of the assignments to the real world and
to students’ future careers,35 he or she will be able to convince
the students the course content is interesting and relevant, and
that the assignments are worthwhile.36

One way to get students engaged is to use cooperative
learning strategies that transform classroom activities into
academic and social learning experiences. Its goal has been
described as “structuring positive interdependence.”37 Students
must work in groups to complete tasks collectively in order to
accomplish designated academic goals. Unlike individual
learning, which can be competitive in nature, students who
learn cooperatively capitalize on one another’s resources and
skills (asking one another for information, evaluating one
another’s ideas, monitoring one another’s work, etc.).38

Teachers must, however, devise strategies to ensure that each
student participates in the final product, since unscrupulous
and lazy students may see collaborative work as a chance for a
“free ride” and try to claim the work of others in the group as
their own.

How to Detect and Stop Cheating
When a paper seems to be written in several different styles,

when in-class essays bear little resemblance to written sub -
missions, when the quality of a term paper is radically different
from the student’s class work and test grades, or when a student
can’t seem to explain the topic of the paper he or she just
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submitted, you probably have a cheater on your hands. Despite
these suspicions, if you cannot find the source material the
student plagiarized, you will be hard pressed to make the
accusation stick. 

One way to identify plagiarism is to run submitted term
papers through Turnitin.com, an Internet-based service.
Thousands of essays submitted in the past are stored in a database
that the system uses to check for plagiarism in new papers
submitted for analysis. This deters resubmission of papers written
for previous courses by identifying matching text in the two
documents. It also identifies plagiarism by identifying where
published materials are quoted without attribution.39

Some schools and universities require students to first submit
their papers to Turnitin before submitting them in to the teacher,
as a deterrent to plagiarism. However, some students refuse to do
so, claiming it constitutes a presumption of guilt. When Jesse
Rosenfeld, a student at McGill University, refused to submit his
academic work to Turnitin, the university ruled that Rosenfeld’s
papers were to be graded without using Turnitin.40 On March 6,
2006, the Senate at Mount Saint Vincent University in Nova
Scotia prohibited the submission of students’ academic work to
Turnitin or any other software that requires students’ work to
become part of an external database where other parties might
have access to it. This decision was granted after the student
union alerted the university community of their legal and privacy
concerns associated with the use of Turnitin and other anti-
plagiarism devices that profit from students’ academic work. This
was the first campus-wide ban of its kind in Canada,41 following
similar decisions by Princeton, Harvard, Yale, and Stanford in the
United States.42

Critics of Turnitin also have alleged that its use violates
educational privacy and intellectual property laws.43  The
United States Family Educational Rights and Privacy Act
(FERPA) prohibits disclosing confidential information about
students who are minors to third parties without their or their
families’ permission. Critics further argue that sending papers
to Turnitin without permission violates students’ rights.44

However, Turnitin claims archiving student papers complies
with FERPA because the statute only applies at two points:
when a paper is transmitted to Turnitin, and when it is released
from the database when a match is found with another
submission.45 In the former case, it is not considered part of
the educational record since it has not yet been graded, and in
the latter, no personal identifying information is divulged.46

The Family Compliance Policy Office (FCPO), which is
responsible for enforcing FERPA, originally stated that in -
stitutions may submit student papers to Turnitin only if it
removes all personally identifiable information from them.47

However, FCPO later reversed this position, saying that it “was
based on Turnitin’s incorrect assertion that student papers are
not considered ‘educational records’ under FERPA” and that a
student assignment constitutes an educational record under
FERPA “once it has been collected and maintained by a teacher
or other school official.”48

Since Turnitin archives all papers it receives and sells its
services, including its database, for profit, the company has also
been charged with violating copyright laws. However, Turnitin

co-founder John Barrie claims the company is merely making
fair use of student work since, despite the fact that the company
profits from use or sale of the software, it is ultimately for
educational purposes.

Dan Burk, a law professor at the University of Minnesota,
claims that Turnitin’s use of the papers may not meet the fair-
use test.49 For example, Turnitin copies the entire paper, the
students’ work, which is often original and creative rather than
simply a compilation of facts, and Turnitin is a commercial
enterprise. However, when a group of students filed suit against
Turnitin on that basis, in Vanderhye, et al. v. iParadigms LLC,
the district court found that the practice fell within fair-use
guidelines.50

Despite the usefulness of Turnitin in detecting plagiarism,
it is much less likely to successfully identify academic dis -
honesty in ghostwritten submissions, as these documents may
include proper citations and consist of wholly original
material—just not original material created by the student
whose name is attached to it!

Deterring Submission of Ghostwritten Papers
Teachers have a number of ways to deter student cheating

and submission of ghostwritten papers:
• Obtain a baseline of each student’s writing by requiring

several in-class essays early in the term. This will help to
establish the capabilities and writing style of each student. 

• Require students to submit an outline and sources for their
term papers a few weeks after the assignment is given, then
schedule follow-up consultations during which the students
report on their progress and show their work. 

• Require at least part of the research and/or writing of the
paper to be completed in class or at the library under the
supervision of the teacher or graduate assistant.

• Have students submit one or more drafts of the paper, then
schedule consultations when you review the draft and ask them
to describe their research. 

• Assign students to write in pairs so that each one is
responsible for a portion of the paper. When both students
have prepared their parts, the sections are combined and the
students collaborate on the introduction and conclusion. In
order to ensure that the end result is a coherent collaborative
paper that flows well, ask the students to work together in class
on the assignment. Require interim reports on the progress of
the project, as described above. While the students are working
together in class, circulate through the groups to supervise and
assist, as many students may not have any experience col -
laborating on writing projects.

• Announce and enforce strict penalties for submission of
ghostwritten papers and other forms of academic dishonesty.

Conclusion
Cheating is an immense and complex problem that dam-

ages both the integrity of the perpetrator and assumptions
about the quality of education. To deter students’ temptation
to cheat, teachers need to stress the actual process of learning
and doing, not simply its outcome in terms of grades and de-
grees, and get students excited about education through their



own passion and competence. 
As Christians, we hold a high standard of integrity and seek

to prepare our students for moral lives here on earth and in the
heavenly kingdom. We strive to uphold the Ten Command-
ments and the teachings of Scripture, including “thou shalt not
steal” and “thou shall not bear false witness.”51 By submitting
another’s work as his or her own, the student has broken both
of those commandments, and not only turned his or her back
on the morals and ethics our religion embraces, but also on
God. Cheating is a symptom of a soul that is in great need of
attention and repair. 

Teachers should stress to students that when they behave
dishonestly, they are cheating themselves as well as others. They
are damaging their relationship with God and setting up a dan-
gerous precedent that may lead to additional dishonesty in later
life, as well as cause great harm to people who assume that they
are fully competent to fulfill the demands of their professions. 

While the actions described in this article will help the
teacher to prevent and detect academic dishonesty, ultimately
the only remedy is a change of heart, which occurs through the
power of God to effect conversion. 

A lawyer in the state of Indiana who prac-
tices in the areas of estate and family law,
Susan M. Taylor also teaches business law
at Andrews University in Berrien Springs,
Michigan, where she was awarded “Con-
tract Teacher of the Year” in April 2013. She
has authored many articles relating to legal
and educational issues. 
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R
apid changes and innova-
tions in technology impact
all segments of society, in-
cluding education. They pro-
vide teachers with new ways

to deliver instruction but at the same
time, they frustrate teachers’ attempts
to help students understand and use
technology. Since the days when tech-

nology began to change the delivery of
education, teachers have struggled with
how to incorporate this unwieldy sub-
ject into the curriculum. The problem:
Technology is continually changing, so
our efforts to prepare students ade-
quately must constantly change as well.
Although this is a challenge, technol-
ogy can be used to improve the delivery
of instruction and to motivate and en-
gage students. 

When discussing Technology Educa-
tion, a clear definition is vital because it
is easy to confuse terms and concepts
that sound similar but have very differ-
ent meanings. The term Technology Ed-
ucation is quite different from Educa-
tion Technology. The latter consists of
various technologies used in the deliv-
ery of education, such as iPads, projec-
tors, the Internet, and computer hard-

B Y  R A Y M O N D  C A R S O N

Technological 

Literacy:

Why Is It 

Important?
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ware. Technology Education, on the
other hand, is concerned with provid-
ing technological literacy: the ability to
use, manage, assess, and understand
technology. A technologically literate
person understands how technology is
created, how it shapes society, and how
it is shaped by society. Such a person
will acquire an objective view of tech-
nology—neither frightened by it nor
infatuated with it.

Educational technology and the de-
livery of education are the primary
focus of the International Society for
Technology in Education (ISTE). Tech-
nology Education consists of curricu-
lum and educational experiences relat-
ing to the history, understanding, and
use of technology. 

With the accelerating pace of tech-
nological development, educators have
long wondered how to respond. This
concern in the United States finally
stimulated the Technology for All Amer-
icans project, which was published in
1996.1 This document served as a foun-
dation for the Standards for Technologi-
cal Literacy that established guidelines
for what technologically literate stu-
dents should know and be able to do.2

In his foreword to the Standards for
Technological Literacy, William A. Wolf,
the president of the National Academy
of Engineering, explained his under-
standing of the problem: “We are a na-
tion increasingly dependent on tech-
nology. Yet, in spite of this dependence,
U.S. society is largely ignorant of the
history and fundamental nature of the
technology that sustains it.”3

The technology standards are or-
ganized into five major categories:4

• The Nature of Technology
• Technology and Society
• Design
• Abilities for a Technological World
• The Designed World
Within these five categories, there

are 20 standards and benchmarks for
grades K-12, with a narrative “describ-
ing where and how this standard
should be presented within the labora-

tory-classroom experience at each
grade level. Also included is a Vignette,
which gives ideas or examples of how
standards can be implemented in the
laboratory-classroom.”5

These standards are written in a
broad and inclusive manner that ac-
commodates diverse approaches in the
curriculum.

For example, one of the standards
for the first category, The Nature of
Technology, states that “students will
develop an understanding of the char-
acteristics and scope of technology.”6

For the K-2 level, students are to learn
that “the natural world and the
human-made world are different,” and
that “all people use tools and tech-
niques to help them do things.”7

Similarly, students in grades 9-12
will understand the standard projects
that: “the nature and development of
technological knowledge and processes
are functions of the setting”; “the rate
of technological development and dif-
fusion is increasing rapidly”; “inven-
tions and innovations are the results of
specific, goal-directed research”; and
“most development of technologies
these days is driven by the profit mo-

tive and the market.”8

Each of these understandings is fol-
lowed by pertinent examples of how
the concept applies to real-world is-
sues. 

Although the standards were devel-
oped some years ago, they are now re-
ceiving new attention through the
focus on the Science, Technology, Engi-
neering, and Math (STEM) movement
as new technology develops in these
fields. 

Examples
Because standards serve only as

guidelines for Technology Education,
they allow for diversity in implementa-
tion. A good example of the implemen-
tation of Technology Education can be
found at the Central Dauphin School
District in Harrisburg, Pennsylvania.
Their Website provides detailed infor-
mation on how Technology Education
is implemented in their district with
detailed information on courses and
videos on the various activities of the
classes.9

Tom Ogle, Technology-Education
instructor at Warner Middle School in
Farmington Hills, Michigan, inherited
a traditional industrial-arts shop that
included woodworking, metalworking,
and drafting facilities.10 He updated the

technologically literate person un-
derstands how technology is created,

how it shapes society, and how it is shaped
by society. Such a person will acquire an
objective view of technology—neither
frightened by it nor infatuated with it.

A
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curriculum in order to teach industrial
technology through the use of the
Standards for Technological Literacy. He
now incorporates high-tech design
through CAD (computer-aided design)
and uses 3D printers and CNC (com-
puter numeric control) machining to
produce prototypes of student-de-
signed products. This exemplifies how
schools can use the Standards for Tech-
nological Literacy to keep programs up
to date with modern technology.

The possible variations in how In-
dustrial Technology or Industrial
Arts/Technology Education can be in-
tegrated into the curriculum are innu-
merable, which is good news for any-

one interested in developing such a
program. The curriculum for the ele-
mentary grades is relatively easy to im-
plement, with minimal requirements
for teacher training and equipment. In
the higher grades, it may be necessary
to invest in teacher training and labo-
ratory facilities in order to deliver the
appropriate hands-on activities. The
problem is that many of the higher-
level activities require specialized
equipment and lab space, as well as in-
structors with appropriate experience.
The ideal approach for the higher
grades is to convert an existing indus-
trial-arts facility to use with the Tech-

nology Education curriculum. Even if a
school has not had any type of hands-
on program before, implementation is
not impossible, but the institution will
doubtless experience limitations while
it seeks to acquire sufficient laboratory
space, equipment, and qualified faculty.

Educational Benefits
While Technology Education pro-

grams are designed to provide basic
competence in technology, student in-
volvement affects learning outcomes.
The human variables include student
motivation as well as variations in
learning styles, which are often neg-
lected in the typical academic setting. 
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In the recent quest to meet the de-
mands of accountability through the
intensification of standardized testing,
researchers are finding that students
are not as interested in learning as they
once were.11 According to one re-
searcher: “The most pressing problem
in education today is student disen-
gagement.”12 In addition, fewer stu-
dents are interested in pursuing engi-
neering and science careers.13 But
perhaps the most alarming develop-
ment is increased technological illiter-
acy—people lacking the knowledge/
 training to perform the most basic
tasks, such as changing the oil in a car,
fixing a leaky faucet, or dealing with a
myriad of other common problems
that arise in daily life. 

In the past, students acquired basic
design, construction, and maintenance
skills that enabled them to diagnose
problems and to repair their homes,
cars, and appliances. They learned how
to master new technologies and to use
them to enhance their lives. However,
more recently, industrial arts and voca-
tional programs have been systemati-
cally eliminated in order to make way
for “more intellectual pursuits.” In this
new paradigm, which provides no clear
connection between the practical and
the intellectual, students are becoming
disengaged, finding it difficult to see
the value of technical learning and un-
able to make connections between aca-
demics and everyday life.

Quality Technology Education pro-
grams help engage students in the
learning process by providing hands-
on activities that connect theory with
practice. In a Technology Education
classroom-laboratory, students can ex-
perience technology through practical
applications of the processes and pro-
cedures used in the production of
items we use daily. The tangible results
makes theory come alive.

Technology Education ensures that
students are technologically literate and
able to do the following: 

• apply a range of practical hands-
on technological skills;

• identify and fix simple mechanical
or technological problems at home and
work; 

• apply basic mathematical concepts
related to probability, scale, and esti-
mation to make informed judgments
about technological risks and benefits; 

• use an analytical thinking process
to solve problems in daily life; and 

• obtain reliable information about
technological issues of concern from a
variety of sources. 

These experiences also develop criti-
cal thinking and decision making, en-
abling young people to ask pertinent
questions and evaluate information
about the benefits, risks, costs, and
trade-offs of technology. In the process,
they are encouraged to participate in

decisions about the development and
uses of technology. Technology Educa-
tion also promotes the development of
visualization and spatial skills that are
necessary in most other disciplines.14

Furthermore, these experiences also
promote career-development aware-
ness and give students a realistic per-
ception of the tasks and skills required
for various professions and trades. This
practical application phase of technol-
ogy provides students with a better-
rounded view of technology-related ca-
reers and what people do in them.
Being able to explore career choices in
this way gives students realistic insights
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about what they might or might not
like about specific careers.

Technology Education and Char-
acter Development

Character development is another
component of Technology Education, a
concept that was strongly endorsed by
Ellen White, who spoke highly of the
benefits of what in her day was referred
to as “manual training.” These experi-
ences are of great benefit to students
because they prepare them for the real-
ities of life and the discipline of work,
and help to develop “common sense.”

“The benefit of manual training is
needed also by professional men. A
man may have a brilliant mind; he may
be quick to catch ideas; his knowledge
and skill may secure for him admission
to his chosen calling; yet he may still be
far from possessing a fitness for its du-
ties. An education derived chiefly from
books leads to superficial thinking.
Practical work encourages close obser-
vation and independent thought.
Rightly performed, it tends to develop
that practical wisdom which we call
common sense. It develops ability to
plan and execute, strengthens courage
and perseverance, and calls for the ex-
ercise of tact and skill.”15

During the past few decades, the
trend in K-12 education has been to do
away with industrial-arts offerings for a
variety of reasons,16 primarily because
they have been viewed as outdated or
irrelevant. However, there is still a need
for this component of education. It is
important to combine theory and aca-
demics with skill development to en-
able students to benefit from ideas and
their practical applications. This ap-
proach will help to provide a balanced
education and enable students to make
a clear connection between learning
and life. However, Technology Educa-
tion must not be just a “shop class”
doing business as usual under a new
name, or a smattering of low-level
hands-on experiences offered by un-
qualified instructors in inadequate fa-
cilities.

How to Start
How can you begin a program in

your school? First, obtain a copy of the
Standards for Technological Literacy and
an overview of the K-12 standards and
current curriculum implementation ef-
forts in various fields. The means of
delivery will vary from school to school
because of the endless possibilities in
how these standards can be addressed.
Teacher qualifications as well as equip-
ment and facility requirements may
present some concerns due to the vari-
ety of technologies involved, particu-

larly in small schools. (A list of re-
sources is provided above.)

Conclusion
Technology currently has and will

continue to have a profound impact on
our world. As educators, how will we
respond? Will we equip young people
to effectively understand and use tech-
nology? In the past, industrial-arts pro-
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grams were designed to help students
understand and use the technology of
the early- to mid-20th century. Now we
face a myriad of new products and
technologies yearly, so students need
the skills and creativity to respond in
appropriate and creative ways. 

This new form of hands-on educa-
tion provides many enhancements to
the student’s overall educational expe-
rience. In the past, manual-training
and industrial-arts programs sought to
prepare youth to meet the changes in
their world to transform them into in-
formed consumers equipped with
practical skills to meet the challenges
the new technologies brought to
society. Technology Education, the
contemporary equivalent of those
programs, can equip and motivate stu-
dents to understand the relevance of
the theories they are learning in other
academic classes. Practical experience
in using and managing technology en-
ables students to find ways to make
technology beneficial to their profes-
sional and personal lives. Technology
Education also provides additional
benefits to the student’s educational ex-
perience through character develop-
ment and career awareness. Some may
use their newly acquired skills to earn
part of their tuition while attending
higher education.

Educators must embrace hands-on
Technology Education. Implementing a
new program or evolving an existing
industrial-arts program is not only
worthwhile, but also a relatively man-
ageable task. When this is correctly un-
derstood and implemented through the
Standards for Technological Literacy, this
practical component of learning will
contribute to the holistic education of
students. 
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