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few years ago, a friend gifted me a book enti-
tled Who Moved My Cheese? by Spencer John-
son, MD.! The book is a parable about four lit-
tle characters: two mice and two little people.
The first duo acted like mice, and the second, even
though they were about the size of mice, acted much
like people. All of them lived together in a huge maze
and spent most of their days
searching for what they
wanted the most: cheese.
The mice followed simple
behaviors: searching for
cheese and eating it. The lit-
tle humans were more am-
bitious and searched for
better and bigger cheese.
Eventually, the little peo-
ple found an abundant re-
serve of cheese and thought
it would be their source of
satisfaction forever. So, they
worked less and less and
became arrogant because of
their success—so much so
that they didn’t anticipate
what was coming. One day,
when both the mice and the
little people arrived at their
cheese station, they were
dismayed to discover that
there was no more cheese.
The mice, realizing that this
was a possibility all along,
proceeded to search for more cheese. The two little
people, however, were angry that someone moved their
cheese and found themselves stuck in a cycle of blame
and inertia. This parable is about change and our re-
sistance or inability to face it. We may live comfortably
for a while without realizing that change is approach-
ing, and it thus catches us unprepared.
What do we do with change in education? Adventist
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Principles for
Adventist Education

in a Changing
World

Julié‘n Melgosa

education goes back to the 19th century. Can we apply
its principles in the 21st century?? I believe the answer
is “yes” as long as we hold onto the essential philoso-
phy, do not get bogged down with detail, and are ready
to change and adapt. Take, for example, the schools of
the prophets. Ellen G. White, the major proponent of Ad-
ventist educational ideology, drew basic principles of ed-
ucation from these institu-
tions. The message that our
schools “should become
more and more like the
schools of the prophets”
appears repeatedly. What
were the schools of the
prophets? These schools
prepared individuals for
service. In her book Educa-
tion, White explained that
these schools were not for
future prophets, but for fu-
ture teachers, those called to
instruct the people in the
works and ways of God.
That is why Samuel, under
the Lord’s guidance, estab-
lished these schools to
“serve as a barrier against
the wide-spreading corrup-
tion, to provide for the men-
tal and spiritual welfare of
the youth.”® Samuel found-
ed two of these companies,
one in Ramah and the other
in Kirjath-jearim. Others were added later.® The Bible
calls those who attended these schools “the sons of the
prophets” or “the company of the prophets” over the
first few chapters of 2 Kings.

What were the features of the schools of the
prophets? First, the core subjects included the Law
with a thorough study of the content of the Pentateuch
parchment rolls, as revealed directly by God to Moses.

Continued on page 51
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oana Czegledi was a rosy-
cheeked Romanian girl with
blond hair who would have been
10 years old in May of 2017. In-
stead, the previous month, she was
wracked with fever, her skin covered
with spots, and her body unable to
keep food down. Despite the best ef-
forts of her healthcare team, she died
of complications from measles.! Ioana
had been born with medical prob-
lems that made it dangerous for her
to be vaccinated. Her mother did her
best to protect her from exposure to
contagious diseases, but because
Ioana became badly dehydrated that
April, she had to be admitted to the
pediatric hospital in nearby Timi-
soara. It was there that she con-
tracted the disease that so quickly
killed her; she was one of at least 59
Romanians who have died since the
measles epidemic began in 2016.
Prior to the development of a
measles vaccine, which became avail-
able in the United States in 1963, it
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The
Power Tool
In the
Disease-
prevention
Toolkit

was estimated that most U.S. children
contracted measles by the age of 15,
and that somewhere between three
and four million individuals in the
U.S. were infected annually, resulting
in 400 to 500 deaths.? In 2000, the
U.S. declared measles eliminated,
providing an excellent illustration of
the efficacy of vaccines for reducing
the mortality* and morbidity* asso-
ciated with communicable diseases.
Likewise, other diseases have been at
least partially controlled by vaccines
including diphtheria, whooping
cough, and polio—and smallpox has
been declared eradicated worldwide.?
Yet despite these apparent success
stories, the powerful tool of vaccina-
tion has not yet realized its full po-
tential. Ioana’s story is just one of
many tragic cases, and measles re-
mains a serious health threat in parts
of the world today. The World Health
Organization estimates that despite
an 84 percent decrease in measles
deaths between 2000 and 2016, at
least seven million people contracted

BY LESLIE R. MARTIN and MIKAYLA C. CONNEEN
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measles infections in 2016.* The
World Health Organization’s tracking
of global vaccination coverage also
indicates that in the past several
years, the proportion of children,
worldwide, who have received rec-
ommended immunizations has not
increased, despite efforts, but has in-
stead remained steady at 85 percent.’

Influenza is another communica-
ble disease that, to many, seems un-
pleasant but not especially danger-
ous. Thus, despite easy access to
annually updated influenza vaccines
in many parts of the world, getting
immunized isn’t a high priority—it’s
common to hear people say, “I
haven’t gotten around to it yet, but I
need to get it done”; or “I think I'll
just skip it this year; I didn’t get it
last year, and I was fine.” The poten-
tial danger of this type of thinking
is highlighted by the experience of
two Texas (U.S.) physicians whose
healthy and active son, Leon, died of
the flu on Christmas Day in 2017.° He
had begun to feel sick just two days
earlier, and in less than 48 hours, he
was dead. The sad irony is that he
was scheduled to receive a flu vac-
cine on January 3 when his 2-year-
old brother would also be receiving
needed vaccinations. In an interview,
his mother said, “It wasn’t even on
my radar as something that I really,
really needed to prioritize. . . . it just
slipped through the cracks.” The U.S.
Centers for Disease Control and Pre-
vention (CDC) reported that Leon
was just one of 180 children killed by
the flu during the 2017-2018 season,
and that some 80 percent of those
children had not been given a flu
shot.

Scientific evidence clearly demon-
strates that vaccines reduce the mor-
tality and morbidity associated with
communicable diseases but, despite
the documentation regarding their
safety and efficacy, recent declines in
vaccination rates” have been noted in
some areas of the globe. This, in part,
explains the ongoing measles threat—
we are Now seeing resurgences in
several diseases such as measles and
whooping cough (pertussis) that were
previously well-controlled or largely

eradicated.® The erosion of progress
against preventable diseases is well il-
lustrated by the fact that 98 countries,
from Ukraine to the Philippines, re-
ported more measles cases in 2018
than in 2017.° In some parts of the
world, getting necessary vaccines can
be difficult. For example, in the midst
of Syria’s civil war, it has been esti-
mated that at least 400,000 children
under the age of 5 have not yet been
vaccinated against polio.” Internal

The personal beliefs,
knowledge, and social
norms related to vac-
cine hesitancy are
almost always linked to
faulty data which, un-
fortunately, sometimes
come through gener-
ally trusted channels
(friends and family,
religious groups, and

social media).

conflicts have also harmed vaccina-
tion efforts in places like Nigeria and
Pakistan." As a result, new cases are
being recorded, although only those
in eastern Syria have been numerous
enough to be labeled an outbreak.
Disease outbreaks in the U.S. and Eu-
rope are less likely to be due to lack
of access and instead largely reflect
personal beliefs and misinformation.
Inability to access vaccines versus
choice not to vaccinate—these broad
and very different explanations illus-

trate that failure to vaccinate is not a
single-solution problem. The reasons
that people fail to get recommended
vaccines for themselves and their
children include religion, resistance
to influence of leaders/lobbies (pro-
vaccine), objections to government
and institutional policies (mandates),
personal beliefs, social norms, knowl-
edge/awareness, lack of trust in
healthcare providers, schedule/mode
of administration, geography, and
economics.'? The personal beliefs,
knowledge, and social norms related
to vaccine hesitancy* are almost al-
ways linked to faulty data which, un-
fortunately, sometimes come through
generally trusted channels (friends
and family, religious groups, and so-
cial media). Perhaps the best example
of this is the now infamous paper
published by Andrew Wakefield and
his colleagues in 1998 that linked the
measles, mumps, and rubella (MMR)
vaccine to autism.'* Subsequent re-
searchers were unable to replicate his
findings, and the U.K’s General Med-
ical Council eventually concluded
that Wakefield had acted in a dishon-
est and irresponsible manner in fol-
lowing data collection and analysis
protocols; his medical license was re-
voked, and the paper was retracted
by the Lancet, the medical journal
that had published it (this means that
it is no longer considered to be part
of the scientific literature, due to sci-
entific misconduct—specifically,
fraud and data misrepresentation).
Nevertheless, the false assertions in
that paper had already made an im-
pact, and some continue to believe its
debunked claims. Addressing immu-
nization gaps due to availability is
difficult (requiring resources and in-
vestment), but the way to deal with
this problem is straightforward. Inter-
ventions aimed at changing attitudes
and personal beliefs have proved
more problematic, however—they
have often been ineffective and in
some cases have even produced out-
comes that were the opposite of those
intended.

An example of this reverse effect
was described by Nyhan and col-
leagues'* whose MMR vaccine study

http://jae.adventist.org
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included a nationally (U.S.) represen-
tative group of 1,759 parents. Par-
ticipants were randomly assigned to
interventions that included (1) evi-
dence that the MMR vaccine does not
cause autism, (2) information on the
dangers of the diseases the MMR vac-
cine protects against, (3) pictures of
children with MMR vaccine-pre-
ventable diseases, and (4) a dramatic
narrative about an infant who nearly
died from measles. All of the inter-
ventions failed to increase parents’
intentions to vaccinate their children.
Providing evidence that the vaccine
was not linked to autism successfully
reduced erroneous beliefs about such
a link but, for parents who held the
most negative attitudes about vac-
cines at the start of the study, inten-
tion to vaccinate still decreased de-
spite the fact that their beliefs were
now more accurate. This is known as
confirmation bias.* Further, parents
who saw pictures of children with
MMR vaccine-preventable diseases
expressed greater beliefs about a vac-
cine-to-autism link afterwards, and
those who heard about the infant
who nearly died of measles became
more convinced that the vaccine itself
had serious side effects. These sur-
prising results provide a window on
just how challenging it can be to
change not only intentions (and their
relevant behaviors), but also the un-
derlying beliefs.

But why is it so difficult to debunk
erroneous beliefs about vaccines?
Lewandowsky and colleagues!® sum-
marize several cognitive processes
that are involved in people’s accept-
ance and retention of misinformation.
First, misleading information isn’t al-
ways easy to identify—it can be diffi-
cult to know whether the information
we encounter is reliable or not. Sec-
ond, when attempting to make this
determination, we weigh new infor-
mation against what we already be-
lieve to be true. Information that
doesn’t match what we already be-
lieve is more difficult to process!® and
also elicits negative feelings,!” creat-
ing a bias against accepting informa-

tion that is incompatible with our ex-
isting beliefs. Lewandowsky also
notes that coherence of the informa-
tion (whether it seems to fit together
in an organized and reasonable way),
whether others in our social groups
believe it, and the perceived credibil-
ity of the source also contribute to
whether it is accepted.

Besides these cognitive factors, an
additional problem exists with regard
to vaccines—their very success may
now be contributing to people’s hesi-
tancy regarding them. Taking the U.S.
as an example, most vaccine-pre-
ventable diseases are at historically
low levels, meaning that young par-
ents have never seen the ravages of
once-common communicable infec-
tions firsthand and thus have less
sense of urgency regarding getting
their children vaccinated.!®* When this

is added to the cognitive factors al-
ready described, it is not surprising
that shifting the beliefs, attitudes, and
behaviors related to vaccines is a dif-
ficult task.

What, then, can be done at the
school-level to ensure that students
are protected by vaccinations?
Schools should have in place policies
regarding vaccine requirements that
must be met for entrance and contin-
ued enrollment for students as well
as administrators, teachers, staff, and
volunteers who will have contact
with students (see Sidebar 1). The lit-
erature’ provides recommendations
that, while not guaranteed to elimi-
nate vaccine noncompliance, may be
useful in moving individuals toward
better adherence to vaccination rec-
ommendations. Let’s examine these
in more detail:

Box 1. Terms*

Confirmation bias — selectively using new evidence to support existing
beliefs and prejudices and dismissing information that does not support
these ideas. For more, see https://www.psychologytoday.com/us/blog/
science-choice/201504/what-is-confirmation-bias.

Herd immunity — a population’s level of resistance to a contagious dis-
ease that is determined by the number of individuals who have been vacci-
nated and are already immune to the disease. This protects those who are
unable to be vaccinated due to age, compromised immune systems, or com-
plications from disease, and helps to retard the spread of the disease. For
more, see https://www.vaccines.gov/basics/work/protection.

Mortality — relating to death or death rates.

Morhidity — state or rate of disease.

Vaccine hesitancy — beliefs about vaccines that range from uncertainty
about their benefits to outright rejection of them despite access to immuniza-
tion services. Hesitancy grows out of a complex set of factors that can influ-
ence individuals and groups to hold certain beliefs about vaccines and
demonstrate a lack of confidence in data or complacency toward the need for
them. For more information see https://www.who.int/immunization/pro
grammes_systems/vaccine_hesitancy/en/.

*Definitions compiled from the following sources: Shahram Heshmat, “What Is
Confirmation Bias? Psychology Today (2015): https://www.psychologytoday.com/
us/blog/science-choice/201504/what-is-confirmation-bias; U.S. Department of Health
and Human Services, “Vaccines Protect Your Community” (2019): https://www.vac
cines.gov.basics/work/protection; Dictionary.com: https://www.dictionary.com; and
World Health Organization, “Addressing Vaccine Hesitancy” (September 2018):
https://www.who.int/immunization/programmes_systems/vaccine_hesitancy/en/.
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Keep good records. Vaccinations
need to occur before students are en-
rolled in school. Check with the state
or government department of health
Websites for specific guidelines about
what is needed prior to enrolling in
school (see Box 2). Conduct regular
assessments of which vaccinations
students at your school have had.
Knowing your school’s vaccination
rates will help to determine whether
there is a problem that needs to be
addressed (and many countries re-
quire schools to keep vaccination
records). These records are also use-
ful in the case of a disease outbreak.

Ensure accessibility. In some
countries, the socialized healthcare
system ensures that vaccinations are
accessible to all, but this is not true
everywhere. Even so, most vaccines
are not prohibitively expensive, but
screening to identify and remove ex-
isting financial barriers will be help-
ful. County (or other regional) immu-
nization clinics are one good source
for low-cost vaccinations, and urgent-
care clinics sometimes contract with
schools to provide discounts on re-
quired vaccines. Accessibility has
been shown to increase the numbers
of individuals receiving the vaccine.?

Provide vaccinations on-site. Stu-
dents need to have obtained certain
vaccines before they are allowed to
enroll in school. Financial as well as
time-related accessibility may be en-
hanced by making vaccinations avail-
able on-site, perhaps by hosting an
annual “vaccination day” when a
school nurse, delegating nurse (ad-
ministers medication), physician, or
public-health nurse can provide at
least some necessary vaccinations for
students. These might include HPV
(human papilloma virus), influenza,
Tdap (tetanus, diphtheria, pertussis),
Meningococcal, Hepatitis (A/B), Vari-
cella (chickenpox), MMR (measles,
mumps, rubella) or necessary boost-
ers. Establish the expectation that
vaccinations will be obtained on this

day (make this the default) to encour-

age parents to have their children
participate; more detailed discussions
with parents around the topic should
follow throughout the school year,

(To be used for students who were temporarily admitted/retained in school)
Month, Date, Year

Dear (Parent or Guardian):

Students must be vaccinated according to (Insert state or government
requirements) to attend school.

A review of (Child’s Name) vaccination record shows that we do not
have record of him/her receiving the following vaccination(s):

Please have your child vaccinated and/or provide proof that your child
already has received the vaccination(s).

Because (Child’s Name) was temporarily admitted to school, if you do
not provide proof that your child has received the vaccine(s) listed above,
he/she will NOT be allowed to attend school after (DATE).

Where do | get more information? Where do | get forms?

For more information about immunization requirements, visit (Insert
Weblink to requirements)

You can reach us at (Insert telephone contact number) for help or more
information.

Sincerely,

Name of School Representative
(Print name and title of school administrator)

Box 2. Weblinks to Schedules for the Most Commonly

Recommended Immunizations

e Children From Birth through 6 Years Old (https://www.cdc.gov/vaccines/
schedules/hcp/imz/child-adolescent.html)

e Preteens and Teens (https://www.cdc.gov/vaccines/schedules/easy-to-read/
adolescent-easyread.html)

e Childhood Vaccine Assessment Tool (https://www2a.cdc.gov/vaccines/child
quiz/)

e Adult Vaccine Assessment Tool (https://www?2a.cdc.gov/nip/adultimmsched/)

e WHO Immunization Schedule by Country (http://apps.who.int/immuniza tion_

monitoring/globalsummary/schedules)

and the guidelines outlined later in
this list will help school administra-
tors frame the content of these ses-
sions (see Box 2 for links to Sched-
ules for the Most Commonly

Recommended Immunizations).
Clearly define vaccination re-
quirements. Data show that when
nonmedical exemptions are easier to
get, disease rates are higher.” Be-
cause states or local governments

Sidebar 1. Sample Exclusion Letter for Schools
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have various requirements for school
enrollment, schools should set poli-
cies that make vaccinations the “de-
fault option” and make it more diffi-
cult for parents to file an exemption
with the school. The Seventh-day Ad-
ventist Church does not support reli-
gious waivers—the denomination’s
current guidelines on immunizations
can be found at: http://www.advent
ist.org/en/information/official-state
ments/guidelines/article/go/-/immu

nization (see Box 3). Making exemp-
tions more difficult to obtain can be
an effective strategy®* for improving
vaccination rates.

Engage in follow-up contacts.
Have a school nurse or other school
official make follow-up phone calls to
families whose students are not vac-
cinated and have not been admitted
to school (or have been sent home).
Sometimes the personal request from
a trusted and valued member of the
social network can make a difference.
Parents will also need to be made

aware of the requirements for their
unvaccinated child(ren), should they
be exposed to disease or in case an
outbreak occurs (e.g., length of time
they will need to be kept home from
school). Local health departments
may have pamphlets or other guide-
lines for schools on this topic.
Research also shows that having
more in-depth discussions with hesi-
tant parents can help improve vacci-
nation rates.?®* During these discus-
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sions, the techniques described later
in this list can be used.

Ensure consistent messaging. Ed-
ucate teachers (and other school offi-
cials) about the importance of vacci-
nations, including their efficacy and
safety. This will help ensure that mis-
information isn’t accidentally shared
and that clear and consistent mes-
sages are provided to parents and stu-
dents—including the role-modeling of
immunization compliance. It may be
useful to have occasional articles in
the school newspaper or on the
school Website about the importance
of being up-to-date on vaccinations—
this presents a cohesive message
from the school’s administration. In-
formation should also be included in
the health-science curriculum.

Data indicate that when messages
across healthcare providers and other
trusted authorities are consistent,
those messages are more compelling,
and adherence is better.?* Parents
should consult with their family
physician for guidance. The National
Association of School Nurses’ State-
ment on Vaccinations is also a good
resource: http://www.nasn.org/advo
cacy/professional-practice-docu
ments/position-statements/ps-immu
nizations.

Don’t reinforce myths. When at-
tempting to correct misinformation,
it’s easy to inadvertently reinforce the
very thing you’re trying to challenge
by repeating it unnecessarily.?* There-
fore, emphasize correct information
without repeating the misinforma-
tion, if possible. If inaccuracies must
be addressed, preface the discussion
with an explicit warning that this is
false information. This will encourage
people to be mentally vigilant and
less likely to be influenced by the
misinformation.

Fill the information gap. When
fallacies are debunked, this creates a
gap in knowledge, which makes it
important that this gap be filled with
accurate data. Provide correct infor-
mation about the efficacy and safety
of vaccines immediately after misin-
formation has been discredited. (See
Sidebar 2).

Box 3. General Conference of Seventh-day Adventists

Official Statement Guidelines on Immunization

“The Seventh-day Adventist Church places strong emphasis on health and
well-being. The Adventist health emphasis is based on biblical revelation, the
inspired writing of E.G. White (co-founder of the Church), and on peer-re-
viewed scientific literature. As such, we encourage responsible immuniza-
tion/vaccination, and have no religious or faith-based reason not to encour-
age our adherents to responsibly participate in protective and preventive
immunization programs. We value the health and safety of the population,
which includes the maintenance of ‘herd immunity.’

“We are not the conscience of the individual church member, and recog-
nize individual choices. These are exercised by the individual. The choice not
to be immunized is not and should not be seen as the dogma nor the doctrine
of the Seventh-day Adventist Church.”

* General Conference of Seventh-day Adventists Official Statement Guidelines on
Immunization (March 2, 2015): https://www.adventist.org/en/information/official-state
ments/guidelines/article/go/-/immunization/.

Sidebar 2. Additional Information on Vaccines

and Immunizations

Valuable Resources for Schools

» Centers for Disease Control and Prevention (CDC) (http://www.cdc.gov/)

* CDC’s Infectious Disease National Genters (http://www.cdc.gov/ddid/
centers.html)

* CDC International Traveler’s Line (1-877-FYITRIP or 1-877-394-8747)
(https://wwwnc.cdc.gov/travel)

e Ethical Issues and Vaccines (http://www.historyofvaccines.org/index.
php/content/articles/ethical-issues-and-vaccines)

* GAVI — The Global Alliance for Vaccines and Immunizations (http:/www.
who.int/workforcealliance/members_partners/member_list/gavi/en/)

* Institute for Vaccine Safety—John Hopkins University (http://www.vac
cinesafety.edu/)

* Parents of Kids with Infectious Diseases (PKIDS) (http://www.pkids.org/)

* The Vaccine Page (http://www.vaccines.com/)

» World Health Organization Vaccines (http://www.who.int/topics/vac
cines/en/)

* Patti Herring and Elizabeth Holzhauser, “Important Facts About Immu-
nizations,” The Journal of Adventist Education 65:3 (February/March 2003):
9-16: http://circle.adventist.org/files/jae/en/jae200365030908. pdf

Anti-Vaccination Arguments Schools Might Encounter
* Informed Consent Action Network (https://www.icandecide.org)
* A Voice for Choice (http://avoiceforchoice.org/)
¢ ProCon.org (https://vaccines.procon.org/)
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Keep it simple. Presentations
should be brief and straightforward,
avoiding jargon and including illus-
trative materials (such as diagrams or
animations) that help to illustrate im-
portant concepts. Make sure that the
correct information and desired mes-
sage are more compelling than and at
least as easy to remember as the mis-
information. In fact, research has
consistently shown that making new
(and true) information as easy to
process as possible, and focusing on
it as much as possible (versus focus-
ing on the myth to be debunked) is
an effective strategy for correcting er-
roneous beliefs.? This can be chal-
lenging because misinformation is
often fear-based, and human beings
tend to pay attention to, and remem-
ber, things about which they feel anx-
ious. Clear directives that show peo-
ple what they can do to address the
anxiety-producing situation (e.g., get-
ting a simple vaccine to avoid a dan-
gerous disease) can help mitigate
their apprehension.

Support existing worldviews. As
much as possible, present informa-
tion in a way that is consistent with
the worldview and values of your au-
dience—this makes linkages to exist-
ing knowledge easier and recall more
effective.?” With regard to religious
practice, this is not generally a prob-
lem for Seventh-day Adventists. But
people hold many values other than
religious values. Some parents may
believe, for example, that natural im-
munity is preferable for their chil-
dren—even while acknowledging that
vaccines are safe and effective. This
unlocks the opportunity to introduce
other values into the discussion—per-
haps the value of caring for our com-
munity and the importance of herd
immunity* for protecting immune-
compromised individuals who cannot
be immunized for medical reasons.

The HPV (Human Papillomavirus)
vaccine is unique because objection
to this vaccination is often made on
the basis of religious or moral

grounds.?® Particularly in schools
(and families) that encourage sexual
abstinence prior to marriage, parents
may feel that their child doesn’t need
this vaccination because he or she is
not currently sexually active and is
not going to engage in promiscuous
behavior.

These attitudes reflect a miscon-
ception about the vaccine (that it is
only necessary if teens and young
adults are sexually active) and so re-
framing in terms of documented
long-term risks may be helpful (e.g.,
the U.S. Centers for Disease Control
estimates that every sexually active
adult in the U.S. will be infected by
HPV at least once in his or her life,
and HPV infections account for
~ 27,000 cancer diagnoses annually
including middle throat, cervical,
and anal®).

Help people assimilate the infor-
mation. If information must be pre-
sented that is inconsistent with
parental values or worldview, provide
assistance to help them assimilate it,
perhaps by presenting it in a world-
view-affirming manner (e.g., focusing
on benefits rather than risks or re-
minding parents of biblical texts such
as 1 Corinthians 6:19, “Do you not
know that your bodies are temples of
the Holy Spirit . . .” (NIV).3° While
this text is sometimes used to support
arguments against vaccinations, it
should be noted that the Bible also
admonishes care for one another
(Philippians 2:3-4) and recognition of
our responsibility toward others
(Galatians 5:13).

We are fortunate to have vaccina-
tions as a tool for helping us to con-
trol and eradicate the many commu-
nicable diseases that have played
such a devastating role in human
history. Misconceptions about them,
and hesitancy to use them, are un-
derstandable, but recognizing
parental fears does not mean we
should accept this state of affairs.
The best medical advances are effec-
tive only if we use them. As Korean-
American physician and anthropolo-
gist Jim Yong Kim (former President
of Dartmouth, former head of the
WHO’s HIV/AIDS department, and

president of the World Bank from
2012-2019) said, “The real rocket sci-
ence in health care is how you or-
ganize human beings to actually de-
liver what we already have....”% We
have many effective vaccines. We
must use them, and help others to
do the same. &
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echnology careers and their preparatory education

are typically classified as “secular.” They aren’t fa-

vorably compared with the “spiritual calling” of pas-

tors, Bible workers, or teachers—which carry the
aura of having the ability to spiritually influence others.
Technology careers aren’t classified as “helping vocations,”
such as medical occupations, social work, and emergency-
response occupations—which fit well into the Christian
dogma of service. They aren’t trapped in the limelight of re-
ligious debates about evolution, appropriate literature (fic-
tion vs. non-fiction), or business ethics,! nor are they typi-
cally associated with challenges to one’s faith. Are technical
vocations not legitimate occupations for “divine calling”? Do
they actually have a faith connection?

As Adventist Christians, we have never been anti-tech-
nology like the Amish. We see biblical precedence in use of
technology—ranging from fashioning tools (Genesis 4:22,
Isaiah 2:4) to God’s direct instructions to build an ark (Gen-

esis 6:14-16) to God’s use of human-built technology as a
place to dwell among us (Exodus 25:8) to Christ’s use of
buildings for illustrations (Matthew 7:24-27, Luke 13:4;
14:28-30). It seems clear that God intended for us to make
and use tools—which is within the scope of technology ca-
reers. However, throughout my Adventist education (elemen-
tary, academy, and university), technology-related courses
were never tied to a religious experience. They were taught
as secular subjects with no affiliation to our Christian faith.

While it could be argued that the basis of technological
design is the laws of physics and mathematics, which God
created and holds constant, I would argue that technology
careers have far more connectedness to our faith than has
generally been perceived, and we should be spiritually men-
toring our students in these fields. But how do we bridge the
apparent gap between technology careers and faith?

A literature review in my area of technology (engineer-
ing) shows instructors using mission and service projects or
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external required reading to integrate faith into their class-
rooms. However, I believe the personal testimony of the
teacher’s heartfelt spiritual connection to his or her occupa-
tion closes the apparent gap between technology careers and
faith at a personal level for the students, and conveys that
spiritual connection is not just what you do, but also who
you are. To that end, I have used narratives in three cate-
gories to convey the correlation I've made between my faith
and my career. The first is the
narrative of the biblical holy
calling of technologists. Sec-
ond, the narrative of how
God’s holy Word was carried
to us through the ages by ves-
sels of human technology. And
finally, the narrative of God’s
creative engineering designs,
observed in nature, being
“very good” (Genesis 1:31,
NRSV).?

The Narrative of the Biblical Holy
Calling of Technologists

The holy calling of work in
technology starts in the Cre-
ation account in the Bible,
where God created humankind
in His own image. It is also re-
flected by the calling and ordi-
nation God imparted to the
craftsmen (technologists) who
built the tabernacle.

The Creation Account indi-
cates that God created humans
in His own image (Genesis
1:26, 27)—that is, to be cre-
ative beings. Designing and
creating technology is a reflec-
tion of what God created us to
be—creative. Working in tech-
nology is a reflection of our
Creator’s image, a holy calling,
and should be presented as
such in Christian education.

Also included in the Cre-
ation account is the dominion
mandate—God’s instruction
for human beings to subdue and have dominion over the
Earth (Genesis 1:28). The creation of technological devices
consumes a great deal of Earth’s natural resources, and the
vast majority of technological designs cater to the richest 10
percent of the world’s population.® The ethics of the impact
of technology development is a rich topic for classroom dis-
cussions with respect to God’s call for social and environ-
mental responsibility in dominating the Earth.

God’s Calling and Ordination of the Craftsmen of the Tab-
ernacle (Exodus 31:1-6; 35:20-36:1) highlight the fact that

2

Repository.

A 200-year-old Yemenite Sefer Torah on Gevil. Photo by Ehav
Eliyahu©. CC BY-SA-3.0/GFDL, Wikimedia Commons, A Free

these professions are spiritually honorable. God “called”
Bezalel by name to the work of building the tabernacle and
filled him with the ability to do every sort of work done by
a craftsman or by a designer (Exodus 35:31-34) and “inspired
him to teach” (35:34), which provides biblical precedent for
a spiritual calling to technology careers and technology ed-
ucators. God extended His ordination to all the craftsmen
of the tabernacle, filling them “with the Spirit of God, with
ability and intelligence, with
knowledge and all craftsman-
ship” (Exodus 31:3). Although
the tabernacle was designed by
God, He entrusted human be-
ings to use their God-given
ability,  intelligence, and
knowledge to develop the tech-
nology to accomplish the task
at hand. I can extrapolate from
this that all who work in tech-
nology do so with the God-
given gifts of ability, intelli-
gence, and knowledge. And we
are exhorted, as the tabernacle
engineers were, to “work in ac-
cordance with all the Lord has
commanded” (Exodus 36:1; Ec-
clesiastes 9:10; 1 Corinthians
10:31; Colossians 3:23, 24), or-
daining our career as a calling
of service to God. This record
in Scripture is packed with fod-
der for classroom discussions
to close the gap with faith.

Narrative of God’s Word Being
Entrusted to Human Technology

The Bible is the basis of
Christianity, and God en-
trusted His sacred Word to
human technicians and human
technology to preserve, pro-
tect, reproduce, and dissemi-
nate it. The biblical account
started out as oral tradition
until technology was able to
provide writing surfaces, ap-
propriate inks, and application
methods to transfer it to a written record.* God’s Word was
so precious to early Christians that they guarded it with their
lives, and it was so precious to some Christian technologists
that they developed technologies to propagate and dissemi-
nate it.

According to Jewish tradition, the first books of the Bible
were recorded by Moses on gevil and formed into a scroll.
Gevil, made from tanned, unsplit animal hide, was a product
of technology and a writing surface used in Egypt at the
time. Iron sulfate powder incorporated in the ink reacted
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with tannic acid from the hide preparation to give a pure
black tint that adhered well.

Other early biblical manuscripts were written on papyri,
a plant-based writing surface, on which Egypt had a monop-
oly, since the papyrus plant grew only along the Nile delta.
The outer layer of the stalk of the papyrus plant was stripped
off, leaving a sticky, fibrous inner pith that was sliced longi-
tudinally into thin strips. The strips were laid in two perpen-
dicular layers on a hard surface and hammered together
while moist, then dried under pressure. The dried sheets
were polished and rubbed with cedar wood oil to make a
smooth writing surface capable of readily taking ink. Sheets
were cut to size and glued together with a flour paste,
matching the grain direction, to form a scroll. Scribes would

Codex. Photo by Massimo Pizzocaro©. Used with permission.

write on the side that had the horizontal grain pattern, giving
them a natural straight-line writing guide.

Ink for the papyrus was made from berries, plants, and
minerals, and was applied by a reed brush made from hol-
low, tubular stems of marsh grasses. A blunt tip was cut on
one end and slit multiple times to fashion a fine-pointed
brush. The hollow reed was filled with ink, which was
forced to the brush tip by squeezing the reed.

Papyrus was used from 2000 B.C. through the 12th cen-
tury A.D. Although the expected lifetime of papyrus was 30
years, ancient papyri have been found in Egypt and the
Judean desert, preserved by the dry arid climate. Papyrus
fragments of the Jewish Old Testament have been found dat-
ing to the second century B.C.

The next progression for a biblical writing surface was
parchment, which was more durable than papyrus. Parch-
ment was made from animal skins using a more refined

process than gevil. Parchment production was a slow, phys-
ically demanding, time-sensitive, complicated process, mak-
ing parchment an expensive commodity. It is believed that
the parchment process was refined in Pergamon between
250 and 150 B.C. when Egypt temporarily stopped exporting
papyrus. Parchment was used into the age of printing; how-
ever, it wasn’t until the fourth century A.D. that its use be-
came more common than papyrus.

When Constantine adopted Christianity in the fourth cen-
tury, the peril of destruction of sacred texts was over, and
reproduction of the Bible was sanctioned by the state. Costly
parchments were used, new ink from iron salts, tannins, and
resin were developed, as well as the quill pen. Through the
Middle Ages, Christians are credited with developments
in the production of quality
parchments, pigments, and
inks, as scribes painstakingly
hand-copied biblical manu-
scripts.® Illuminated manu-
scripts from this time period in-
cluded shading and decorative
work in the written characters,
lovely colors, ornamentation,
small pictures, and gold leaf.
The beauty of these artfully
adorned medieval manuscripts
reflects the high value ascribed
to the Bible, and the passion for
giving God the best that crafts-
manship could supply.

Early Christians are credited
with championing the most
momentous technological de-
velopment in the dissemination
of knowledge before the print-
ing press—the shift from the
scroll form of manuscript to a
codex form of binding. The
codex is a collection of sheets
of flexible writing material, pa-
pyrus, or parchment, folded double and fastened together at
the back or spine. It was usually protected by wooden cov-
ers, and in the case of parchment, a clasp was used to clamp
the codex shut between the wood covers so the parchment
wouldn’t buckle due to changes in humidity.

The codex form had many advantages over the scroll. It
was economical, since both sides of the writing surface were
used, rather than the single side for scrolls. It provided en-
hanced accessibility—texts were easier to find and compare
within a larger manuscript. The codex was also more com-
pact—it could be held in one hand and was easier to trans-
port and conceal.

For Christians, the adoption of the codex form was im-
mediate. Almost all the early Christian manuscripts that
have survived, the earliest dated to the second century A.D.,
are in codex form. However, the prevalence suggests that
codex use must have started even earlier. For secular writ-
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ings, however, the shift was a very slow, irreversible drift.
In the first and second centuries A.D., the scroll was consid-
ered the proper form of books for polite society. In the third
century, the codex was eventually given legal equality with
the scroll in estate settlements,” but it wasn’t until the fifth
century that 90 percent of non-Christian manuscripts were
in codex form.®

Timothy Stanley’ proposes that the reason Christians al-
most universally adopted the codex, counterculturally, was
that this technology allowed them to bind together more
texts than was feasible with the scroll, giving their scriptures
a unifying effect. The four parallel narratives of the Gospels
could be bound together rather than separated into four
scrolls. Paul’s letters could be bound together in one codex,
and these non-narratives were bet-
ter consulted in the random-access
form of the codex. The codex al-
lowed for a collected sacred litera-
ture for the early Christians, a
technology promoting theological
unity.

The preciousness of God’s
Word once again spurred on tech-
nology in 1450 when Johannes
Gutenberg developed a movable
type press in order to print the
Bible. Gutenberg adapted wine-
press technology, combining it
with his own inventions of casting
metal movable-type letters and an
oil-based ink that would stick to
the metal. In 1620, Gutenberg’s
press was regarded as having had
the biggest effect of any invention,
equaled only by gunpowder and
the compass, and the number of
books 50 years after the invention
of the press was equal to 1,000
years of European scribes’ work.™

Gutenberg printed Bibles be-
tween 1450 and 1455, producing
around 200 copies, some on parch-
ment and some on paper, a much
cheaper and easily made plant-
pulp writing surface. Gutenberg
then ran out of money, and his
press was repossessed by his cred-
itor, who wasn’t interested in
printing Bibles. Only 21 known
complete copies of the Gutenberg
Bible have survived.! They are
considered to be the most valuable
books in the world, assessed indi-
vidually at $25 to $35 million.'?

Technology has continued to

searchable Internet Bibles in many versions and languages,
and smartphone Bibles. Cutting-edge biblical technology is
now being created to read ancient manuscripts—powerful
imaging tools to read scrolls that are too fragile to unroll
and to recover writing too faint to see.!’* God’s precious
Word has been carried to us through the ages by human
technology and which continues to participate in biblical
preservation and dissemination.

The Narrative of God’s Engineering Designs Being “Very Good”
God is the original engineer, the Master Designer of the
world and all its habitation. Despite the Fall and the taint
of sin and decay, nature still gives us insights into God’s
well-thought-out, inquisitively complex, optimized designs.

change the face of our Bible. We
now have the Bible in audio form,

Recreated Gutenberg press at the International Printing Museum in Carson, California. CC BY 2.0,
Wikimedia Commons, A Free Repository.
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Nature accomplishes feats that engineers can only dream
of, attracting the attention of a wide range of researchers
and scientists who have produced a veritable avalanche of
studies into nature’s incredibly refined processes for devel-
opment of better technologies. This area of research and
the resulting innovative technology is called Bioinspired,
Bionic, Biomimicry, or Biomimetics. This study of nature,
through technological eyes, gives us insight into the awe-
inspiring, exquisite, and elegant designs of God, the Master
Engineer.

Biotechnology research covers such a broad range of na-
ture and technological applications that only a small
overview can be presented here—snippets extracted from
several categories. Simple Internet searches will provide a

GFDL, Wikimedia Commons, A Free Repository.

variety of magnificent details relating to the examples listed
and a treasure trove of more bioinspired designs. For Chris-
tians, these examples are windows into God’s ingenious, in-
tricate designs, thought out to the minutest detail.

Natural Materials: Natural materials are so superior to
manmade materials that researchers have focused a lot of
time on trying to synthesize them. Scientists have sought
to replicate spider silk and abalone shell nacre because of
their incredible structural properties, but controlling ma-
terial properties at the small scale of the abalone shell and
mastering the colossal genetic sequencing of spider silk
have eluded them so far.!* The medical need for wet envi-
ronment adhesives has turned researchers to nature for in-
spiration. Human beings have created some impressive ad-
hesives, but none of them works in wet environments.
Research in this area started with mussels, which adhere
their shells to underwater surfaces, and has expanded to

Humpback Whale showing tubercles on leading edge of pectoral fin. Photo by Whit Welles®.

caddisfly larvae and sandcastle marine worms, which fash-
ion protective cases from small pieces of available materi-
als.’s

Animal Mobility: For all the progress engineers have made
in robotics, mobility remains an issue in locations where
wheels don’t work well—areas with rough terrain and obsta-
cles. Once again, researchers and engineers look to nature to
solve some of these difficulties. Boston Dynamics is the
leader in developing complex feedback systems to maintain
robotic balance for walking mobility. It developed a mule
robot that can traverse some rough terrain, a humanoid that
flails its appendages to maintain balance when jostled, and
a four-legged cheetah robot with a flexible spine to allow a
high-speed gallop. Festo, a German-based manufacturing
company with a division dedicated
to bioinspired designs, is a leader
in robotic flight. They spent years
deciphering bird flight in order to
create their SmartBird, which flies
using wing flaps rather than pro-
pellers. Although years of develop-
ment have been invested in mobil-
ity and balance, all these robots are
limited by battery life or tethered
by power cords, and operation of
the mule robot was too loud for the
clandestine military movements it
was designed to assist.

Forms for Aerodynamics: The
aerodynamic forms in nature have
proved far superior to the human
understanding of fluid dynamics.
However, some innovations in nat-
ural products have been borrowed
by humans. The flexible layers of
small teeth on shark skin have
been mimicked to give better aero-
dynamic properties to jets, boats,
and swimsuits.!® These products
were so successful that the boat
coatings were banned from competitive sailing in 1987, and
Speedo’s sharkskin swimsuits were banned after the 2008
Olympics. More recently, scientists took a closer look at the
counterintuitive bumps on the leading edge of humpback
whale flippers.!” Compared to smooth fins, the bumpy
humpback fins had 30 percent less drag and eight percent
more lift, making them extremely dexterous and aquabatic
for their size. Whalepower is developing bumpy leading-
edge blades for turbines, pumps, and fans that are 20 percent
more efficient than traditional blades.

Forms for Functions: Copying forms found in nature to ac-
complish a task or function is one of the oldest forms of bio-
mimicry. Velcro was developed in 1955, inspired by the small
hooks seen under magnification on prickly seed burrs that
stick to clothes and animals.'® The air ventilation system in
the Eastgate Center, an office and shopping complex in Zim-
babwe, was fashioned after the self-cooling mounds of
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African termites. Its passive cooling system uses 90 percent
less energy than air-conditioning systems in similar-sized
neighboring buildings.! Inspired by the Namib Desert beetle,
which harvests water from morning fog, utilizing the surface
structure on its back,* the Dew Bank prototype has synthe-
sized these surface features to deliver a glass of water from
desert air.

Manufacturing: Modern manufacturing typically involves
energy-intensive high pressure and temperatures, piles of
waste, and lots of toxic byproducts. God designed nature to
create all its products at normal temperature, pressure, and
pH, out of biodegradable, water-based materials. They don’t
use fossil fuels, nor do they pollute the planet. There is a
drive to find manufacturing techniques that are more envi-
ronmentally friendly, similar to nature’s assembly processes.
Angela Belcher at MIT has used viruses to create a battery.”
She manipulated the virus DNA so inorganics and nanotubes
bind to its outer coat, creating the positive and negative elec-
trodes. This is just a start to a long journey of trying to man-
ufacture with the same environmentalism that God designed
nature to exhibit.

Final Thoughts

Our Christian faith has strong ties to technology. God or-
dained technical careers when He designed us to be creative,
when He called Bezalel and ordained the tabernacle crafts-
men. God entrusted human technologists and human tech-
nology to create a place where He could dwell among us,
and He entrusted human technologists and human technol-
ogy to preserve and disseminate His Word—the basis of our
faith. God has also given us inspiration for technical devel-
opment within His carefully, exquisitely created world.

Let’s be diligent in our God-given careers, following in
His creative footsteps. Let’s ask for the same ordination as
the temple craftsmen. Take on the name Bezalel when you
approach your trade—whether you be a designer or a
teacher. Let us treasure the technology that brought our Bible
to us, and marvel at the thought and care God put into the
design of our world. And once it becomes a part of our own
life story, let us bring the heart-felt narratives of this con-
nectedness to our Christian faith intentionally into our tech-
nology-based classrooms. &
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ieldwork was one of the teach-

ing methods of Jesus Christ.

After teaching His disciples

basic principles, He sent them
to distant places to do their work and
apply what they had learned from
Him (Matthew 28:16-20; John 20:21).
Fieldwork reinforces the lessons
learned in the classroom and applies
them to the real world. In online edu-
cation, fieldwork is becoming more
common as curricular requirements
are adapted to address the needs of
online students.

Preparing students to engage in
field experiences online can be chal-
lenging since the teacher is not phys-
ically present to supervise and assess
students’ performance. As a teacher

Preparing
Online Students
to Engage in
Fieldwork
Experiences

of several face-to-face courses with
fieldwork components, I initially
found it difficult to imagine how
fieldwork requirements could be in-
cluded in my graduate-level online
courses. Several questions had to be
considered: Is fieldwork feasible in
online education? Will the process
be the same as that used for tradi-

tional face-to-face methods? How
will I prepare for this? What respon-
sibilities will the students have? How
will I know if the students are really
doing the work in the absence of my
physical supervision? This article
provides responses to these ques-
tions gleaned from my personal ex-
periences and those of others who
have incorporated fieldwork into on-
line courses.

Fieldwork Defined

Fieldwork, or field experience, is
any work students complete outside
the classroom that enables them to
implement and practice what they
learned as theory. This may involve
collecting data (primary or survey
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data, observations, etc.) or perform-
ing practical tasks for educational and
research purposes in the student’s
field of study.! Hvenegaard notes that
“Most instructors incorporate field-
work to help students understand
theory, develop skills, integrate
knowledge, build tacit knowledge, de-
velop meaning in places, and work
with peers and instructors in alter-
nate settings.”?

The Advantages of Fieldwork

As a health educator, I have found
that learning theories alone are not
enough to help students in health ed-
ucation or public health courses fully
grasp concepts, theories, and strate-
gies on how to improve health and
quality of life. When students apply
knowledge learned in the classroom
in real-life settings, they better under-
stand these concepts. This is where
fieldwork becomes important as a
teaching strategy. For students in on-
line programs that require fieldwork,
this experience enables them to im-
merse themselves in the community,
where they can gain firsthand experi-
ence in conducting research, analyz-
ing results, and developing and im-
plementing appropriate strategies.?

While there are many benefits to
fieldwork, unfortunately, in many
cases, according to Ulovec et al.,*
fieldwork can have legal implications,
and for this reason, some online pro-
grams choose not to include it in the
curriculum; those that do, proceed
with caution. McKenzie, Neiger, and
Thackeray® warned that it is necessary
to give attention to safety concerns
and risk of liability among partici-
pants when conducting fieldwork or
implementing an intervention pro-
gram. Failure to do so could lead to
fines and legal penalties that tarnish
the reputation of the school, discredit
the program, and expose the teacher,
student, and the school to litigation.
Some safety concerns include harm
caused to participants resulting from
the program intervention or negli-
gence by the program planner. To
avoid this, online program administra-
tors, course instructors, and supervi-
sors at the various fieldwork locations

must work closely with students to
ensure that safety checks and in-
formed consent are part of the plan-
ning and implementation process, and
that foreseeable risks are considered.

Uniqueness of Online Fieldwork

Yet, despite these liabilities, many
online programs successfully engage
students in fieldwork. Lisa Richard-
son® interviewed the directors of two
large, fully online Master of Social
Work programs that serve national
and international students regarding
fieldwork practices at their institu-
tions. Both schools have thousands of
students in their full-time online pro-
grams.

Both interviewees said that the
fieldwork component involved more
rigor than the face-to-face program
offered on campus. The two schools
had different ways of preparing stu-
dents for fieldwork. Hornsby’s school
partnered with a company that identi-
fied agencies where students could
do fieldwork. The partner company
interviewed the prospective agency,
assessed the available learning oppor-
tunities, and contracted with poten-
tial field instructors. After necessary
information was gathered, it was
given to the program faculty for re-
view, and if the sites were approved,
students were then placed with vari-
ous agencies. Gray, on the other
hand, said that students in their pro-
gram found their own place for field-
work. The faculty only provided an
orientation on how to find a suitable
agency or community facility in
which to work, along with a letter of
endorsement. Both schools communi-
cated with their students through
Skype, phone calls, or e-mails.”

Compared to these and other
schools where fieldwork is a full-time
course requirement for a program
(30 hours a week of participation for
12 to 16 weeks), in my classes, it is
just one of the course requirements.
Hence, actual fieldwork in my class is
short-term (about 10 hours a week for
approximately three to five weeks).

Advantages of Online Fieldwork Activity

My fieldwork class does not have a
partner agency that coordinates the
placement process; instead, students
select the area or facility where they
will conduct their fieldwork. Students
begin the process by identifying and
visiting possible facilities or commu-
nity agencies in their local communi-
ties as early as the second week of
the online course. They are then
asked to submit a list of possible
fieldwork site locations, after which I
(the instructor) review and provide
input regarding the appropriateness
of the selections and how well the
services provided align with course
goals. Most of my students choose to
work in places close to their work-
place or home. Some advantages and
disadvantages of doing fieldwork
using this approach include the fol-
lowing:

1. Location. Most students are
able to do fieldwork in a place that
is familiar to them, either in their
hometown or at their workplace.
Doing fieldwork in a setting where
one has social and emotional con-
nections is often more relevant than
working in an unfamiliar place.
Baker and Hartel® observed that
sometimes failure to understand the
culture or history of a place can af-
fect how people interact with one
another. Having a knowledge of the
people in a place before entering
their space is essential.” An estab-
lished relationship makes working
together easier. This approach works
for my course; however, students
need skills that will enable them to
work in any environment, not just
those that are familiar or close to
home or work. For this reason, pro-
gram administrators and instructors
can encourage students to pursue
fieldwork experiences in a variety of
environments, both the familiar and
unfamiliar, since they will need
these skills when they enter the
workplace.

2. Cultural competence. When
students conduct their fieldwork in a
familiar place, they are better able to
communicate with their target popu-
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lation since they know the culture as
well as the language. Failure to inter-
act with the population being served
in the learning experience can lead
to failure and misunderstanding of
the purpose of conducting the field-
work. The period of time that my
students are engaged in fieldwork is
short compared to other programs
where it is a full-time requirement,
and building cultural competence
takes time. This can be a disadvan-
tage; however, during the short pe-
riod of time, whether working in
their own communities or in envi-
ronments that are unfamiliar, stu-
dents should seek to learn as much
as possible about their fieldwork lo-
cation to increase their understand-
ing of the needs, assess potential
safety concerns, and build cultural
competence. This can be done
through research (reading up on the
area; studying demographic and pop-
ulation data), engaging in conversa-
tions with facility administrators or
supervisors about social and cultural
values within the community, and
talking with participants.

3. Community responsiveness.
Knowing the culture and language
gives students the privilege of easily
gathering people together and receiv-
ing better responses since they know
more about the people with whom
they are working. Regardless of how
well the student knows or under-
stands the culture or the dynamics of
the fieldwork location, the potential
for misunderstanding exists. Stu-
dents should be aware of this poten-
tial and be encouraged to work
closely with their facility and agency
administrators.

The Challenges

There is a limited body of litera-
ture available on how to address the
challenges of doing fieldwork online.
I discovered that both the teachers
and the students experience difficul-
ties in implementing this process. Box
1 contains several common chal-
lenges that occur in online fieldwork

Box 1. Online Fieldwork Challenges Faced by Teachers

and Students Teacher Challenges

Teacher Challenges

1. Verifying the site. The teacher must not rely only on the information that
the student provides.

2. Assigning the role of partner agency. This entails a lot of paperwork involv-
ing how the partnership will operate in order to provide educationally sound im-
plementation of skills and knowledge learned in the classroom.

3. Monitoring and assessing student work. This is especially problematic
when there is no partner agency.

4. Choosing technology tools to use in submitting documents.

Student Challenges

1. Time. Online students generally work full time and have the responsibility
to care for their families." Despite the flexible nature of the online class, these
students have limited amounts of time to invest in doing fieldwork. Further, pro-
crastination can be a big challenge. Postponing or delaying the initiation of field-
work is common. Students will often need to rearrange their schedules so that
they can meet their fieldwork appointments.

2. Access to technology and Internet connections. Since most of the instruc-
tion and communication in online classes are through e-mail, Skype (or other
video-conferencing platform), or the Learning Management System (LMS) forum,
students must have adequate Internet and computer access. They must also be
computer literate and able to use technology properly.? Whether communicating
with the instructor and peers or submitting documents and fieldwork assign-
ments, students need to be able to access the Internet and connect online.

3. Lack of self-motivation. Poor motivation?® is a contributing cause of the
high dropout rate for online courses. This also applies to fieldwork. Hartnett
states that “motivated learners are more likely to undertake challenging activi-
ties, to be actively engaged, to enjoy and adopt a deep approach to learning, and
to exhibit enhanced performance, persistence, and creativity.” Maintaining high
levels of motivation is essential for students to succeed in the online environ-
ment, but for some this can be a challenge. Although online students spend a
greater amount of time working independently, especially with fieldwork, they
often must rely on their own initiative with less supervision than a traditional
classroom setting. This can contribute to diminished motivation.
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experiences. These are best addressed
with careful preparation and planning
on the part of the teacher.

Teacher Preparation for Fieldwork
Hobgood, " along with Hornsby
and Gray," note that preparing online

courses requires more planning on
the part of the instructor than what is
necessary for traditional face-to-face
classes. Successful fieldwork experi-
ences likewise require preparation by
the teacher. Here are some ways a
teacher may prepare:

1. Set up clear objectives. Hvene-
gaard suggested that objectives for
fieldwork assignments should be
clearly stated, and goals should align
with course outcomes. He added that
“too many objectives can dilute the
experience and leave students frus-
trated.”'?

2. Provide clear instructions and
expectations. Clear expectations not
only help students make decisions
about how to begin the assignment,
they also empower them to do their
best in completing the assignment
and help prevent confusion and mis-
understandings, which may lead to
poor performance and low grades.

3. Choose a site. This can be done
through partner agencies or by letting
the students choose their own site.
Based on experience, although I allow
students to select the location for
their fieldwork, I still require them to
identify several potential places or
agencies. They then prioritize this list
and give reasons for their choice. As
the teacher, I reserve the right to ap-
prove or reject proposed sites. Ap-
proved sites have clearly stated goals
that align with course goals; are su-
pervised by facility administrators
(whether hospitals, community cen-
ters, government agencies, churches,
or schools); have safety and risk pro-
tocols in place; and can accommo-
date the student for the required pe-
riod.

4. Clarify to the students the ethi-
cal, safety, and legal issues involved
in conducting fieldwork. The course
instructor must ensure that fieldwork
locations have guidelines for ethical
practice and safety. Resource materi-

als such as handbooks or policy
manuals can serve as verification
that policies are in place. Orientation
or training sessions can serve as
proof that these are communicated
to everyone who works at the site.
Students should be able to provide a
signed acknowledgement of the pro-
tocols. In addition to what is com-
municated at the fieldwork site,
course instructors must discuss eth-
ical, safety, and legal issues with
students. Since students will be col-
lecting data, making videos, and im-

Supervisors at the
fieldwork site should
know what kind of
oversight they are to
provide during the field-
work period, and how
to communicate with
the course instructor if
the requirements are
not being met or if there

is a problem.

plementing strategies, they should
be aware of the school’s policies
for gathering information and ob-
taining consent to use other peo-
ple’s information. Teachers should
consult with the school’s legal
counsel if unsure of what to in-
clude when talking with students
about legal issues.

5. Prepare an endorsement letter
for the student to present to the
agency/facility. This letter intro-
duces the student to the site admin-
istration and should include the

name of the school, the student, and
the teacher, along with the teacher’s
e-mail address and other contact in-
formation for inquiries related to the
student’s work. Likewise, it should
contain the purpose of the fieldwork,
what the student intends to do, be-
ginning and ending dates, and the
teacher’s expectations of the student.
In return, the facility administrator
should be required to approve or re-
ject the request in writing, and ad-
dress this to the teacher.

6. Establish communication pro-
tocols. Course instructors and site
supervisors must decide how they
will communicate regarding a stu-
dent’s progress. From conducting
virtual site visits to communicating
with site supervisors, protocols
should be firmly in place. Supervi-
sors at the fieldwork site should
know what kind of oversight they
are to provide during the fieldwork
period, and how to communicate
with the course instructor if the re-
quirements are not being met or if
there is a problem. Some may
choose to provide weekly, signed
progress reports, copies of which
can be uploaded to the college’s
Learning Management System
(LMS). Course instructors and site
supervisors can also schedule vir-
tual site visits through video confer-
encing or communicate through e-
mail. These interactions should be
stored as documentation of the stu-
dent’s progress. Students must also
be informed how they can commu-
nicate with the teacher in case is-
sues arise. Communication may be
through e-mail, video conference, or
LMS discussion forum.

7. Provide clear assessment tools.
Prepare a tool (rubric) to measure
performance expectations for field
experience. This tool must be ex-
plained to and understood by the
students. An assessment rubric can
be helpful to the teacher because it
provides a clear, objective criteria for
evaluation and reduces the chances
of grading bias. The rubric should be
constantly updated. Course instruc-
tors should also provide site supervi-
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sors with not only copies of the
rubric, but also project guidelines
and a final project assessment
rubric. (See Table 1 for a sample of
my fieldwork rubric.)

8. Provide feedback within a rea-
sonable time. Feedback is critical for
online classes, as it can help make
students enthusiastic about accom-
plishing their tasks and active in class
interaction. It also assures them that
the teacher is there to provide guid-
ance. Feedback in online education
can be provided in a variety of ways,
such as e-mails, video conferences/
chats through platforms such as

Skype or FaceTime, or LMS forum
discussions.

9. Prepare documentation and
submission guidelines. Clearly spec-
ify how students should document
and submit fieldwork activity. This
could include preparing templates,
forms, and form letters and making
them accessible to students. Submis-
sion guidelines should include
where, when, and how to submit
documents. Specific submission
folders can be created on the LMS
system.

10. Prepare a certificate of comple-
tion to be signed by the person who
is directly involved in supervising the
student’s work. For example, if the

student completes fieldwork at a
school facility, the principal or the
classroom teacher could sign the cer-
tificate; or, if the student works at a
local health clinic, the administrator
or shift supervisor could sign. The
certificate should include the time,
dates of involvement, and the activi-
ties or program implemented.

Preparing Online Students for Fieldwork
A successful and enjoyable field-
work experience not only depends on
teacher preparation but also on stu-
dents taking responsibility for their

Table 1. Sample Fieldwork Rubric

Points 3

2

1

Meeting requirements on
time

Commitment to conducting
fieldwork

Analytical/critical thinking
skills

Planning and instruction

Portfolio

Student not only meets all re-
quirements and responsibili-
ties related to the field expe-
rience, but also submits
exemplary quality work.

Student communicates
strong dedication and com-
mitment to make the experi-
ence successful.

Student carefully analyzes
the gathered information and
chooses appropriate strate-
gies to address the issues.

Student’s lesson plan has
clear goals and objectives,
and proposed strategies are
scientifically valid and easy
to implement.

Submitted on time with all
documents complete.

Student has met all require-
ments and responsibilities
related to the field experi-
ence on time, but the quality
of work does not show satis-
factory time involvement.

Student has made an effort
to accomplish the task.

Student carefully analyzes
gathered information but has
no plan, or an inadequate
one, for choosing strategies.

Student’s lesson plan has ad-
equate goals and objectives,
but the strategies will be
somewhat difficult or imprac-
tical to implement.

Submitted on time but lacks
one or more of the required
documents.

Student needs to be con-
stantly reminded to perform
tasks related to the field ex-
perience, and often fails to
submit requirements on time.

There s little or no evidence
that the student is sincerely
committed to conducting
fieldwork.

Student has completed mini-
mal evaluation of data and
has expended minimal effort
in planning strategies.

Student’s lesson plan is inad-
equate (lacks clear and
meaningful learning goals
and objectives) and uses in-
appropriate or inadequate
strategies.

Submitted all documents but
incomplete and/or late.

TOTAL SCORE (Maximum 15)
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learning. Students must take an ac-
tive role and be accountable for the
quality of their fieldwork. The
teacher should discuss with the stu-
dents their role in achieving success
in fieldwork.

1. Develop time-management
skills. Students should avoid pro-
crastinating to prevent being over-
whelmed toward the end of the
course. They need to start looking for
a target population as early as possi-
ble, make a timeline, and follow it
consistently.

2. Become knowledgeable about
technology. Students must know ex-
actly what kind of technological sup-
port they need and equip themselves.
They should know how to use tech-
nology to document fieldwork and
submit their assignments. Access to
high bandwidth or a strong Internet
connection to communicate with the
teacher and classmates is essential.
Students should also be aware that
technical issues will arise and be pre-
pared to address them. While the col-
lege or university can make technical
support available to online students,
students will still need to have the
ability to solve technical problems.
For example, one of the biggest con-
cerns among my students is submis-
sion of video clips through free video
sites such as YouTube, which have
video length restrictions. YouTube al-
lows the upload of videos with
lengths that do not exceed 15 min-
utes. Therefore, students need to be
conscious about the file size and
length of the videos they submit.
They should be able to edit, cut, and
minimize the size of their video files.

3. Learn to collaborate. Although
online fieldwork may seem to be an
independent task, students must
learn how to effectively collaborate
with the agency or facility with which
they are working.

4. Secure a student identification
card. The student must obtain an
identification card from the school
registrar (in our set-up, from the on-
line division secretary who processes
it). The personal identification card
shows that students are enrolled in
the school and gives access to online

campus resources, such as the main
school library.

5. In collaboration with the site su-
pervisor, assess safety risks. Since stu-
dents work in areas that are some
distance from the school and course
instructor, site supervisors must help
students identify safety risks and con-
duct a risk assessment in the area
where they plan to conduct field-
work. Together, they should identify
who will be at risk, identify potential
hazards, and create a safety plan that
includes actions that can be taken by
the student, site supervisor, or course
instructor to help minimize or elimi-
nate the risks. Emergency contact in-
formation for the students, site super-
visor, and course instructor, as well
as the program administrators for
both the school and fieldwork site,
should be included, along with verifi-
cation of insurance information for
both the school and the fieldwork
site.

6. Explore and address ethical is-
sues before engaging in an activity in
each facility. Since online fieldwork
in my context means working in an
environment that is not under the di-
rect supervision of the teacher, the
students are responsible to know and
comply with the rules of the facility
that dictate ethical practices. Most
fieldwork sites conduct an orienta-
tion, either one-on-one or with a
group, for individuals new to the fa-
cility. If this is the case, a signed com-
pliance document verifying the stu-
dent’s knowledge of the facility’s
rules can be uploaded to the LMS.
Just like those in traditional face-to-
face classes, students in online
classes must follow the “do no harm”
policy. They must behave in a man-
ner that does not damage the reputa-
tion of the school they represent or
endanger themselves or others (see
Box 2). Since the nature of the field-
work that I require involves human
subjects, students are also required to
acknowledge the dignity of the per-
son who participates and to maintain
confidentiality of the information
gathered. Students are taught that

human subjects are children of God
and for this reason, every care should
be taken to protect and preserve their
dignity. Additionally, if participants
are minors, parental permission will
be needed. Each country/state will
have specific guidelines for conduct-
ing risk assessments, protecting mi-
nors, and disclosing how information
will be used. Course instructors must
consult with the school’s legal repre-
sentative to ensure that what is being
required will not endanger students
or cause them to be involved in law-
suits.

7. Be aware of legal liabilities and
use good judgment when setting up
programs. Students should be re-

Box 2. Helpful Resources

* “Four Key Considerations for On-

line Programs With Fieldwork Require-

ments”: https://edservices.wiley.com/
framework-for-online-fieldwork-
requirements/

* “Ten Disadvantages of Online

Courses”: https://www.montgomerycol
lege.edu/academics/online-learning/dis

tance/advantages-and-disadvantages-
online-courses.html

« “Field Learning in Online Social
Work Programs,” Field Educator 2:1
(Spring 2012 Conversations):
http://fieldeduca tor.simmons.edu/arti

cle/field-learning-in-online-social-work-

programs/

quired to find certified professionals
if their fieldwork demands profes-
sional assistance or special skills.
These individuals should be vetted by
the course instructor and site admin-
istrator. Students must make sure that
the implementation plan has been ap-
proved by both the program director
and the fieldwork site, and that par-
ticipants sign informed-consent forms
before implementation takes place.
For more on informed consent, see
resources provided by Adventist Risk
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Table 2. Steps and Tools for Organizing Fieldwork Experiences for

Online Students in a Health-education Class

Dividing the fieldwork component of my course into distinct
sections and using a variety of tools has helped me facilitate my
online students’ work. Below are several steps and tools that can
be used to help online students successfully complete their field-
work assessments.

1. Search for a suitable target population. Encourage stu-
dents to identify a target population early in the course (within
the first two weeks). Students can implement programs at
schools, hospitals, clinics, churches, or similar facilities. Starting
early to think about their target population will enable them to be
more focused about creating implementation plans.

2. Secure a fieldwork site. Teachers must be prepared to
provide oversight and suggestions during this stage. Some stu-
dents will not know where to begin, so a list of possible site lo-
cations, based on previous courses, will be helpful. To assist on-
line students in securing a fieldwork site, provide individualized
endorsement letters they can take to the lead administrator of
the facility or community agency where they intend to work. For
example, if students work with a school, the teacher can address
the letter to the principal.

3. Assess needs. A community-needs assessment is crucial
in planning fieldwork activities. Provide students with methods of
identifying, analyzing, and prioritizing the needs of the population
they have selected.! For health-education programs, health is-
sues in the community should be given priority, especially those
that can be addressed with appropriate program planning. A
good needs assessment helps to ensure appropriate interven-
tion. If time allows, students may validate the data gathered to
determine whether they really reflect the actual needs or the felt
needs and prioritize accordingly. Many online resources include
information on how to conduct a needs assessment.

4. Determine priorities. After identifying the needs of the
target population, students are ready to set up their goals and
objectives. The needs assessment may uncover several needs
within the community, so students will need to decide which
ones need immediate attention and whether enough resources
are available to address the issue(s). At this point, students can
create criteria to serve as a guide in prioritizing needs from the
most urgent to the least urgent. Students must consult with the
teacher and the site administrator by e-mail, Skype, or video
chat during this decision-making period and before finalizing
their plans.

5. Identify intervention strategies. Choose the best strat-
egy to address the issue(s) based on the goals and objectives of
the course. Students must consult with the teacher and the ad-
ministrator/supervisor of the fieldwork site to make sure that the
intervention is practical, appropriate, and clearly aligned with the
goals of the course, as well as the available time and resources.
Each intervention strategy has its own weaknesses and
strengths.

6. Document implementation. Timmreck stated that “imple-
mentation is the most critical part of the planning process; a
plan that is not implemented is no plan at all.”? Since teachers in
a distance-learning class cannot be physically present at the
various fieldwork sites, they will need to use technology to con-
duct virtual interactions. For example, with permission from the
fieldwork site and program participants, students should docu-
ment as many activities as possible using video recordings or
photographs of the activity and live video streaming through
FaceTime. These can provide much detail. Factors such as light-
ing and audio clarity must be considered to ensure that the video
is comprehensible.

7. Submit documents showing completion of the assign-
ment. The teacher should require students to submit a portfolio
documenting the fieldwork experience. Most often, the portfolio
will include all the documents related to the fieldwork, including
short reflections on what the student learned during the experi-
ence, and a certificate of completion signed by the fieldwork site
administrator or supervisor. This can be submitted in an as-
signed forum or directly to the teacher through e-mail attach-
ments.

8. Debrief. Once the fieldwork experience is completed, stu-
dents must be provided with an opportunity to unpack their ex-
periences through debriefing exercises. This should include exit
interviews with the course instructor and site administrator or
supervisor. Ideally, debriefing sessions should take place
throughout the experience, with a formal, documented debriefing
occurring at the end of the experience.

REFERENCES
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ning, Implementing, and Evaluating Health Promotion Programs: A Primer,
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Management: https://adventistrisk.
org/en-us/safety-resources/solutions-
newsletter/why-are-consent-to-treat-
ment-forms-important and Loma
Linda University: https://researchaf
fairs.llu.edu/responsible-research/
human-studies/guidelines-for-
informed-consent.

8. Be aware of and work toward
the fieldwork activity assessment. Pro-
viding the assessment rubric prior to
beginning fieldwork helps students
identify the teacher’s expectations
and allows them to measure their
own progress. (See Table 1.)

Together, teacher and students can
work toward making the fieldwork
experience a valuable one. Table 2
provides a summary of seven steps
that helped me and can assist other
teachers in supporting students as
they navigate the implementation
process.

Summary

Despite the advantages of field-
work online, there are challenges as
well. Finding a suitable location
with appropriate supervision, con-
ducting virtual site visits and com-
municating with site supervisors,
navigating informed-consent proto-
cols, learning to manage time de-
spite the flexibility of online educa-
tion, and maintaining enthusiasm
are some of the challenges students
face. Technology may also pose a
problem to both teacher and stu-
dents. Teacher preparation is often
more complicated and time-consum-
ing than instruction in a traditional
classroom, and observing student
work when the teacher is physically
absent is also a challenge, even with
the use of live video recordings or
live streaming. Yet, even with these
challenges, fieldwork can be done
in online courses as long as both the
teacher and the student have access

to a computer with an uninter-
rupted high-speed Internet access
and cooperative support from the
participating facilities and commu-
nity agencies. Working together,
course instructors, site supervisors,
and students can address the chal-
lenges and ensure a successful field
experience. &
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n the past few years, universities

have enrolled an increasing

number of non-traditional stu-

dents.! Such students do not
have a fixed set of characteristics,? as
criteria used to identify them may
vary depending on the country and
context.> However, they do share a
few common characteristics: Non-
traditional students are at least 24
years old, financially independent,
have one or more dependents, work full time, and study part
time.*

e Non-traditional students also have unique needs related
to character traits. Vu et al.® suggest that these students are
characterized by their ability to take part in self-directed
learning, and are more independent, autonomous, self-suf-
ficient, and goal-oriented. These authors also suggest that
non-traditional students

¢ have unique learning needs since their schedules vary
greatly;

¢ have had a variety of life and work experiences;

e can learn better when new knowledge is integrated with

An Intervention
Program for
Non-traditional
Students

real-life contexts; and

e show a strong determination to
solve important problems in their
lives.

Online education is an attractive
option for non-traditional students
since it offers greater accessibility
and flexibility in academic load and
schedules and can be more readily
adapted to meet their needs. Re-
search seems to suggest that non-tra-
ditional students show a significantly greater preference for
the flexibility and convenience of online courses.®

The profile of university students, in general, has changed
in the past few years, as options in course delivery methods
have expanded. The question is, are institutions of higher
learning adopting effective strategies to ensure that non-
traditional students stay enrolled and succeed in online pro-
grams?

Mentoring as an Intervention Process
Tinto? claims that a student’s decision to stay in a univer-
sity program depends on his or her ability to integrate and

BY LORENA

NERIA

de GIRARTE
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adapt to the school, as well as to the ability of the school to
adapt to the needs of the student, whether traditional or non-
traditional.

Likewise, Forbus, Newbold, and Mehta® suggest that col-
leges and universities must adapt to the needs of non-tradi-
tional students to improve these students’ satisfaction with
and involvement in the university experience. This will help
the university ensure that these students persist until they
reach their academic goals.

Several research studies have highlighted the essential
role of mentoring programs to target the needs of the various
types of students enrolling in university courses to ensure
their ongoing enrollment and academic success.’

Tierney, Corwin, and Colyar!’ observed that students who
receive care through mentoring programs tend to show
greater focus and motivation to reach their academic goals.
Mentoring programs also impact students’ ability to persist!
and help to foster their academic success. These programs
also have positive effects on their professional performance
after graduation.'

In their role as mentors, teachers—in addition to effec-
tively fulfilling their duties related to instruction and uphold-
ing the reputation of the school—must take into account the
greater good of students as individuals. They must also con-
sider the duties life will impose on the students, the service
that will be required of them, and the training they will need.
Christian educators believe this influence will extend and
strengthen to the end of time."”* Mentors who through their
lives and daily interactions with students model Christian
principles, can help draw them toward Christ, stirring within
them a desire to walk with Him, even while still in school.
Thus, mentors who develop strong relationships of trust and
goodwill with their students can more significantly and pow-
erfully influence them in their roles as guides, supervisors,
counsellors, role models, and advisors.!*

Characteristics of Effective Mentoring Models

Given that well-designed mentoring programs can impact
student retention and program completion, colleges and uni-
versities can take several steps to ensure that faculty are
trained to provide good support to non-traditional students.
Below are characteristics of student-oriented mentoring pro-
grams for non-traditional students online.

1. Addresses students’ specific needs

Mentoring models, according to Soto et al.,'* must be de-
veloped to address students’ specific needs, which can vary
according to their age, level of proficiency when starting
their studies, previous formative experiences, their motiva-
tions and personal expectations, as well as their approach
to studying and organizing their schedule, their use of tech-
nological resources, and their ability to adapt to the demands
of non-traditional teaching models. Additionally, since they
are adults, they will frequently face the challenge of balanc-
ing work and family responsibilities.

2. Supports wholistic development within a functional
structure

A mentoring model must nurture and support students’

wholistic development, personalize instruction, and direct
students toward personal maturity as well as promote intel-
lectual growth.' In a mentoring model for Seventh-day Ad-
ventist schools, wholistic development includes the whole
person, since education is “ . . the harmonious develop-
ment of the physical, the mental, and the spiritual powers.
It prepares the student for the joy of service in this world
and for the higher joy of wider service in the world to
come.”?

Currently, it is possible to find mentoring models de-
signed for specific audiences and purposes, such as mentor-
ing models for Latinos, distance-education students, women,
and first-year students, as well as models that seek to facil-
itate college entry. All of them share essential elements that
help to ensure their effectiveness.

From these models, it is possible to incorporate essential
elements into a successful mentoring program, such as (a)
identifying the profile of students targeted; (b) developing
specific goals; (c) identifying interaction strategies used suc-
cessfully by other programs; (d) making the strategies oper-
ational; (e) developing appropriate training for every partic-
ipant; (f) choosing methods for regular assessment; and (g)
ensuring that the organizational structure follows the strat-
egy.'s

3. Prepares mentors for systematic and intentional im-
plementation

The effectiveness of a mentoring program depends on the
skills of the mentors and the degree to which they seek to
identify and meet students’ needs. The profile for a success-
ful mentor includes (a) the ability to express qualities such
as empathy, authenticity, maturity, responsibility, and socia-
bility; and (b) possession of organizational and planning
skills (coordination, motivation, and evaluation, as well as
technical and educational psychology expertise)."”

Mentors must develop strong relationships of trust and
goodwill with learners in order to enhance their mentees’
professional development. They should model commitment,
efficiency, and enthusiasm, since in each interaction they
have the opportunity to exert a significant influence on the
learners’ development.?

To achieve optimal results, mentors must keep in mind
the development of the relationship; the exchange of infor-
mation and the setting of goals; the work directed to reach
stated goals and deepen commitment to completion; and the
ongoing assessment of the formal mentoring relationship,
along with planning for the future.”

4. Provides opportunities for assessing model develop-
ment and implementation

The effectiveness of a mentoring model becomes clear
only after its development and implementation. Sdnchez
Garcia et al.?? suggest that assessment of a mentoring model
should take into account three dimensions: (1) context as-
sessment (whether the model fulfills the students’ needs);
(2) process assessment (the quality of interactions and ex-
changes, as well as the participants’ satisfaction with the ac-
tivities, resources, and specific experiences); and (3) product
assessment (how well the program affected participants’ mo-
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tivation, fulfilled their expectations,
and benefitted them).

Case Study: Virtual UM Comprehensive
Mentoring Program

Mentoring models require con-
certed efforts to launch, organize,
and maintain. Defining a local model
that can cater to the specific needs
of the school demands a structured
approach. Montemorelos University
in Nuevo Leon, Mexico, underwent
this process when developing the
Virtual UM Comprehensive Mentor-
ing Program (Virtual UM). The de-
velopment process discussed below
may be useful for other schools as
they seek to develop their own pro-
grams. See Box 1 for discussion on
the best practices followed in devel-
oping the program.

Background Information

Montemorelos University’s online
education unit, Virtual UM, includes
totally online academic courses and
offers four undergraduate degrees:
theology, business administration,
public accountancy, and music. There
are five graduate programs: an MBA
with concentration in finance or
human resources; a Master’s in fam-
ily counseling; and a Master of Edu-
cation (MEd) with concentrations in
educational administration or teach-
ing. It also includes a wide range
of continuing-education courses in
health, education, management, fam-
ily, and evangelism.

One hundred percent of students
currently enrolled in Virtual UM can
be described as non-traditional.
Thus, to support their learning expe-
rience and wholistic development,
the school constructed and imple-
mented a specific mentoring model.
The model is based on the eight steps
suggested by the Applied Statistics
Association (ASA) community.

Virtual UM Mentoring Model

1. Purpose of the model. The
model is designed to provide a frame
of reference that informs tutoring ef-
forts in order to aid the students’ aca-
demic, personal, professional, and
career development. Wholistic learn-

A Wholistic

Box 1. Best Practices for an Online Teaching Model

Mentoring Program

1. Define the Scope of the Mentoring Program. Every school should define the
scope and goal of its mentoring program. Effective strategies must focus in aca-
demic, personal, professional, and career development.?® For example, academic
mentoring should focus on providing students with support and direction regarding
issues related to learning.?* In relation to the students’ personal growth and devel-
opment, the mentor’s actions provide support to develop abilities such as time
management, self-efficacy, communication, leadership, and a sense of personal
purpose.? Career mentoring helps students develop skills such as collaboration
and an in-depth understanding of the work ethic needed in a professional context.?

2. Train the Team of Teachers Involved in the Mentoring Program. As more
non-traditional students enroll in online programs, changes must be made in the
way instruction is delivered. This requires training and engagement of teachers
who facilitate online courses.?” Research suggests that the quality, frequency, and
duration of the training provided to teachers and auxiliary staff serving as mentors
lead to greater involvement and support of institutional strategies, and greater sat-
isfaction in the mentor-student relationship.?®

3. Define an Operational Model. Mentoring must become one of the central ele-
ments in the students’ learning experience. Schools need to be committed to de-
signing and implementing mentoring programs that provide wholistic intervention.
Wholistic programs that support students’ needs increase the likelihood that they
will stay enrolled at the school; these programs also improve their professional
performance once they leave school.?®

The American Statistical Association (ASA) community, a group of scholars in-
volved in research on mentoring, suggests an eight-step guide to create and main-
tain a mentoring model: (1) define the purpose of the mentoring model; (2) form a
mentoring committee; (3) create the model structure; (4) recruit participants; (5)
connect mentors and mentees; (6) guide participants, keeping communication
open between them; (7) request participant feedback; and (8) assess outcomes.*
These elements should be included in each model.

Table 1. Description of UM Wholistic Learning Experience
Program Values

Awareness of the need for well-being and positive quality of life

Leammg Ability to persevere, sustained over time

Experience

Preparation to fulfill one’s life mission
Commitment to selfless service

Advent hope for a brand-new world
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ing is the goal of this program and it is expected that learning
experiences will help participants achieve this goal (see
Table 1).

2. Mentoring Program Committee. Within the Virtual UM
organizational structure, the Coordination Office of Tutoring
and Student Services is responsible for the program’s oper-
ation and implementation.

3. Model Structure. The Virtual UM mentoring model in-
cludes four sections: (a) the model participants; (b) defini-
tions of the scope covered by the model; (c) an outline of
actions involved in its operation; and (d) a description of
how to integrate faith into the tutoring model. Participants
in the model include students, academic tutors, mentors, and
the Tutoring and Student Services Coordination office (See
Table 2). The model is designed to address four dimensions:

tion. The goal of this dimension is to motivate students at
the beginning of the course, keep their interest, and make
sure that they finish on time. Mentors are encouraged to cre-
ate environments that facilitate trust environments through
communicating a personal interest in the students and pro-
viding spiritual support. The ultimate goal is to foster more
effective learning through self-regulation and communica-
tion.

The professional and career-development dimension
seeks to help students understand work in its professional
context and to develop a strong work ethic. This is accom-
plished through interactive learning, active participation,
and collaboration in video conferences, topical discussion
forums, question-and-answer forums, and online chapels.

Faith integration occurs throughout the entire process.

Table 2. Virtual UM Participants in a Mentoring Model

Roles in the Mentoring Model

Acquires skill in applying
learning techniques

Instructor who is an expert
in his or her field

Facilitator in the various as-
pects of tutoring

Builds knowledge based
on his or her learning expe-
riences

Integrates his or her learn-
ing experiences

A tutor/mentor assigned to
course

UM support faculty or staff

Facilitator in the personal-
development dimension

Associate mentor

Support and follow-up
team for the mentoring
model

Provides guidance, sup-
port, and follow-up to par-
ticipants

Support programs and
coordination

academic development (the facilitation of learning); wholis-
tic personal development; professional and career develop-
ment, which includes the understanding of a work ethic and
the professional environment; and faith integration, which
is woven throughout the entire process.

The academic development dimension facilitates learn-
ing, as each mentor becomes familiar with his or her stu-
dents’ profiles so that decisions can be made to provide
them with optimal support—some need a guide, others
need counsel, while others need to be redirected to another
supporting arm of student services. This dimension also
provides ways for mentors to share data, ask questions, sug-
gest ideas, and redefine roles based on interaction with the
students. Mentors are provided with resources that will help
them monitor the students’ behavioral triggers and send out
early warnings to the ones who may be falling behind. Stu-
dents receive descriptive, timely feedback that is designed
to make a difference in their overall performance—and ul-
timately their grade.

The personal dimension is facilitated by wholistic instruc-

The instructor integrates personal values and life mission
into his or her instruction. This deliberate instruction and
modeling help make the most of the online learning envi-
ronment, and capitalize on opportunities to help students
consolidate convictions, value systems, and life mission. Ad-
ditional elements that ensure that faith integration occurs in-
clude the characteristics of the academic tutors and mentors,
including their commitment to a biblical worldview and un-
derstanding of the philosophical underpinnings of Seventh-
day Adventist education. The academic tutor is assigned to
a course only after its design is already in place. Each course
addresses fundamental topics from a Christian worldview
and connects content naturally with the Christian faith, be-
liefs, and values.

4. Participant Recruitment. Academic tutors are Monte-
morelos University faculty or contract instructors hired for a
specific course. They must be experts in their fields who also
have experience in teaching at the college or university level.
Actions listed above in the mentoring model are part of their
job description.
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Associate mentors are members of UM
support staff who have been invited to get
involved in the mentoring program because
their personal characteristics align with the
requirements for a mentor’s profile.

The staff working at the Coordination
Office of Tutoring and Student Services
have a profile that includes specialization
and expertise in student development, re-
tention techniques, student counseling
services, online course tutoring, and edu-
cational technology. Care should be taken
to ensure that all mentors are screened
and trained.

5. Connecting Mentors and Mentees.
The academic tutor serves as a mentor for
the students enrolled in his or her courses,
or in the assigned courses. The associate
mentor is assigned one or two students,
and his or her area of involvement focuses
on the wholistic and personal dimensions. There are no spe-
cific guidelines for assigning an associate mentor.

6. Participant Training and Communication. The mentor-
ing model requires specialized training and ongoing commu-
nication with academic tutors and associate mentors and is
coordinated by staff in the Office for Tutoring and Student
Services. In this sense, Virtual UM has designed a training
program that develops the abilities necessary to run the
model. (See the Training Schedule in Table 3.)

7. Feedback. The Coordination Office for Tutoring and Stu-
dent Services is in charge of ongoing follow-up of students
based on the detailed reports of the e42 Platform (UM’s
learning-management system) and maintains ongoing com-
munication with tutors, teachers, and students. This allows
that office to keep track of the implementation process and
to make adjustments as needed.

8. Model Assessment. Currently, only the students’ per-
ceptions of the effectiveness of the program are being as-
sessed. Plans are in place to conduct other types of assess-
ment, such as an evaluation of the mentors” work, based on
data collected over time. There are several examples of tools
that can be used to help mentors assess their own perfor-
mance. The University of Wisconsin-Madison has a 26-skill
assessment that helps mentors self-reflect. The assessment
tool can also be used by programs to help mentees evaluate
their mentors (see https://ictr.wisc.edu/mentoring/mentor-
evaluation-form-examples/).

Conclusion

The flexibility and accessibility offered by online studies
are very attractive to non-traditional students. Their decision
to continue with a program, however, may be strongly influ-
enced by their work and family responsibilities. Mentoring
is an important strategy that enables the university to meet
the specific needs of this group. Montemorelos University’s
Virtual UM Comprehensive Mentoring Program enables
teaching faculty to not only provide participants with aca-

Beginner Academic Tutor

Experienced Academic Tutor

Beginner Mentor

Experienced Mentor

Table 3. Training Program for the Virtual UM Mentoring Model

Online course: Online training in academic
tutoring (15 hours).

Micro-learning: Short videos on effective
tutoring strategies (5-7 minutes).

Face-to-face training: Ensuring mentors’
competence (2 hours).

Micro-learning: Short videos with strategies
on the effectiveness of mentoring actions
(7-10 minutes).

demic support, but also offer spiritual support through inte-
grating a Christian worldview, personal faith experiences,
and commitment to service and mission into courses and
connections with students. Wholistic models are needed to
integrate key aspects of the students’ learning experiences
as they matriculate through their program of study. ¢
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FTfective Governance:

The Legal and Fiduciary
Duties of Boards

ost individuals who are
elected to serve on a school
board consider it a privi-
lege to contribute their time
and expertise to their alma mater or
their church. A position on the school
board not only allows individuals the
opportunity to give back, but for
some, the position also allows them to
keep an eye on and to advocate for
their children or for their church.
There are others who, because of prior
unpleasant experiences on ill-managed
boards, consider such service to be
an imposition on their time and re-
sources, and this is unfortunate.
With board membership comes
legal, ethical, and fiduciary responsi-

,
rr

bilities. The primary role of the
school board and its members is to
represent and act as the link between
the constituency that elected them
and the school administration, and to
exercise legal and fiduciary duties in
governing and carrying out the inter-
ests of the constituency in the opera-
tion of the school. An effective school
board is one that understands its pur-
pose as a governing body and its role
as a partner in the school’s success.

Governance experts warn that cer-
tain inherent problems make it diffi-
cult for boards to function and effec-
tively carry out their responsibilities.
Peter Drucker, the governance guru,
stated more than 40 years ago that
“there is one thing all boards have in
common, regardless of their legal
position. They do not function.”!
Drucker’s assessment might seem un-
forgiving and negative, and indeed,
there are times when boards do not
function well. However, this article
aims to help your board function
more effectively.

How should a board function in
order to effectively fulfill its legal and

BY KARNIK DOUKMETZIAN and JOSEPH K.
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fiduciary obligations? This article ex-
amines these obligations and will
suggest best practices that will em-
power boards to function effectively,
and enable individual board members
to fulfill their legal and fiduciary obli-
gations.

Governance and Management

Board members must always bear
in mind that they represent the inter-
ests of the constituency, whether
that is the local sponsoring

union education code.) The school
board is responsible for the opera-
tion of the school within the guide-
lines and policies adopted by the
conference board of education and
the school constituency as stated in
the school constitution. The employ-
ment, assignment, transfer, retire-
ment, termination, or dismissal of
school personnel is the function of
the conference board of education.”
The Working Policy then goes on to
list the functions that these school

boards are expected to fulfill (see
Table 1).3

At all levels, but specifically at the
higher education level, school boards
should also oversee matters critical to
the health of the organization, includ-
ing the viability of the school’s busi-
ness model, the integrity of internal
systems and controls, and the accu-
racy of the financial statements. The
school board should also help evalu-
ate and manage risk (identify and
control situations that could pose a

church(es), the conference, union, or
division, rather than just represent-
ing their own individual interests. Ef-
fective governance starts with the ac-
tions of the school board. The
board’s role is to ensure that the
school operates in such as way as to
fulfill its mission.

The board should not involve itself
in the day-to-day management of the
institution. This is the function of the
administration. The board’s role is to
monitor, guide, and enable good
management, as well as to establish
strategy and direction for the school
in order to guide the administration
and represent the interests of the
sponsors. Effective school boards ac-
complish this by shaping the mission
and strategic direction of the school,
by ensuring that they have ade-
quately allocated financial resources
to effectively operate the school, and
by committing themselves to main-
taining the school’s unique Seventh-
day Adventist identity.

Table 1. Functions of K-12 School Boards

1. Ensure the implementation of policies and plans of the conference office of education.

2. Develop a clear, practical set of objectives in harmony with the Seventh-day Adventist
philosophy of education.

3. Develop policies in areas of local concern such as:

a. Use of school property;

b. Bus schedules and routes;

¢. Purchasing procedures;

d. Tuition and/or other methods of support;

e. Admission requirements (in accordance with state, provincial, or conference guidelines);

f. Equipment and maintenance of school plant;

g. Textbook purchases (pupil or school-owned);

h. Master planning;

i. Criteria for selection and use of films and media materials;

j- Dress and social behavior.

4. Support the principal (or head teacher) in the administration of the school program.

5. Recommend employment of personnel as needed to the conference board of education.

6. Support the Home and School Association.

7. Ensure that official minutes of each meeting of the school board and subcommittees are
kept, and one copy is filed with the conference office of education. Academy boards are to file
copies with the union and conference offices of education.

8. Consider appeals and answer questions regarding the operation of the school.

9. Participate in the process of school evaluation.

10. Cooperate with and support the conference office of education in-service education program.

11. If not already in place, adopt a plan of school organization that includes a constitution
and bylaws.

12. Adopt the recommended conference-wide school calendar.

13. Authorize the preparation of a school bulletin.

14. Assume responsibility for the planning and funding of an annual operating budget.

15. Assume responsibility for planning and funding a capital-improvements budget.

16. Consult the conference guidelines for construction procedures when considering reno-
vations and erecting new buildings.

17. Cooperate with the union and conference offices of education regarding matters of cur-
riculum development.

18. Appoint subcommittees as needed, such as personnel, finance, etc.

The Function of School Boards

Many school board members, once
appointed, attempt to operate the
school as if it were their own busi-
ness or company, failing to recognize
that they were elected by the con-
stituency to represent its interests.
They are merely representatives of
the “owners.”

For example, the North American
Division Working Policy provides
guidance regarding the role that
K-12 school boards must play. It
states: “In every school there shall
be organized a school board elected
by the school constituency. (For de-
tails of procedure, see the local
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problem for the institution), as well
as oversee and protect the resources
of the organization.

The functions of the school board
must be carried out in the context of
governance rather than manage-
ment. The role of any board is to
govern, not manage, the affairs of
the organization. It is to provide
strategic direction and oversight.
Governance includes the establish-
ment of policies and continuous
monitoring of their implementa-
tion. Governance means requiring
accountability from the school’s
administrators by setting goals,
regularly evaluating their own per-
formance as a board, and curtailing
exertions of individual power that
might surface, whether from the
school’s administrators, board
members, church officials, or con-
stituency. Good governance requires
high levels of accountability, com-
bined with the duty to improve the
success and viability of the organiza-
tion. Governance is about providing
direction and a framework for the
school’s operations and ensuring
that these functions are efficiently
accomplished. In summary, daily
management and operations are not
the responsibility of school boards,
whereas governance is (see Table 2).

Duties of Board Members

Board members, in every type of
organization, have imposed on them
numerous legal and fiduciary duties
and obligations. Courts have delin-
eated many of these duties, such as
the duty of knowledge, the duty of
diligence, and the duty of skill and
prudence.The duty of knowledge re-
quires that board members become
familiar with the corporate corner-
stones of the organization, such as
the charter, constitution, or bylaws,
and understand how to ensure that
the mission, vision, and values of
the organization are achieved. The
duty of diligence requires active in-
volvement on the board and neces-
sitates members being prepared for

Table 2. Distinctions Between Governance and Administration*

Governance refers to the power to:
a. Create an institution.

b. Provide resources, policy guidance,
and leadership necessary for its
and successful existence continued.

c. Ensure that the institution remains
true to its mission and stated purposes.

d. Ensure that the institution has systems

Administration refers to the:
a. Leadership of the institution

b. Management of the institution

c. Day-to-day conduct of the func-
tions of the institution

and practices of accountability for compliance

with applicable laws and regulations and

operations in an ethical manner.

*Taken from Board Policy Manual Sample: https://education.adventist.org/wp-content/
uploads/2017/10/Board-Policy-Manual-Sample.pdf, 2, 3.

meetings by reviewing the agenda,
attending board meetings regularly,
being prepared to discuss the busi-
ness at hand, and participating in
all votes. The duty of skill and pru-
dence requires board members to
use any specific expertise they
might have to benefit the organiza-
tion, and taking care to anticipate
the potential consequences of board
decisions.

But the three most critical stan-
dards or duties imposed on board
members are the duty of care, the
duty of loyalty, and the duty of obe-
dience. These duties are so critical
because they are all fiduciary duties
that also have ethical and moral im-
plications. In determining whether
someone acted in an improper man-
ner, courts use a legal standard
based on the “reasonable” or “pru-
dent” person. This standard basi-
cally means that as humans, we owe
one another an average standard of
care, skill, and judgment in how we
conduct ourselves. In other words,
this legal standard asks, What would
a reasonable person do in those cir-
cumstances? However, all board
members also act in a fiduciary role.
A fiduciary is defined as someone
who acts for and on behalf of an-
other in a relationship of trust. In

this case, the board members are
both fiduciaries of the school con-
stituencies that appointed them, and
of the owner (conference, union, di-
vision, or General Conference) as
the ultimate trustor. As such, this fi-
duciary responsibility requires that
every action or decision that a board
member takes must be for the sole
benefit and interest of the ones who
have placed that trust in him or her.

The Duty of Care

The first major duty for board
members is the duty of care. This
duty deals with the manner in which
a board makes decisions and carries
out the governance of a school. Board
members are expected, in all aspects
of their work, at all times, to exercise
a high level of skill, carefulness, and
prudence. The legal requirement is
that each board member act “(1) in
good faith, and (2) in a manner the
[board member] reasonably believes
to be in the best interests of the [or-
ganization],” and shall act “with the
care that a person in a like position
would reasonably believe to be ap-
propriate under similar circum-
stances.”

The legal standard asks what a
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reasonable person would do in the
same or similar circumstances. In
most instances, courts will not hold
a board member liable for errors or
mistakes in judgment, as long as his
or her actions meet the legal stan-
dard and requirements. To meet this
legal standard, the board member
must have been disinterested and in-
dependent, made prudent decisions,
have acted in good faith, attended
scheduled meetings, and have been
reasonably diligent in informing
himself or herself of the facts and is-
sues being dealt with by the board.
At a minimum, to be protected
under this rule, the board member
must attend and actively be involved
in board meetings, carefully select
and diligently supervise administra-
tion, stay informed, and be finan-
cially accountable to the school
board. Board members must remem-
ber that upon accepting the opportu-
nity to serve on a board, they have
accepted these responsibilities.
Board meetings are not social gath-
erings; they are business meetings,
which carry with them obligations
and responsibilities for which board

members are fully accountable.

It is often this duty that makes in-
dividuals reluctant to serve on the
boards of schools, local churches, or
other non-profits. If board members
cannot effectively serve and carry out
their fiduciary responsibilities, they
should decline the appointment, lest
they bring unintended liability on
themselves, the school, and the par-
ent organization.

The Duty of Loyalty

The second major duty for board
members is the duty of loyalty. This
duty requires board members to ex-
ercise their powers in the best inter-
ests of the organization, and to be
faithful to the organization and its
mission. The interests of anyone
other than the organization are to be
set aside.

Board members should not be mo-
tivated by personal, business, or pri-
vate interests, but by what is in the
best interests of the school. Positions
on the board should not be used for
personal benefit or to secure advan-
tages for family or friends. Breaches

Box 1. Sample School Board Code of Ethics*

1. Uphold and enforce all laws and regulations;

2. Make decisions based on the educational welfare of children;

3. Confine board actions to policy making, planning, finances, and appraisal;

4. Carry out designated responsibilities—not administering the school but seeing

that it is well run;

5. Recognize that authority is vested in the board, and make no personal prom-
ises or take any private action that might compromise the board;

6. Refuse to surrender independent judgment to special or partisan interests, and
do not use one’s position to secure personal gain or gain for friends or family;

7. Ensure confidentiality regarding all matters that would injure individuals or the
school if disseminated. For all other matters, provide accurate information;

8. Vote to appoint the best-qualified personnel (e.g., teachers or principal/presi-

dent);

9. Support and protect school personnel in proper performance of their duties;
10. Refer all complaints to the principal/president, and bring matters to the atten-
tion of the board only after administrative actions have failed to achieve resolution.

* Modified from the New Jersey Department of Education Code of Ethics for School Board
Members (1996-2017): https://www.state.nj.us/education/ethics/coe.htm.

of this duty usually arise in the form
of unreported or undocumented con-
flicts of interest that occur when
board members have “such a sub-
stantial personal interest in a transac-
tion that it reasonably might affect
their judgment.”® When serving on
multiple boards, board members need
to remember that they must act in the
best interests of the organization for
which they are presently making deci-
sions. For example, if a church official
serves on a school board, when par-
ticipating in decisionmaking, he or
she needs to vote in such a way that
the best interests of the school are
put first, rather than putting his or
her organizational administrative re-
sponsibilities first.

Conflicts of interest breach the
duty of loyalty because it is unethi-
cal for a board member to profit
from his or her position at the ex-
pense of the organization, or for the
member to enable friends and fam-
ily to benefit from his or her mem-
bership on the board. For board
members, examples of this would in-
clude engaging in activities that
compromise or undermine the needs
of the school, using school assets to
develop personal business opportu-
nities, or using their position to
obtain personal benefit by selling,
endorsing, or promoting a product,
contact, or transaction. For example,
imagine that a school is in the proc-
ess of remodeling or building an ad-
dition. One of the board members,

a general contractor, submits a pro-
posal for the work to the principal
after having found out about the
school’s project because of his serv-
ice on the board. No other proposals
are obtained. The board discusses
the proposal in the board member’s
presence, and he participates in the
discussion and does not excuse him-
self or declare that he has a conflict
of interest. No provision is made to
ensure that the price quoted is a rea-
sonable estimate for the project.
Since the board member will per-
sonally benefit from the granting of
the contract and the discussion on
whether to grant the contract oc-
curred in his presence, the rest of the
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board placed themselves in a compro-
mised situation.

When conflicts of interest arise,
certain steps must be taken to protect
the board ethically and legally. School
board members who have either an
actual or a potential conflict of inter-
est should disclose this in writing
(see Box 2), remove themselves from
the boardroom during the discussion,
avoid any involvement in the discus-
sion, and refrain from voting on the
matter in question.

Board members should acquaint
themselves with their division’s
Working Policy requirements relating
to conflict of Interest and abide by
those requirements. Board members
must always be mindful that even
though they are not prohibited from
engaging in all economic or com-
mercial activities with the school,
such transactions will be considered
to be self-dealing (in other words,
the use of one’s position on the
board for personal benefit, to act in
one’s own interest rather than in the

best interests of the constituency or
organization) unless the proper con-
flict-of-interest protocols have been
followed. In addition, there are some
prohibited activities such as engag-
ing in a business activity that would
be in direct compettion with the ac-
tivities carried out by the organiza-
tion, using one’s position on a board
to further outside personal business
interests, making use of or dissemi-
nating confidential information ac-
quired through a board position in
such a way as to obtain personal
benefit, or using one’s position on
the board to secure employment or
favors for one’s relatives or friends.
These are all prohibited activities,
and a board member who engages
in such behaviors must be held ac-
countable. The school bylaws
should outline the expected conduct
required of board members and
carefully delineate what happens if a
board member fails to uphold his or
her duties. If no such guidelines are
in place, then boards should seek

Box 2. Sample Statements Relating to Conflict of Interest

and Ethical Foundations

Sample Conflict of Interest Statements

The Accrediting Association of Seventh-day Adventist Schools, Colleges, and
Universities (AAA): https://adventistaccreditingassociation.org/wp-content/
uploads/2017/12/aaa_conflict_of_interest_form.pdf

Pacific Union Conference: https://www.puc.edu/__data/assets/pdf_file/

0020/56009/Conflict-Interest.pdf

The Center for Nonprofit Management: http://www.resourcesharingproject.
org/sites/resourcesharingproject.org/files/ Sample_Conflict_of_Interest_

Policy_2.pdf

Statement of Ethical Foundations

The General Conference of Seventh-day Adventists: https://www.adventist.
org/en/information/official-statements/documents/article/go/-/ethical-
foundations-for-the-general-conference-and-its-employees/

The North American Division: https://www.rmcsda.org/uploaded_assets/

298188

Upper Columbia Conference: https://www.uccsda.org/English/HR/-
Documents/Conflict%200f%20Interest%20for%20Exempt%20Employees%

200nly.pdf

legal counsel to help them develop
such policies.®

One of the other essential charac-
teristics of the duty of loyalty is the
responsibility for maintaining the pri-
vacy and confidentiality of communi-
cations that occur at board meetings.
During school board meetings, disci-
plinary issues relating to students or
employees, personnel issues, or other
legally protected conversations will
occur. Each board member has a legal
obligation and a duty to maintain
confidentiality and not disclose or
discuss these matters outside of the
board meeting setting. While our
human tendency is to share that
“juicy gossip” or just seek advice
from friends and relatives, the disclo-
sure of such information exposes the
board member, the school, and the
church to potential legal liability for
breach of this duty.

The Duty of Obedience

The third major duty is the duty
of obedience. In carrying out its gov-
ernance functions, the school board
must ensure that it remains faithful
to and abides by the purpose and
mission of the school. This means
that boards should function in accor-
dance with their constitution and by-
laws; the educational policies of the
conference, union, and division; as
well as local, state/provincial, and
federal laws and regulations. Boards
must ensure that any action taken by
the board falls within the power and
authority granted to it by the con-
stituency, ensuring that the school is
fulfilling its responsibilities that re-
late to the constituency, the parents,
the community, the government, and
most importantly, its commitment to
function as a Seventh-day Adventist
institution of learning. Boards must
also ensure that their actions do not
venture beyond their given authority.
Failing to adhere to the governing
documents, exceeding their author-
ity, not abiding by the requirements,
or exercising decision making in
areas over which the board has no
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Box 3. Key Questions for Each Board

1. Have the constitution and bylaws been reviewed by the board within the

past five years?

2. Has the board engaged in a medium- to long-term strategic-planning
process? Does the board outline specific goals and objectives for each school

year?

3. Is the board actively involved in the process of developing the annual
budget? Are comparisons of financial performance to budgeted figures consis-
tently made and reported throughout the year?

4. Has the board developed and instituted financial controls that meet gener-

ally accepted practices?

5. Are board members required to make financial contributions to the organi-
zation or to student aid, or to solicit funds for these purposes?

6. How active is the board in raising money for school needs or student aid?

7. Is a process in place to conduct regularly scheduled performance review of

the board officers and the board as a whole?

8. Does the board play a leading role in promoting the organization to internal

and external stakeholders (church)?

9. Do board members actively support the school’s renewal and revitalization

(physical plant and Spiritual Master Plan)?

10. Is there a school board manual? (If not, create one.) Do members refer-
ence it to facilitate better understanding of their roles and responsibilities?
11. Have a sufficient number of subcommittees been developed to accomplish

the work of the board effectively?

12. Does the board solicit the views, interests, concerns, etc. of others? (Con-
ference, local church, advisors, friends, parents, constituents, etc.)
13. Is there a process that ensures that appropriately qualified people become

members of the board?

14. Does the board actively seek to establish sound and amicable relationships
with other organizational entities (local church, conference, union, division, etc.)?

15. Does the board strive to maintain its appropriate role in the overall scheme
of organizational function (i.e., Does it avoid micro-managing)?

authority will result in legal chal-
lenges that could find them in court
and on the wrong side of the law.
School boards must consult with
legal counsel when dealing with
these issues.

Conclusion

Constituencies count on an effec-
tive and functioning board to govern
the operations of local elementary
and secondary schools, as well as
institutions of higher education. The
success of the school, while meas-
ured by how effectively it serves the
educational needs of the students

and meeting the needs of the spon-
soring organizations, also depends
on the ability of the board to func-
tion in an orderly and efficient man-
ner in performing its governance
functions. Board members must al-
ways remember that the legal and fi-
duciary responsibilities imposed on
them require that, at a minimum,
they make prudent decisions, be
fully informed, fully involved, and
fully compliant. The risk of the
school not achieving its stated mis-

sion lies in the way that it is gov-
erned, and at the very top of an edu-
cational institution is the school
board. ¢
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PERSPECTIVES

[HIGHER

EDUCATION]

Ty-Ron M. 0. Douglas

Audacity Personified: Leading With

T

Searching for Truth(s]

his article examines the theme
of hope within the context of
my own spiritual positionality!
and my philosophical journey
during a graduate course in Philoso-
phy of Education—a course that I was
completing as Barack Obama transi-
tioned from presidential candidate to
President of the United States.> My
transition from graduate student to
professor of education coincided with
a notable shift in America’s ideologi-
cal climate and Obama’s presidential
campaign in which hope was a central
tenet. Drawing on what some may de-
scribe as primitive biblical principles,
in one sense my argument reflects tra-
ditional Christianity; yet in another
sense, it is far from traditional in that
it espouses teachings that are no
longer common in traditional, main-

stream, or nominal Christianity. I
frame my argument around the con-
troversial notions of big Truths (“T’s”)
and little truths (“t’s”) as tangible, yet
sometimes misguided, manifestations
of humanity’s nihilistic pursuit of
meaning in a confusing world.

I believe this topic is important for
all educators—particularly educators
in higher education in parts of the
world where Postmodernism has
made an impact because we possess
and promote varying notions of truth
that collide with, create, clarify, and
even confuse the beliefs of our stu-
dents—many of whom no longer learn
about God in public schools or at
home, and who invariably wrestle
with their own notions of truth. I con-
clude the article by analyzing my jour-
ney as a Christian scholar-educator.

Unlike the American philosopher
Richard Rorty,*> who reduces Christi-
anity to New Testament teachings,

my perspective encompasses the
whole Bible as a standard for truth,
hope, and wisdom in ways that many
Christians, including some Seventh-
day Adventists, seemingly no longer
acknowledge or accept. As such, this
article is as much an analysis of hu-
manity’s philosophical pursuit of
hope as it is an articulation and ac-
knowledgement of my positionality
as a non-traditional Christian aca-
demic within the context of my grad-
uate course experience and now as a
professor.

Certainly, suspicion of spirituality,
religion, and faith abounds inside and
outside of the academy. Scholars who
see their spirituality as inseparable
from their work as advocates of social
justice often face challenges embrac-
ing “prophetic pragmatism”* without
being labeled anti-intellectual or li-
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beled as closed-minded. Naming and
embracing one’s position as a Chris-
tian academician can be a highly nu-
anced and difficult process.® Drawing
from my position as a self-identified
non-traditional Christian intellectual,
this article reveals personal elements
of my philosophical encounters with
Plato’s “philosopher-king,”® Rorty’s
notion of consensus,” and discourses
of hope.

Because I understood that the pos-
sibility of the language, label, and
legacy of Christianity being used as
“tools”® for bludgeoning and beguil-
ing the masses is as real as the God
of Christianity, I cautiously began
navigating through the treacherous
web of opinions surrounding the ori-
gin of humanity’s philosophical
dilemma: the Garden of Eden.

Ellen White explained that “It is a
masterpiece of Satan’s deceptions to
keep the minds of men searching and
conjecturing in regard to that which
God has not made known, and which
He does not intend that we shall un-
derstand. It was thus that Lucifer lost
his place in heaven. . . . Now he
seeks to imbue the minds of men
with the same spirit and to lead them
also to disregard the direct com-
mands of God. Those who are unwill-
ing to accept the plain, cutting truths
of the Bible are continually seeking
pleasing fables that will quiet the
conscience.”

Philosophy—which can be defined
as the love or pursuit of wisdom*—
has always been a part of the human
experience, although it transcends the
existence of humanity." The biblical
account of the creation and fall of
Adam and Eve (see Genesis 1 to 3)
suggests that this couple was not
only given the responsibility of tend-
ing the Garden, but also had the priv-
ilege of learning about the intricacies
of the universe directly from God.

Arguably, then, philosophy—in its
purest form—has been valuable to
humanity and validated by God, as
long as humans did not abuse their
freedom by disobeying the parame-
ters of the Creator, the source of wis-

dom. In this light, Kant’s belief that
laws are meant to make people free,
and individuals must be free to fol-
low the law is not new.'? Fritz Guy
provides important context for this
discussion by challenging us to con-
sider how faith and philosophical
thought can intersect appropriately
within Christian education and Ad-
ventist education in particular:

“God and humanity share the abil-
ity to think. We can think about God,
about the world, and about our-
selves—and we can think about
thinking. Because of this, our human
reality is less like the reality of squir-
rels, cows, and chimpanzees and
more like the reality of God. The
more we know and understand, the
more clearly and creatively we think,
the more we fulfill God’s intention for
humanity, created in His own image.
So the expansion and extension of
knowledge that is the mission of
higher education need not be re-
garded as an enterprise that is hostile
to, or even outside of, Adventist faith.
Indeed, such expansion and exten-
sion can be seen as a dimension of
our faith.”?®

Where, then, could danger lie in
the human pursuit of truth(s) and
knowledge? In the Bible, Genesis 3:4
and 5 outlines the deceptive introduc-
tion of the counterfeit to the human
race: “Then the serpent said to the
woman, ‘You will not surely die. For
God knows that in the day you eat of
it your eyes will be opened, and you
will be like God, knowing good and
evil’” (Genesis 3:4, 5, NKJV).'* As
such, it can be contended that philos-
ophy as we know it began with Adam
and Eve’s disobedience. And since
then, some have sought to explain
the world and our existence, while si-
multaneously and systematically den-
igrating God to nothing more than
meaningless conjecture.

Plato posited many intriguing and
insightful ideas. His belief in educa-
tion as the journey of the soul toward

“the good” and his focus on justice
were rooted in what appears to have
been a sincere desire to improve the
human condition. Like Plato, I be-
lieve that each person has a nature,
but I disagree with him as to its qual-
ity. Plato believed that humans find
happiness when they find that na-
ture's; I believe we find happiness
when we allow God to change our
nature because “‘The heart is deceit-
ful above all things, and desperately

To misunderstand the
fallen condition through
a misguided hope in

education as the magic

tion of the swindling,

self-indulged subtleties

(Satan] in the Garden.

wicked’” (Jeremiah 17:9).
Nevertheless, Plato’s value to
Western philosophy is exemplified by
his claims that disharmony, internal
conflict, and war occur when people
are working outside of their special-
ized function, and that violence is the
result of violating boundaries. I con-
cur. But I also believe that philoso-
phy, like nominal Christianity, often
violates those boundaries. Although
Plato acknowledged that there is a
Truth to be found and—upon its dis-
covery—humans must align them-
selves with it, he, like Adam and Eve,
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was deceived. To misunderstand the
magnitude of humanity’s fallen con-
dition through a misguided hope in
education as the magic cure-all is
merely a mutation of the swindling,
self-indulged subtleties espoused by
the serpent (Satan) in the Garden.
While some may suggest that Plato,
who penned his thoughts 2,400 years
ago, predates the Bible and Christian-
ity, it is my contention that—as a de-
scendant of Adam—Plato’s philoso-

In a postmodern
society where the pre-
vailing sentiment is
the belief in varying
and independent little
truths, there is a
growing unwillingness
by many to even
consider the possibil-
ity that Truth

(big “T”) exists.

phy merely predated Christianity as a
religion and not Christianity as an ex-
perience. The biblical record suggests
that Christ is the Creator in the Old
Testament as well as the crucified
Savior of the New Testament:

“In the beginning was the Word,
and the Word was with God, and the
Word was God. He was in the begin-
ning with God. All things were made
through Him, and without Him noth-
ing was made that was made. . . .
And the Word became flesh and

dwelt among us, and we beheld His
glory, the glory as of the only begot-
ten of the Father, full of grace and
truth” (John 1:1-3, 14).

The writings of Ellen G. White!®
and T. E. White!” agree that a Chris-
tian whose interpretation is based on
the acceptance and legitimacy of the
whole Bible must consider that Christ
is not only the Redeemer in the New
Testament, but also the Creator in the
Old Testament. This acknowledge-
ment is significant because many
scholars and contemporary philoso-
phers attempt to position Plato and
his writings as predating Christianity.
This argument must be questioned in
light of the biblical record, which
suggests that Christianity is a rela-
tional experience that began (for hu-
manity) when Adam and Eve were
created in the Garden of Eden.

In a postmodern society where the
prevailing sentiment is the belief in
varying and independent little truths,
there is a growing unwillingness by
many to even consider the possibility
that Truth (big “T”) exists. The exper-
iment—started by Adam and Eve’s
disobedience and continued by
philosophers like Plato and Kant,
who failed to recognize God as the
Truth—has left humanity with many
holes to fill in our collective con-
science. For example, the postmodern
proliferation of little “t’s,” albeit “ra-
tional,”!® is rivaled only by the ab-
sence of peace and the proliferation
of antidepressants and Tylenol in our
postmodern society: The holes and
the corresponding headache of our
arrogance just won’t go away! Rorty’s
pragmatism and ancillary hope in hu-
manity’s “ability to communicate,
adjust, and find “eventual agree-
ment”? is a far less likely prospect
than the Second Coming that he
mockingly questions.

The rapid deterioration of the envi-
ronment and morality seem to sug-
gest that Rorty may have put his hope
in the wrong occurrence; beyond the
prospect that the pursuit of social jus-
tice is “the only basis for a worth-
while human life,”* we are forced to

grapple with the reality that we hu-
mans are killing ourselves and one
another. Hope, in this regard, seems
insufficient.

Plato, Kant, and Rorty—all of
these philosophers appear to have
put their faith in something or some-
one other than Jesus Christ and that,
for me, is a hopeless and depressing
prospect. I recognize that my position
is dependent on the acceptance and
interpretation of the Scriptures, and I
understand that there are many, like
Rorty?? who would view my perspec-
tive with suspicion. Perhaps the dis-
connect lies in the Christians Rorty
describes and in his failure to under-
stand them. Either way, I respect our
power of choice and our capacity to
disagree amicably. But unlike the
Christians Rorty describes, I do not
believe one can “become a member
of a particular sect or denomination
in order to prepare for [the Second
Coming].”* Instead, one prepares by
accepting and obeying the Truth
(God), through the growth of a daily
love relationship: “‘I am the way, the
truth, and the life. No one comes to
the Father except through Me’” (John
14:6). And, like Plato, I believe we
experience and know the Truth as we
get closer to it.

Similar to Plato’s philosopher-king
who must share with others still in
his cave,?* I, too, must share my per-
spective while carefully dodging the
sermonic overtures that often set off
the two-headed trip-alarm of skepti-
cism and cynicism. The abuse of God
and religion has made this tough,
though, for there are many who, with
Mahatma Gandhi, would declare: “I
like your Christ, I do not like your
Christians. Your Christians are so un-
like your Christ.”?* This perspective
has valid grounds, based on the many
“Christians” and “Christian educa-
tors” who do a poor job of represent-
ing Christ. [ am also reminded that
“faith is the substance [realization] of
things hoped for, the evidence [confi-
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While large-scale reforms and political

inertia may discourage many educators from

envisioning and engaging in critical practices

that can heal, | am reminded that the first

and most important system over which one

has agency is the institution of self. We

cannot lead students any farther than we are

prepared to go ourselves.

dence] of things not seen” (Hebrews
11:1, KJV). Ironically, Rorty quotes a
portion of this biblical passage when
describing his “willingness to refer all
questions of ultimate justification to
the future.”?¢ Each of us, then, must
decide where we will place our faith
and hope.

In the penultimate class period of
my graduate Philosophy of Education
course, I will never forget the stifling
silence and eventual grunts that
greeted the professor’s request to my
classmates and me to articulate our
thoughts on hope. The silence was a
fairly accurate barometer of people’s
real sense of hope; there was an obvi-
ous awareness of ineptitude. In a
world searching for answers, there
seem to be few alternatives that help
us sleep better at night.

The same wound that mars the
fabric of Plato’s big “T” without the
big “G” (God) encroaches onto
Rorty’s ideas, through the inevitable
diminution of the Truth to little truths.
Humanity’s futile attempt to be God,
coupled with the worship of vast and
varied pseudo-gods (i.e., the worship
of humankind and possessions),* fa-
cilitate the use of philosophy as an
anesthetic—or “tool”?—to numb the
pain created by the abyss between hu-
manity and hope. As educators and
leaders in education, we must have
the audacity to create institutions and
spaces of hope and healing.

Clearing Away the Blind Spots

While large-scale reforms and po-
litical inertia may discourage many
educators from envisioning and en-
gaging in critical practices that can
heal, I am reminded that the first and
most important system over which
one has agency is the institution of
self. We cannot lead students any far-
ther than we are prepared to go our-
selves.?? We must seek to know our
authentic selves and be willing to uti-
lize the pedagogical power that exists
in our stories, our belief systems, our
journeys, and our survival—inside
and outside the academy.

Equally important, we must also
consider how our truths, journeys,
and belief systems can create blind
spots in our lenses, teaching, and
leadership. This process was crystal-
lized during my graduate school ex-
perience and is a process that contin-
ues to inform my practice as a leader
and professor. I sought to revisit re-
visiting the epistemological (re)awak-
ening that occurred as part of my
doctoral program, where I had time
to critically consider my previous
classroom experiences as a K-12
teacher (including five years at an
Adventist academy) and my hopes for
my future practice.

A lot has changed since I initially
drafted this manuscript in the fall of

2008 as a first-year Seventh-day Ad-
ventist doctoral student navigating a
philosophy of education course in a
public university. As part of my pro-
fessional development and spiritual
accountability during that course, I
chose to read The Great Controversy
as parallel content (curriculum) to
balance the perspectives to which I
was being exposed in class.

I enjoyed The Great Controversy,
and I remember with vivid detail my
efforts to share it with a classmate of
mine—a dreadlocked, African-Ameri-
can woman who was deeply spiritual
and humbly inquisitive about matters
of faith. My epistemological lens
then—which, today, I would describe
as a combination of religious arro-
gance and colonial ignorance—condi-
tioned me to believe that I had much
“truth” to share with her, particularly
as she shared that she was courting
tenets of Rastafarianism at the time.

In short, I judged her. Yet, on the
night that I sought to offer a copy of
The Great Controversy to her, she be-
came the teacher. “I can’t read that,”
she said, bristling back with a look of
confusion at my apparent ignorance
to that which she found offensive.
“Look at that cover,” she continued.
It was a book cover I had cracked
opened numerous times but had
never critically considered until she
awakened me to its content: The
cover was void of any people of
color—from the image of Jesus, to
the angels, to the people who were
being saved. Every aspect of the
cover was Eurocentric, and I had
missed that fact.

This encounter sparked a recon-
sideration of my ways of knowing
my faith, myself, my history, my
thoughts on curriculum, my pedagog-
ical practices, and classroom poli-
cies as a teacher, and the religious
context in which I had lived out these
truths—as a black male Seventh-day
Adventist who was born and raised in
Bermuda but was now being chal-
lenged to reflect on the totality of my
journey—including my African-Amer-
ican lineage.
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In many ways, my engagement
with my classmate transcended our
evaluation of Plato, Kant, and Rorty,
but our exchanges were actually an
extension of it. Namely, that the
journey of faith and its intersections
with our individual identities and in-
stitutional associations is a complex,
oft-traveled road, particularly for
those in pursuit of destinations of
hope. As Stephen Mansfield*® notes
in The Faith of Barack Obama, this
is a journey Obama came to know
long before his journey to public of-
fice and cannot be separated from
his mixed racial background, the
loss of his biological father and step-
father, and the opportunity to mobi-
lize his faith at Trinity United
Church of Christ, a vehicle he saw
as both pragmatic and potent
enough to satisfy his lofty beliefs in
hope and justice.™

I, too, know this struggle as an
African-Bermudian/African-American
who has had to grapple with the loss
of a biological father—a biological fa-
ther who rests in a grave in St. Louis,
Missouri, the very state where I now
serve as a professor at the flagship
university. I wrestle with the reality
that I could have and perhaps should
have attended the same schools as
Michael Brown in Ferguson,* had I
been raised with my father and his
side of the family. I know this
wrestling as a ministry leader and
pastoral team member in a predomi-
nately white church; I know this as a
leader who has sought to mobilize a
congregation to activate the ethos of
a Sabbath school quarterly on com-
munity engagement in the urban core
of our city, rather than merely mak-
ing philosophical remarks during Sab-
bath school about community en-
gagement. I know this as a professor
and leader at the University of Mis-
souri during some troubling times
and high-profile incidents of racial
unrest.

Asking Critical Questions

Living, learning, and leading in
these complex spaces has forced me
to see and (re)envision my faith
through culturally relevant lenses. I
have the audacity to believe, live,
lead, and teach with the hope that we
can simultaneously work within im-
perfect schools, systems, and
churches, even as we challenge and
changed them for the better. The
#ItIsTimeAU uprising at Andrews
University and the subsequent re-
sponse, to date, from the administra-
tion is a poignant and promising ex-
emplar of this,? an exemplar that I
hope can make Western Adventist ed-
ucation and our churches better as
we courageously face our underdevel-
oped strengths and model for the
world how to respond to difference
and deficits in our institutions.

Still, questions remain. For ex-
ample, one must ask: What truths/
Truths in our philosophical, episte-
mological, educational, and religious
systems may be inhibiting us as
leaders and educators from asking
vital questions about cultural rele-
vancy and its impact on curricu-
lum—inside and outside of the
schoolhouse? What will become of
our institutions and our faith five

Listen actively and pay attention to

students’ experiences. Students often face
personal hardships that can derail their
academic performance. Offer condolences,
extend a deadline, direct or encourage

them to seek support from a campus support
service, and follow up on their progress.

This is just as important as providing critical
feedback on their work or having high expec-

tations for attendance and punctuality.

years removed from the tragic death
of Michael Brown in Ferguson, four
years removed from the uprisings on
the University of Missouri-Columbia
campus, two years removed from the
release of the #ItIsTimeAU video,
and more than three years after the
conclusion of a U.S. election cam-
paign that was arguably more in-
tense and divisive than any in recent
memory, including divergent percep-
tions of truth, facts, and “alternative
facts”?* As Christian educators, we
must be willing to ask critical ques-
tions, such as these:

e How comfortable are we with
discussing and addressing issues of
race, racism, culture, equity, and dif-
ference?

e How do our understandings and
approaches to Truth/truth(s) impact
our pedagogy and perspectives of stu-
dents, families, curriculum, leader-
ship, and the communities that incu-
bate these entities?

¢ In a national/international con-
text where racialized tensions and re-
alities have boiled over, how has our
pedagogy been impacted and impli-
cated, and perhaps more importantly,
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how can our classroom discourses
(inside and outside the schoolhouse)
positively contribute to the hope that
we have as Christians—without being
ignorant about or dismissive of injus-
tice?

e More fundamentally, where do
we find hope, and how do we com-
municate this hope each day to our
students and others within our sphere
of influence?

Operationalizing Intentional Practice

Like hooks,** I now teach with the
understanding that teaching is a sa-
cred art that requires me to care for
the whole student. This means being
intentional in my practice and recog-
nizing that every interaction has the
potential to impact the lives of my
students. Here are some suggestions
based on a few examples from my
own experience of how I recommend
readers operationalize these princi-
ples:

1. Create a welcoming and accept-
ing learning environment. For exam-
ple, greet students by their name
(properly pronounced). This is just as
important as the grades they earn
since it speaks to their sense of be-
longing.

2. Listen actively and pay attention
to students’ experiences. Students
often face personal hardships that
can derail their academic perform-
ance. Offer condolences, extend a
deadline, direct or encourage them to
seek support from a campus support
service, and follow up on their
progress. This is just as important as
providing critical feedback on their
work or having high expectations for
attendance and punctuality.

3. Recognize that there are differ-
ences even within similar ethnic and
cultural groups. Students’ lenses, op-
portunities, and perspectives are
shaped by their experiences, and
these also impact their learning
needs. I know this from my own ex-
perience as an African-Bermudian
learning about the African-American
experience, and the same could be
said about other ethnic and cultural

groups. Being sensitive to and aware
of the ethnic and cultural identities of
students is vital, and understanding
that there is diversity within groups is
even more important.

4. Cultivate an environment that is
inclusive and celebrates cultural ex-
pression and excellence. For example,
include imagery in curricular materi-
als and presentations that represents
a range of ethnicities and cultures. It
is vital that students see themselves
represented in meaningful ways. We
are all God’s creation.

5. Seek to be radically balanced!
Acknowledge that issues of race still
challenge our “Christian” institutions;
but just like our Christian walk, we
must daily tread in the example of
Jesus Christ. For example, this means
sharing with my church congregation
that if we did not consider the soul
salvation of both Michael Brown and
Darren Wilson (the white police offi-
cer who killed Michael Brown, an
African-American male), then we
must reconsider the quality of our
Christianity.

Final Thoughts

My leadership and teaching are
grounded in the belief that “true edu-
cation . . . is the harmonious develop-
ment of the physical, the mental, and
the spiritual powers.”* For me, this
means understanding that Christian
education is not about institutions
alone; instead, it is about Christian
educators in every educational con-
text attending to the wholistic needs
of individuals. The faith walk is a
journey, and each encounter is a
priceless opportunity to positively im-
pact someone’s faith journey. My re-
sponsibility as a Christian educator is
to love people, period. Leading with
love means that I value relationship
over sharing my religion, even as I
am an active member of the Advent-
ist Church.

However, I am a Christian first,
and I believe that a profound love
for humanity, coupled with a love
for my subject matter and the power
of ideas, must be present in order to
teach and lead effectively.?” I concur
with Freire that “teaching is an act
of love,”®® and I also see credence in
McLaren’s description of love as
“the oxygen of revolution, nourish-
ing the blood . . . [and] spirit of
struggle.”*

As a non-traditional Christian in-
tellectual and professor in this age of
great religious intolerance and legiti-
mate discontent with the status quo, I
seek to teach with hope and love for
all people.®® I refuse to run away from
the critical conversations that invari-
ably emerge in classrooms that em-
brace and consider the big “T’s” and
little “t’s” that students bring with
them to class.” This is an audacious
yet necessary undertaking—both for
my students and for me, as a seeker
of Truth and walking institution of
healing who desires to live out my
faith, hope, and pedagogy in authen-
tic, relevant, and liberating ways in
these complex times. &
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BEST

Using Graphic
Organizers to
Activate Prior
Learning In
Mathematics

tudent engagement is a com-

mon part of most instruc-

tional delivery approaches.

Teachers know well the lure
of high-impact videos, hands-on ac-
tivities, and charming games—each
engineered to create excitement and
generate student interest. Graphic or-
ganizers are also effective tools teach-
ers can use to help stimulate learners’
thinking about prior knowledge while
simultaneously evoking interest. Or-
ganizers help students engage in re-
flective practice. As part of reflective
practice, teachers can employ graphic
organizers to help students make
faith connections as they learn.

Engagement Models

The 5E Instructional Model is used
to teach science and mathematics. At
its core, the model seeks to engage
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students in discovery, building on
their natural curiosity while strength-
ening critical thinking and problem-
solving skills. The five “E’s” are
Engage, Explore, Explain, Elaborate,
and Evaluate.! With “Engagement”
being the first stage of the 5E Instruc-
tional Model, an unintended conse-
quence arose: Adherents were likely
to omit activating prior learning, con-
centrating only on piquing learner in-
terest.? Its later expansion, the 7E
Model, purposed giving equal weight
to that easily overlooked step. The
solution, which carefully avoided
making the second model appear to
be a successor to the first, deemed
the activation of prior understanding
an intimate part of the first stage (En-
gage)® (see Chart 1).

This drawing out of the student’s
academic memory, an almost univer-
sally agreed-upon element of effective
teaching, is present in learning-
process theory, cognitive-develop-
ment theory, attribution theory, and
cognitive perspectives of learning.*
Embraced by so many schools of
thought, it has become the recog-
nized precursor to introducing new
ideas. Why? It prepares the mental
framework, the schema—that cogni-
tive structure the mind needs to make
sense of new information by relating
known ideas to old concepts.

An Internet search reveals many
creative strategies for activating this
recall. Not a few involve versions of
brainstorming, anticipatory guides,
collaborative sharing, and the ever-
popular, KWL chart (Know, Want to
Know, Learned).® But in my admit-
tedly less-than-exhaustive search,
among that family of graphic organiz-
ers renowned for its broad applica-
tion and visual-verbal blending, why
should the KWL chart seemingly
stand alone as the tool to prod prior
knowledge? Or, to orient the question
toward our discussion, which graphic
organizers specifically address stu-
dents’ previous learning in mathe-

Chart 1. 5E and 7E Instructional Model Comparison

5E Instructional Model

TE Instructional Model

Engage
Capture learners’ attention through
activities, videos, anticipatory sets, etc.

*Elicit — Connect new concepts to prior
knowledge and past experiences.

Engage

Explore

Introduce new concepts and use manip-

ulatives, kits, assignments, teamwork,
discussions, etc., to help learners delve
into the topic.

Explore

Explain
Provide opportunities for learners to

communicate and express what the con-

cepts mean.

Explain

Elaborate

Present additional information and activ-

ities that will allow learners dig deeper
for meaning and strengthen their skills.

Evaluate
Determine whether the concepts have
been learned.

Elaborate
Evaluate
*Extend — connect new learning to re-

lated concepts or apply concepts to
related subjects.

*Added to the 7E Model

matics? Since graphic organizers have
been used to help both students with
limited English proficiency and stu-
dents with learning disabilities, a
branch of graphic organizers that
help target each student’s prerequisite
capabilities in mathematics will likely
address the needs of a broad audi-
ence of learners.®

In my attempt to create several of
these, I established the criteria for the
final products using these guidelines:

The organizers would do the fol-
lowing:

e Map the prior skills needed to
learn a new topic;

e Relate old problems to new prob-
lems;

e Identify previously learned prob-
lem-solving steps;

¢ Include elements of reflective
learning; and

® Make a faith-based connection.

I wanted these organizers to be
flexible enough to accompany other
strategies for stimulating student re-

call, while also doubling as stand-
alone tools if needed. Two categories
of products will be discussed in this
article: organizers for mapping com-
ponent skills, and organizers for iden-
tifying related problems and neces-
sary problem-solving steps.

Mapping Needed Skills

Every mathematics topic has a set
of component skills. Students will
know some of these, while others will
be new to them. Ideally, teachers will
want to introduce only one novel skill
at a time, thereby establishing a step-
wise learning progression that sets a
tolerable pace for most learners. In
order to identify these skills, the
Identify Component Skills organizer
offers suggestions for creating organ-
izers suitable for the teacher and stu-
dent, respectively.
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The Teacher Resource

The Identify Component SKills or-
ganizer presents an instructor’s tool
that allows for the mapping of associ-
ated prior skills and new skills ex-
pected for a specific topic at a partic-
ular grade level. One way to do this
would be to search preceding stan-
dards to identify building blocks rele-
vant to the current topic. For exam-
ple, adding fractions with like
denominators is a precursor to adding
fractions with unlike denominators.
The foundational standards for these
topics may extend across grade levels,
or they may be imbedded within pre-
viously encountered standards for a
single grade level.

Another approach would be to
study the steps leading toward solv-
ing the new problem, flagging both
those that students should already
have learned, as well as the new
skills to be introduced. Here is one
example: Adding fractions with un-
like denominators could reveal these
prior skills: (a) finding equivalent
fractions, (b) reducing fractions to
their simplest forms, (c) adding
whole numbers, and (d) adding frac-
tions with like denominators. The
new skill might be to find the lowest
common multiple, or, if that skill has
already been mastered, combining all
these prior skills in proper sequence
to produce the sum.

The Student Resource

The blank student version prompts
the learner to brainstorm skills he or
she thinks would be useful in solving
the new problem. Comparing this
process to the imagery of building a
brick wall, it becomes clear that
knowledge builds on itself, brick by
brick. Because these strategies are
used in tandem with cooperative
learning and sharing strategies, the
teacher does not intervene in the
brainstorming but rather encourages
teams of students to provide reasons
for their choices.

Relating OId Problems to New
The three types of organizers dis-
cussed below can be used to help

learners activate prior knowledge by
revealing what they already know
about a topic. Teachers can use these
approaches to help learners relate old
(previously learned) strategies for
problem-solving to new ones. They
can also be used to help identify and
correct misconceptions.

1. “Six Things I Think I Know” Or-
ganizers

Having learners reveal what they
think they know about a topic is the
first part of a KWL chart. The graphic
organizers titled Six Things I Think I
Know ask students to tell what they
know about a problem, whether that
means relating the problem to a re-
lated previously studied topic, or
sharing a fact relating to the new
topic. Because these organizers are
specifically tailored for mathematics
instruction, they include prompts to
draw pictures of what the problem
looks like, describe the problem’s
component parts, suggest a real-
world context for the problem, and
show how to solve the problem.

2. “Reminds Me of” Organizers

Often, but not always, new prob-
lems look strikingly similar to old
counterparts except for a singular
twist; thus, they are also solved sim-
ilarly except for a singular twist.
Exploiting this as a learning advan-
tage is the purpose of the Reminds
Me of . . . . organizers.

Consider, for example, the new
problem, - 1+£. The student might list
the related old problems as $+2, -1+2,
or -3+5. If the teacher provides addi-
tional prompts to encourage the stu-
dents to solve the old problems they
identify, he or she can identify possi-
ble misconceptions in the problem-
solving steps that might be replicated
when students solve the new prob-
lem. Addressing misconceptions is
crucial to the learning process, since
prior knowledge may include applica-
tion errors that can impede the stu-
dent’s ability to move forward with
new learning.

Conditionally, if students show
proficiency in the old steps, this
mode of engagement has the corol-
lary benefit of relating so closely to
the Explain stage of the learning cycle
(where the student receives direct
how-to instruction) that it can maxi-
mize the time available to learn the
newly introduced problem-solving
step. The significant difference be-
tween these stages is the limit on

The three types of

organizers discussed here
can be used to help
learners activate prior
knowledge by targeting
what they already know
about a topic. Teachers
can use these approaches
to help learners relate

old [previously learned)
strategies for problem-

solving to new ones.

teacher intervention. When done
in groups, it is the students who
collaboratively clarify the steps as
they share knowledge; the teacher
facilitates the engagement and
records misconceptions for later
clarification.

3. “U Should Know” Organizers
By showing how to relate old
problems to new ones, we have al-

ready seen how to identify stu-
dents’ knowledge of previously
learned problem-solving steps. The
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approach above, however, relies
heavily on each student’s ability to
perceive the connections, a feat pos-
sible only because the problems are
visual twins. It will not always be
obvious to the learner what prior
knowledge he or she might need to
solve a new problem.

Consider, for example, the prob-
lem, 3+&. Seen for the first time, it
does reveal the need to reduce &
and ¢ to their respective simplest
forms. The use of the distributive
property to generate rules for multi-
plying integers is an even more ob-
scure example. It will likely not be
apparent that the new problem,
3x(-2) is related to 3(5-2) from which

we develop the rule, “a positive mul-
tiplied by a negative yields a nega-
tive.” For these, the expected prior
learning would have to be made ex-
plicit. The U Should Know organiz-
ers permit the teacher to give that di-
rection, then step back to observe
students’ approaches to solving old
problems, recording misconceptions
to address at a later time.

Reflective Learning

As students interact with the
graphic organizers, instructors will
want them to monitor their own ex-
perience so that the meaning of what
they did becomes the topic of discus-
sion.” If teachers accept that recall is
the motif of each organizer, it be-

dents reflect on what they have re-
called. For this reason, each organizer
includes two prompts: “Here’s what

I do well:” and “I still struggle with.
.. .” This provides valuable qualita-
tive data not only for the student, but
also for the teacher.

Integration of Faith and Learning
Reflective learning also extends to
creating opportunities for students to
reflect on and recall God’s Word.
When it comes to seeking opportuni-
ties to integrate the Word of God,
Christian teachers are rarely shy.
Their ability to use curriculum as the
vehicle to carry out this biblical man-
date (Deuteronomy 6:6, 7) is the dis-
tinguishing feature of the Adventist

comes reasonable to have the stu-

Table 1. Five Approaches for Choosing Bible Texts That Connect With Mathematics

Approach Example Comment

1. Offer encouragement. Always give of your best

(Ecclesiastes 9:10).

This Scripture selection is not topic-related and
can be used as a default when it’s difficult to find
a direct math-Bible connection. However, it is to
be followed by a discussion of why this is impor-
tant.

2. Reference the topic’s use. Search for biblical instances when someone
counted, calculated area or volume, etc.; discuss

why to make a Jesus connection.

Topic: Counting. Can you count the stars? (see
Genesis 15:5).

Topic: Multiplying.

3. Do a word play or study. Search for biblical instances of the word that
might have either a different meaning or the
same meaning; discuss how to make a faith con-
nection.

“What might multiply mean in the context of
Deuteronomy 8:13?”

4. Make an application. Topic: Finding Volume. Calculate the volume of

the ark of the covenant (Exodus 37:1).”

The students use the mathematics they learn to
solve problems or explore phenomena present in
the Bible. Discuss the phenomenon itself to make
a faith connection.

5. Make an analogy or other
figurative connection.

Topic: Commutative Property. Just as the com-
mutative property allows numbers to switch
places, Jesus switched places with us, taking
our sin, giving us His righteousness. (2 Cor-
inthians 5:21).

Especially as the mathematics becomes more
complex, this can be a most useful tool. Jesus
used it extensively when telling parables. It is
particularly useful for the middle- and upper-
grade students, who need to be able to grapple
with figurative language.
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ministry of education. Any document
presented to a learner occasions the
opportunity to integrate principles
from the Bible. But many teachers
wonder how to choose a text or pas-
sage of Scripture that relates to a
mathematical topic. Table 1 offers five
approaches. The choice of an ap-
proach should be guided by the goals
of delivering an organic connection,
one that is unforced because it easily
relates to the topic at hand, using it
in a way that provides insight into
God’s character or the plan of salva-
tion.

Each graphic organizer concludes
with a Bible text (which can be re-
peated for emphasis), and these texts
can be presented in a variety of for-
mats. They can be partnered with a
teaser question, a fill-in-the-blanks
prompt, a puzzle, or other creative
approaches. The key is to stay within
the mode of engagement, stirring
wonder and interest in an age-appro-
priate manner

Conclusion

Getting students to reflect on how
their faith relates to their learning is
not limited to mathematics instruc-
tion; the methods described here can
be adapted to graphic organizers of
any content area. But mathematics
instruction, having its own nuanced
requirements, can benefit from organ-
izers that relate old problems to new
ones, assess how well students un-
derstand previously learned problem-
solving steps, and that map the com-
ponent skills necessary to learn a
new topic. Teachers of mathematics
are encouraged to use and adapt
these tools to assess their usefulness
and ultimately to create their own
(blank versions are included at this
link). Whatever we do, it is crucial
that we do not skip the stage of the
learning cycle that accesses prior un-
derstanding but instead, view it as
part of the engagement process. &
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Editorial Continued from page 3

Other subjects taught included history, music, and poetry.
Second, the learners, regardless of class and financial ability,
were required to practice manual labor with the double pur-
pose of financing their expenses and learning skills that
would make them fully autonomous. Third, students learned
how to pray and practiced devotion; they learned how to ap-
proach their Creator. And fourth, faith, central to the whole
educational program, directed students toward the Lamb of
God—the one who takes away the sins of the world.®

How do we, then, utilize this foundational example to de-
fine and carry out our educational mission? First, we need
to develop curricula for subject areas that address real, cur-
rent needs, with the Bible at the core, so that students can
make adjustments and contribute to contemporary society.
Curricula should not only be produced from a pragmatic cri-
terion, but should also consider aesthetics (poetry, music,
art, etc.) and axiology (focus on the truly important values
as inspired by the Bible) in accordance with the Adventist
philosophy of education. Second, students must become
skillful in multiple practical and manual skills relevant to
current settings, like planting organically, using electronic
devices to preach the gospel, acquiring contemporary life-
skills, or becoming an everyday media critic—someone who
can access and critically analyze and evaluate media (e.g.,
Websites, news sources and outlets, and social media in all
its forms). This will provide both learning experiences and
more than one way for them to support themselves while
enrolled in formal education. Third, a deep and meaningful
relationship with God is to be the center of our educational
programs. This may mean going beyond the traditional di-
dactic approach to presenting devotionals and spiritual ex-
periences using participatory methodology to guide young
people into a better relationship with God.

This current issue of the JOURNAL offers a set of arti-
cles that represent the effort of contemporizing and ap-
plying traditional Adventist principles to the reality and
demands of the 21st century. Dovich offers advice on
how to bridge faith and technology in our schools and
colleges, while reminding us that each vocation is a gift
from God. Douglas discusses ways to display hope and
preserve the big truths while performing leadership
roles in a postmodern society. Doukmetzian and Douk-
metzian discuss effective governance and address the
legal and fiduciary duties of boards. Martin and Con-
neen describe varied attitudes toward vaccinations and
provide administrators with suggestions for meeting the
needs of all students while navigating the different per-
spectives. Villaflor-Almocera suggests ways to monitor
quality fieldwork in online education, and Neria de Gi-
rarte describes one university’s approach to mentoring
non-traditional students. In the final article, Agard offers

practical suggestions for using graphic organizers to
help students activate prior learning, engage in reflec-
tion, and build faith connections in math.

These topics would have had little relevance a hundred
years ago, yet they are necessary today, and this issue pres-
ents them with the principles of Adventist Christian edu-
cation in mind. Faith must be central across the whole ed-
ucational program; as educators, we must strive to use
every means necessary to integrate faith into all teaching
and learning experiences, making God’s principles founda-
tional to any educational effort. In sum, we need to be con-
stantly alert to preserve our ideals and philosophy, but do
so in meaningful ways to avoid becoming startled by
change that makes us cry out in desperation: “Who moved
my cheese?”
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the General Conference of Seventh-day Adventists in Silver
Spring, Maryland, U.S.A. He serves as Liaison for Higher Ed-
ucation and Advisor for the North American, South Ameri-
can, and Trans-European divisions. Dr. Melgosa also serves
as the Associate Editor for The Journal of Adventist Educa-
tion (International Editions).

Recommended citation:

Julidn Melgosa, “Beyond the Maze: Principles for Adventist
Education in a Changing World,” The Journal of Adventist
Education 81:2 (April-June 2019): 3, 51.

NOTES AND REFERENCES

1. Spencer Johnson, Who Moved My Cheese?: An A-Mazing Way to
Deal With Change in Your Work and in Your Life (New York: G. P. Put-
nam and Sons, 1998).

2. Floyd Greenleaf wrote a two-part article on the nature of change
in Adventist education. To read more about this topic, see Floyd Green-
leaf, “Has the Leopard Changed Its Spots? A Commentary on Purpose,
Principle, and Change in Adventist Education,” Part I, The Journal of
Adventist Education 68:5 (April/May 2006): 5-14; and , “A
Commentary on Purpose, Principle, and Change in Adventist Educa-
tion,” Part II, ibid. 69:1 (October/November 2006): 4-13.

3. Ellen G. White, Fundamentals of Christian Education (Nashville,
Tenn.: Southern Publ. Assn., 1923), 489.

4. See also , Counsels to Parents, Teachers, and Students
(Mountain View, Calif.: Pacific Press, 1913), 252, 548, 549; )
Patriarchs and Prophets (Washington, D.C.: Review and Herald, 1890),
592-596.

5. White, Education (Mountain View, Calif.: Pacific Press, 1903), 46.

6. Ibid.

7. 2 Kings 2:3. New International Version (NIV). Holy Bible, New In-
ternational Version®, NIV® Copyright © 1973, 1978, 1984, 2011 by Bib-
lica, Inc.® Used by permission. All rights reserved worldwide.

8. White, Education, 47.

http://jae.adventist.org

The Journal of Adventist Education e April-June 2019 51



Peer-reviewed,

Free | =
Tools | i

Curriculum EI]“[:ATI[IN

& Instruction jae.adventist.org

Resource

Center -

Linking | Inspiring,

Educators inclusive,
interactive
how-to blog
for you!

venth-day

@ducators

educators.adventist.org

l’

-~

he Journal of Adventist Education®is the award-winning professional journal for
Adventist educators and everyone interested in Christian education. We've partnered with
CIRCLE and the Adventist Educators Blog to provide you with access to FREE resources

for your teacher’s toolbox - kindergarten through graduate-level education.

We're here for you!

facebook.com/educationdialogue/




<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /CMYK
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 150
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.13333
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 150
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.13333
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 600
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<
    /ENU ([Based on 'Proof 200'] [Based on '[Press Quality]'] Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Magnification /FitPage
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        0
        0
        0
        0
      ]
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MarksOffset 6
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
  ]
  /PageLayout /TwoUpCoverPageContinuous
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


