et e
i




i

1293 10772 7251

LIBRARY
Michigan State
University

This is to certify that the

dissertation entitled
A Descriptive Twelve Year Longitudinal
Comparison of Change in Policies and
Practices Associated with the Same
Select Group of Christian Colleges

presented by

James M. Vandermeulen

has been accepted towards fulfillment
of the requirements for

Doctor of Philosophy degreein _Education

Date_ November 25, 1986




MSU

LIBRARIES
A

RETURNING MATERIALS:
Place in book drop to
remove this checkout from
your record. FINES will
be charged if book is
returned after the date
stamped below.

M i A

3 on/ -

100 A211|
B 4 31040

W;“;‘\’a._\
i [y
200 4297

Tian-L £199
1R

-

27 0.
Vo




A DESCRIPTIVE TWELVE YEAR LONGITUDINAL COMPARISON
OF CHANGE IN POLICIES AND PRACTICES
ASSOCIATED WITH THE SAME SELECT

GROUP OF CHRISTIAN COLLEGES

By

James M. Vandermeulen

A DISSERTATION

Submitted to
Michigan State University
in partial fulfillment of the requirements
for the degree of

DOCTOR OF PHILOSOPHY

Department of Education

1986



ABSTRACT

A DESCRIPTIVE TWELVE YEAR LONGITUDINAL COMPARISON
OF CHANGE IN POLICIES AND PRACTICES
ASSOCIATED WITH THE SAME SELECT
GROUP OF CHRISTIAN COLLEGES
By

James M. Vandermeulen

Within religious higher education, Christian
colleges espouse a distinctive philosophy of education.
In 1974, Dr. David J. Valle examined one of various
means of implementing a Christian educational
philosophy by identifying patterns of administrative
policy control regulating 12 specific topics. The
topics studied included selection of college personnel
based on religious criteria, chapel attendance,
religious course requirements, service programs,
alcohol, tobacco, drug abuse, curfew hours, parietals,
sexual conduct, dancing, and student dress. This study
is a partial replication of Dr. Valle's research using
the same survey instrument.

Dr. Valle obtained data from 130 Christian
colleges for his study. The same sample was again
surveyed in July, 1985, yielding usable data from 83

Christian institutions. They were most often small,



residential colleges, affiliated with one of the
Protestant denominations and located in the North
Central region of the United States.

A research null hypothesis approach revealed that
there was change in all 12 categories relative to Dr.
Valle's previous study. The issue of student curfew
hours recorded the greatest percentage of change with
41%Z, followed by the issues of student parietal hours
(40%7) and dress (38%).

In addition, the recorded administrative
perceptions included the primary rationale to institute
policies on the topics in question. Dr. Valle's
research indicates that a predominantly Christian
rationale was given for controlling half of the 12
topics surveyed, compared to only three topics in the
present study--namely, selection of personnel, chapel
attendance, and sexual conduct.

The survey also allowed the participating
administrators to rate the level of importance that the
12 policy areas had in implementation of their
Christian philosophy. In the order of their stated
significance, the participating administrators
expressed the belief that their policies governing
religious course selection, selection of personnel on
religious criteria, chapel, drug abuse, and sexual

conduct were "essential."”



In summary, the present survey indicates that the
majority of Christian colleges now deem more of the 12
policies surveyed to be "essential and important” to
the implementation of their Christian philosophy of

education than 12 years earlier.



DEDICATION

To my loving Christian parents
Gus and Joan Vandermeulen
who were a continuing encouragement

to me toward this completion.

ii



TABLE OF CONTENTS

LIST OF TABLES . . . . . ¢ ¢ ¢ ¢ ¢« ¢« ¢« o« o« o o &
CHAPTER
I THE PROBLEM. . . . . . . « ¢« « . . « . .
Introduction . . . . . « ¢« ¢« « . .
Historical Background. . . . . . . . .
Statement of the Problem . . . . . . .
Significance of the Problem. . .
Objectives and Null Hypothesis . . .
Operational Defintions . . . . . . . .
Limitations. . « ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o &
II REVIEW OF LITERATURE . . . . . . . .
Introduction . . . . . . « ¢ « ¢ o . o
Valle's Study. . . . . . . .
Characteristics of a Christian College
Christian World View . . . . . . . .
Integration of Faith and Learning. .
Values in Religious Higher Education
History of Christian Higher Education.
Demographics . . . . . . . . . . . .

Mission Statement. . . . ¢« ¢« ¢ ¢ ¢ @

iii

Page

11
14
15
17
21
21
21
23
24
27

36
60
64



Page

Student Attitudes and Behaviors. . . . 77

III METHODS AND PROCEDURES . . . . . . . . . . 102
Sample . . . . . . ¢ ¢ ¢ ¢ ¢ o ¢ o . . . 102
Instrumentation. . . . . . . . . . . . . 105

Data Collection. . . . . . . . . . . . . 110

Method and Procedure of Analysis . . . . 111

Iv PRESENTATION AND ANALYSIS OF DATA. . . . . 114
Results: Demographic Data . . . . . . . 115
Demographic Summary. . . . . . . . . . . 127
Christian College Policy Survey Data . . 129
Religious Selection of Personnel . . . 129

Compulsory Enrollment in Religious
Courses L] L] L] L] L] L] L] L] L] . L] L] . L] . 132

Chapel Attendance. . . . . . . . . . . 134

Institutional Change in Religious
Affiliation. . L] . L] . L] L] L] L] L] L] L] 137

Summary. . . . . ¢ ¢ ¢ s o o s + o .+ o 138
Research Null Hypothesis . . . . . . . . 142
Results of the Research Null Hypothesis. 142

SUMMATrY. ¢« « ¢ o« o o o « o o« o o o o« o 144

Rationale and Importance of the
Regulatory Policies. . . . . . . . . . 145

Rationale for Regulatory Policies. . . . 145
Policy Importance. . . . . . . . . . . . 149
Discussion and Summary . . . . . . . . . 151

\ SUMMARY AND CONCLUSIONS. . . . . . . . . . 154

iv



Page
Research Null Hypothesis . . . . . . . . 162

Rationale and Importance of the
Regulatory Policies. . . . . . . . . . 163

Policy Importance. . . . . . . . . . . . 164
Conclusions. . . . . « ¢« ¢« ¢« ¢« &« &« « « o« 165
Implications . . . . . . « ¢« « ¢« « « « « 170
Recommendations for Further Research . . 172
APPENDICES
A List of 130 Participating Colleges . . . . 174
B Letter . . . . . ¢« ¢ ¢ ¢« ¢ ¢ ¢ ¢« « « « « . 180
c Survey Form Questionnaire on Policies
and Practices in Christian Higher

Education. . L] . L] L L] L] L] o . . . L] . . 181

BIBLIOGRAPHY . . . ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o ¢« ¢ « « « « 195



TABLE

10

11

12

13

LIST OF TABLES

Comparison of the Administrative Area
Represented by Completed Study
Instruments. . . . . ¢ ¢« ¢ ¢ ¢ ¢ o . . .

Comparative Summary of Respondents to the
Questionnaire. . . ¢« « « ¢ ¢ ¢ o o o o .

Comparison of Enrollments at Participating
Institutions L] . L] . L] . . L] L] L] L] L] . L]

Comparative Distribution by Region of
Participating Institutions . . . . . . .

Comparative Distribution by State of
participating Institutions . . . . . . .

Comparative Concentration of Resident
Students at Participating Institutions .

Comparison by the Religious Affiliation of
Participating Institutions . . . . . . .

Comparison of the Protestant Denominations
Represented. . . . . . . ¢« ¢ ¢« ¢ ¢ ¢ o &

Comparison of the Policies Governing
Religious Selection of Personnel . . . .

Comparison of the Extent of Compulsory
Enrollment in Religious Courses. . . . .

Comparison of the Extent of Policies
Governing Chapel Attendance. . . . . . .

Comparison of the Colleges Declaring an
Institutional Position on Each of the
12 Topics Surveyed . . . . ¢« « ¢« « ¢ « &

"Change"” Resulting from the Categorical

Comparison of Response to the
Questionnaire on Policies and Practices.

vi

Page

109

112

116

118

120

122

125

126

130

133

135

139

143



TABLE Page

14 Comparison of the Primary Rationale for
Regulatory Policies: An Administrative
Perception . . . . « ¢ ¢« ¢« ¢ ¢« « o+ « o+ . . 148

15 Comparison of the Importance of Policies in
the Implementation of a Christian
Philosophy of Education: An
Administrative Perception. . . . . . . . . 152

vii



CHAPTER 1

THE PROBLEM

Introduction

Change, the singular unchangeable element of
American life, is reflected in many aspects of our
culture, particularly in the pluralistic nature of
American higher education. Historically, American
society will support a wide range of post secondary
education, reflective of the society it seeks to serve.

Diversity is a hallmark of American higher

education. It is seen not only in variations of

size, organization, control, and appearance of
colleges and universities, but also in such
fundamental differences as their functions and
their approaches to teaching and learning. (Kerr

in Greeley, 1969, p. v)

Within this diversity and change is a group of
religiously oriented colleges and universities that are
identified as Christian. These institutions attempt to
function within a distinct Christian perspective
espousing an institutional predisposition toward the
unity of truth and a religious priority for the
Christian faith. This distinctive educational

orientation and philosophy separates these institutions

from both public and private nonsectarian post



secondary education and adds to the changing diversity
of American higher education.

The purpose of this study was to determine
institutional change in the selected policies and
procedures surveyed over a l2-year period at a select
group of Christian institutions. The original study
was conducted by Dr. David J. Valle in 1974, using the
same study instruments as well as the same sample group
of 130 institutions surveyed. The nature of both
similarities and differences found among these
institutions of common purpose was studied with respect
to 12 selected issues associated with religious

programming and student conduct.
Historical Background

Religion played a prominent role in the birth of
American higher education. The founding of Harvard
College in 1636 (patterned after Emmanuel College,
Cambridge) espoused the mottoes of "Christo et
Ecclesiae" and "In Christi Gloriana" (Morison, 1935).
The Puritan fathers feared a time when all literate
ministers would be dead. Therefore, the college was
primarily for the education of ministers of the Gospel
although the curriculum was broadly conceived along the

lines of traditional liberal education and was intended



for leaders in other fields as well (Brubacher, 1958;
Pulliam, 1968).

The next 135 years saw the rise of nine prominent
Colonial colleges--William and Mary, Yale, Princeton,
Pennsylvania, Washington and Lee, Columbia, Brown,
Rutgers, and Dartmouth. All of these institutions were
strongly religious in tone and curriculum; and although
they were sponsored by individual denominations, they
were administratively dominated by the clergy
(Brubacher, 1958; Pattillo & MacKenzie, 1966).

As the Colonial period gave way to increased
immigration and the attendant mass migrations of the
19th century, the second generation began shedding some
of their ethnic past including the faith of their
fathers (Miller, 1960). The development of religious
pluralism and the trend toward secularization
forecasted the positional change that religion would
make in higher education.

Reinforced by the teachings and writings of Dewey
and Mencken, religion in American higher education has
moved from its early position of centrality to a
position of questionable legitimacy (Van Dusen, 1951).
Even in numerous historically church-related colleges,
religion and theological studies have been relegated to

an ancillary position. The general trend over the past
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200 years of American higher education has been to
secularize colleges which were founded for religious
purposes; and although religious higher education no
longer dominates American higher education, a
significant segment remains religiously oriented. In a
report conducted in 1965 by the Danforth Commission it
was estimated that over one million students were
enrolled in 788 church-related colleges and
universities. This represents a little more than half
of all students enrolled in private institutions and
approximately 17% of the total American higher
education enrollment in 1965 (Pattillo & MacKenzie,
1966). Although there was a projected decline in
college/university enrollment in the 1980s due to
demographic shifts in the pdpulation coupled with
escalating costs, recent research conducted in
December, 1984 has shown that total enrollment is up
0.65% at public colleges and universities and down only
0.88% at private institutions. In addition, the signs
of future enrollment are especially promising for
religiously oriented private colleges due to the
increasing enrollment in evangelical secondary schools
in America (Keylock, 1985).

So, while the general trend historically has been
to dilute religion and secularize colleges founded for

religious purposes, a modestly significant element of



American higher education continues to exist providing
a religiously oriented philosophical alternative to the
nonreligiously-oriented colleges and universities.
Many of these institutions hold to a philosophical
rationale which concerns itself with the education of
the whole person, including one's moral and spiritual
development. Some believe Biblical teaching to be
essential to a liberally educated individual. There
are numerous variations of the theme of a Christian
philosophy of higher education that have been proposed
by Holmes (1975), Mayers, Richards, and Webber (1972),
Miller (1960), Newman (1959), Ramm (1963), Snavely
(1955), and countless others. Although significant
divergence is noted among these authors in their
designs for implementing a Christian philosophy of
education, they all agree on a belief in the wholeness
of truth and recognize that a positive
interrelationship between secular and sacred approaches
to learning and understanding must be pursued. To
these authors, specialized pragmatic approaches to
learning which do not include issues of value or
attempt to become versed in the creation without
considering the Creator are limiting and unnecessarily
restrictive.

While the philosophical purposes of a Christian

education are idealistic and noble, Christian higher



education is not free from significant concerns. The
escalating costs in such areas as salaries, energy, and
technological hardware and software offer little hope
for improvement of the economic welfare of many private
colleges and universities in the near future. Some
Christian institutions are seéking to alleviate this
financial pressure by seeking financial support from
foundations, governmental agencies, and other public
organizations. To seek such suppdrt would necessitate
major institutional change. Numerous religiously-
oriented colleges have sacrificed their distinctive
religious commitments as they responded to the
marketplace; and in a sense, submitted to the pressures
of economic necessity. On the other hand, others
refused and became extinct.

In recent years it became increasingly difficult
for these institutions to find, identify, and recruit
faculty members who reflect their educational
philosophy. One of the reasons for this is that many
of these institutions do not offer the doctorate, so
they must look to the secular universities to educate
their potential teachers. This pressure broadened the
base of faculty viewpoints often at the expense of
traditional religious views. Concurrently, the need to

upgrade faculty professional credentials frequently ran



contrary to a commonness of purpose with historical
Christian institutional distinctives (Holmes, 1975).
In summation, the internal influences toward
professionalism and the external pressures of supply
and demand coupled with increasing economic problems
combine to influence the current Christian college
toward becoming more like their public secular
counterparts. To counter the seemingly inevitable
drift, Christian colleges may only be able to resist
undesired change if they have effectively determined
their primary reason(s) for being and charted an
operational direction true to their Christian
historical convictions (Moseley, 1980). The degree of
change over time as reflected in various policies and
practices as perceived by top administrative officers
may be reflective of institutional drift or possibly a
change in direction for these Christian institutions.
The issue of existence may rest with the clear
articulation and effective implementation of a
philosophy of education which is specifically Christian

in character.
Statement of the Problem

Christian colleges are confronted with difficult
decisions when philosophical and operational issues

appear to be in tension. Historically, the Christian



college movement was characterized by the establishment
of a significantly large number of small, struggling,
highly competitive institutions founded on the basis of
ideological, ethnic, geographic, or class distinctions.
Many diverse things have happened to those Christian
colleges over time. Some have changed over time and
adapted competitively to the standards of their secular
counterparts, accomplishing their objectives at the
expense of traditional religious beliefs and practices.
Others, unable to maintain viable academic programs,
have closed their doors (Baptista, 1980; Leslie, 1981).
Some Christian colleges which started with strong
religious convictions have managed to maintain their
Christian principles to the present; and a few, founded
in the late 60s and early 70s, are flourishing
representations of the current organizations which
combine fundamental religious beliefs with right wing
political views. The diversity of factors contributing
to the differences found among these colleges is very
difficult to isolate and evaluate.

The question is whether this institutional change
was determined by internal factors, external
conditions, or a combination of both. Internal factors
encompass administrative control, religious
requirements in the curriculum, restrictions in hiring

practices, student attitudes, internal fiscal policies



and administrative control, and governance. External
influences may include religious comnstituencies,
American economic climate, demographic factors of a
changing population, ecumenical changes in mainline
denominations supporting higher education, increasing
governmental legislation, and involvement by the
courts. The problems of identifying the relative
significance of various influences on the changing
patterns of Christian higher education are complex and
not unique to this study.

In many respects, all American institutions of
higher education, including Christian colleges, are
subject to the same internal and external influences
mentioned earlier. However, there are some
characteristics of Christian colleges and universities
that set them apart from other institutions, and there
are administrative controls which are indigenous
influences for the perpetuation of these differences.
Several comparative studies on a variety of issues have
been useful to Christian colleges. Researchers have
attempted to summarize academic offerings (Burckel,
1970), general institutional descriptions (Lovejoy,
1983), costs and fiscal procedures (Haines, 1968),
enrollment (Leslie, 1981), some measures of campus
environment (Astin, 1977; Chickering, 1969; Cummer,

1981; Moseley, 1958, Pace, 1972), and college and
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university affiliations with church organizations
(Patillo & MacKenzie, 1966).

Although these research studies provide valuable
data about the operations of these schools, there is
still a question about how the operations reflect a
specific Christian philosophy of education and how
changes in institutional policy and practice grow out
of and contribute to the underlying Christian
philosophy. To achieve such consistence Christian
college administrators need to identify and consider
those issues which are distinctly Christian and those
issues which are peripheral.

In 1974, David J. Valle, as partial fulfillment
for the requirements of his Doctor of Education degree
at the State University of New York in Albany,
conducted a national survey of»Christian colleges on a
range of issues to distinguish them from colleges which
do not maintain a distinctively Christian philosophy of
education., Dr. Valle's dissertation included 130
Christian colleges who responded to his l2-topic
questionnaire which attempted to determine the extent
and nature of institutional policy formulation and
control.

It was the purpose of this study to re-survey the
same 130 institutions from Dr. Valle's study using the

same survey instrument for the purpose of determining
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change over a l2-year period in the 12 selected
lifestyle policies and practices surveyed.

The results of this study could assist Christian
college administrators in determining the significance
of the changes of selected lifestyle policies and
practices which may be of value to the perpetuation of
their Christian distinctives and institutional

stability.

Significance of the Problem

This study was designed to collect and evaluate
data which should be helpful to a variety of people
involved in higher education, especially those in
Christian higher education. Administrators,
philosophers, and educationally-oriented clergy may
find this study valuable in their respective endeavors.

Remaining current is an ongoing problem for many
educational administrators. Comparative data,
especially on Christian institutions, is in short
supply and quickly outdated. This study collected base
line data from a broad spectrum of Christian college
administrators on policies and practices considered to
contribute toward the implementation of a Christian
philosophy of education. It was compared to the same
data from Dr. Valle's 1974 study to determine whether

change took place and which of the 12 policy areas
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showed the greatest amount of change. This data may
help Christian college administrators to determine the
trends in policy change. In this way, some of these

policy areas could be modified via preplanned

administrative design rather than reactive default,
potentially reflective of institutional stability.

In 1981, the Center for the Study of Higher
Education, located in the College of Education,
University of Arizona, released a study concerning the
patterns of enrollment in higher education from 1965 to
1977 in liberal arts colleges. This report compares
religiously affiliated liberal arts colleges with
others noting that 33 (out of 60 total) religiously
affiliated institutions failed, 4 lost their identity
through mergers, while 8 new church-related colleges
were opened for a net loss of 29 religiously affiliated
liberal arts colleges during the 12-year period
(Leslie, 1981). The data resulting from this study may
shed some light on the reason(s) for the apparent lack
of stability in some religiously-affiliated liberal
arts colleges, and this could encourage thoughtful
administrative action (if necessary) in policy review
rather than reaction in response to crises. Religious
educators and clergymen, anxious to begin new
religiously-oriented/affiliated institutions of higher

education, will find the results of this study valuable
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as they progress through the extensive decision-making
processes of starting a new Christian college.

Philosophers of education are usually more
concerned with the rationale, purposes, and
significance of policies than they are with specific
content. For philosophers, educators' trends are more
important than isolated facts, as they tend to seek
primary causes for significant trends, which lead them
into speculation, testing, and theory-buildimg. The
results of this study should aésist educational
philosophers in their efforts to identify and analyze
those institutional positions most likely and least
likely to change.

This comparative process of identifying policy
change and stability should shed some light on the
distinctives of a Christian philosophy of education.
It has been suggested, however, that Christian college
policies and regulations may tell more about the nature
and authority of institutional supporters than
educational philosophy (Valle, 1974). This may be
evident if social, cultural, or economic factors are
given precedence in institutional governance over
educational priorities. While institutions of higher
education, especially those that are religiously
oriented, are complex and attempt to respond to

numerous constituencies simultaneously, and at times
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with conflicting priorities, philosophical evaluation
is needed to assess the significance of institutional
choices (Baptista, 1980). This study did not presume
to provide exhaustive answers to all of the complex
philosophical questions, but it was designed to
continue the exploration. By adding this longitudinal
comparative survey dealing with policy change and/or
stability, this study attempted to meet some concerns
of educational philosophers. When Valle conducted his
study in 1974, he recommended a similar survey in 5 or
10 years to help determine the direction of change in

policy control at Christian colleges (Valle, 1974).
Objectives and Null Hypothesis

Since this study was designed as a partial
replication of a study completed by Dr. David J. Valle
12 years earlier, the same questionnaire was
administered to the same 130 colleges and universities.
The survey questions were directed toward selected
issues of concern in Christian colleges. The issues
surveyed included institutional purposes and
affiliation, selection of personnel, program
requirements, and student conduct.

Current data was compared to Dr. Valle's data
collected 12 years earlier to determine the extent of

change or lack of change in the 12 policy areas
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surveyed. This data should assist Christian college
administrators in policy formulation and decision
making as they direct their institutions.
The following null hypothesis directed the study:
As a result of the resurvey of the 130 Christian
colleges participating in Dr. Valle's study of

1974, there will be no change in the response to
the 12 policy statements surveyed.

Operational Definitions

Due to the fact that all 130 colleges surveyed
(see Appendix A) by Dr. Valle 12 years ago remained the
same, it is consistent to define the meaning of
"Christian college” the way he did. His operational
definition was:
For the purpose of this study, the "Christian
college" is that institution which currently
ascribes administratively to a doctrinal position
or statement of belief which acknowledges the
divinity of Christ, By this definition, it is
expected that a Christian college would have a
statement of its Christian purposes or beliefs
published in its catalog or other official college
publications. (Valle, 1974, p. 15)
For convenience, the term "college" is broadly
interpreted to refer to both colleges and universities.
In this study the term "administrative" will be
defined, operationally, as any action or opinion

written, oral, or implied, that reflects an official

position taken by a college board of trustees, a
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college president, or one of his chief academic,
business, development, or student personnel officers.

"Institutional affiliation" will refer to the
nature of the relationship between the governing board
of a college and a church, a group of churches, or
other organizations beyond itself. The report of the
Danforth Commission, authored by Pattillo and MacKenzie
(1966), pointed out that the types of relationships
that exist between a college and areligious body are
multidimensional in nature and should take into account
several kinds of affiliations. For the intentions of
this study, the following dimensions are used:

1. Board of Control includes members of church
and/or members nominated and/or elected by the church
body.

2. Ownership of the institution by the religious
body.

3. Financial support by the religious body.

4., Acceptance by the institution of
denominational standards or use of the denominational
name.

5. Institutional statement of purpose linked to a
particular denomination or reflecting religious

orientation.
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6. Church membership a factor in selection of
faculty and administrative personnel (Pattillo &
MacKenzie, 1966, p. 230).

The use of the term "institutional stability" will
include a recognition of the lack of extremes, outside
of planned change. In higher education, including
Christian education, there exists a progressive dynamic
which is viewed as '"progress' and should not be
confused with instability. For the sake of brevity and
clarity, this study did not comsider finances and
facilities as indicators of stability although both are
gsignificant components of a quality Christian higher

education (Pattillo & MacKenzie, 1966).
Limitations

This study was designed to examine selected issues
in a selective group of Christian colleges and
universities as defined by Dr. Valle's study. The
choice of issues was based on personal experience, the
results of Dr. Valle's study, and interest concerning
the value of the results.

By using the 130 institution sample acceptable for
Dr. Valle's study in 1974, the study was able to
compare data on a longitudinal basis over the 12 year
time period. Unfortunately, this restricted the

inclusion of data from recently established Christian
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colleges that have been established and included in The

College Blue Book since 1971 (e.g., Liberty

University). In addition, the criteria established for
Dr. Valle's study has restricted the scope of Christian
institutions by not including those which: 1) have not
been regionally accredited (e.g., Bob Jones
University); 2) have less than a four-year program
(e.g., Emmaus Bible College); 3) enroll only men or
only women (e.g., Amherst, Smith, and Wellesley
Colleges); or 4) do not have an undergraduate
concentration of courses in one of the religiously-
oriented areas designated in Dr. Valle's study (e.g.,
Harvard University). By restricting the sample to only
those institutions used in Dr. Valle's study,
institutional groupings, denominations, and religious
sects were eliminated. This probably proved beneficial
because the study compared only the same institutioms.
The survey approach used in this study carried
some obvious limitations. Most of the study
instruments were completed by the college president
(chief executive officer). In some cases, his or her
designate, or other institutional executives supplied
the data. As such, a single administrative response
may have lacked the precision of perception that could

be generated by a more extensive sampling from each
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institution. In brief, the sample data represents the
single perception of the administrator completing it.

The longitudinal nature of the study provided for
extensive change at the chief executive level which,
understandably, could account for policy focus and
direction changes. The process of comparing survey
results from the same administrator one or two months
apart is difficult enough, so surveying completely
different individuals over a 12 year period could
represent a change in perception rather than an
institutional change. The difference in semantic word
meanings between administrative personnel alone has had
a limiting effect on the comparison of study data.

The primary focus of this study relates to the
longitudinal comparison of institutional policies and
practices as they are perceived, manipulated, and
reported by administrative personnel. As such, this
may be termed an administrative study with limited
input on the actual impact of those policies and
procedures on the learnmer. Therefore, it is difficult
to use this study to evaluate issues of student
accountability on the most basic level.

The value of this study is to assist Christian
college administrators in analyzing and evaluating
effective policy change and patterns of change. The

results do not have unilateral application to all
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Christian colleges or Christian college administrators
without prior analysis. The most popular practice does
not necessarily describe the most desirable practice.
An evaluative and reflective process may be used in
order to gain the implications and patterns most

applicable to given institutions.



CHAPTER II
REVIEW OF LITERATURE

Introduction

Valle's Study

Since this study is a partial replication, the
most significant piece of literature available was the
original study itself. In 1974, David J. Valle
surveyed administrators in 130 Christian colleges in an
attempt to examine administrative perceptions of
policies and practices at Christian colleges. He
intended for this information to be valuable in helping
to identify the means and methods the institutions were
employing in order to implement and maintain a
distinctive Christian philosophy of education.

For his survey instrument Valle modified an
instrument used in a 1968 National Association of
Student Personnel Administrators (NASPA) Study (Dutton,
Appleton, & Smith, 1968), and he investigated the
administrati;é controls over four general areas of
campus life: 1) institutional purposes and
affiliation, 2) selection of personnel, 3) program

requirements, and 4) student conduct.

21
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From his study Valle discovered three patterns of
institutional policy control depending in large part
upon the denominational identity of the institutions.
Institutions affiliated with such groups as the
Southern Baptists, independent evangelicals, and small
Protestant denominations exercised '"substantial policy
controls over almost all topics'" (Valle, 1974,
abstract). Those institutions affiliated with the
larger Protestant denominations exercised low control,
and those institutions affiliated with Catholic and
Episcopal denominations exercised very little
administrative controls. These findings led Valle to
conclude, '"No single pattern of policy formulation
follows from attempts to implement a Christian
philosophy of education' (Valle, 1974, abstract).

Since Valle completed his study in 1974, several
other scholars have contributed significant data and
opinions regarding the general topi¢ of change in
higher education as it relates to religiously oriented
ingtitutions. For the purpose of clarity in this
réview, this research has been classified under three
general topics: 1) characteristics of a Christian
college, 2) history of Christian higher education, and

3) trends and changes in higher education.
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Characteristics of a Christian College

Throughout the history of American higher
education, educators and religious leaders have
discussed extensively the distinctive nature of
Christian education. Most of them agree that these
religious values should originate in the founding
philosophy of the institution, permeate all areas of
instructional and operational activities, and culminate
in the educational results as seen in the lives of the
students and graduates.

For his study in 1974, Valle defined a Christian
college in terms of an expressed philosophy of
education. For the purpose of this study, the
Christian college is that inmstitution which

. . .currently ascribes administratively to a

doctrinal position or statement of belief which

acknowledges the divinity of Christ. By this
definition, it is expected that a Christian
college would have a statement of its Christian

purposes or beliefs published in its catalog or
other official college publications. (Valle, 1974,

p. 15)

Other studies have focused on how that statement
of the doctrinal position makes a significant
difference in the way Christian college teachers teach
and what students learn. One of those focuses is

"Christian World View."
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Christian World View

Many proponents of Christian education maintain
that Christian teachers consider their knowledge of the
world and of a particular subject matter through some
kind of biblical filtering system. Thus, the religious
influence on a Christian college campus is far greater
than just formal religious course work. Biblical
knowledge and religious commitment influence and
perhaps even direct the way all teachers think about
their material and conduct their classes. This world
view is what Karl Barth first termed "Weltbild"--a
looking through the world or building a perspective
through which one views the world (Gaebelein, 1954,

p. 36).

In a greater sense, all teaching comes from within
some form of world view. This was articulated by Dr.
Frank Gaebelein (1968).

The fact is inescapable: the world view of the

teacher, insofar as he is effective, gradually

conditions the world view of the pupil. No man
teaches out of a philosophical vacuum. In one way
or another, every teacher expresses the
convictions he lives by, whether they be

spiritually positive or negative. (p. 37)

Holmes explains the idea of a Christian world view
by examining four characteristics.

The first and most obvious is that a world
view is holistic or integrational. It sees things

not just as parts but also as whole. It is a
systematic understanding and appraisal of life,
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and none of the academic disciplines is exempted
from contact with it.

Second, a world view is exploratory, not a
closed system worked out once and for all but an
endless undertaking that is still but the vision
gf a possibility, an unfinished symphony barely

egun.,

Third, aChristian world view is likely to be
pluralistic. If it is an open-minded exploration,
you cannot expect complete unanimity--not that
there is much virtue in human unanimity anyway.
Diversity exists not only because of theological
differences but also because we explore Christian
perspectives on the world of thought at different
points and by different paths and with different
concerns and backgrounds. This is why academic
freedom and intellectual honesty are so essential.

Fourthly, a world view is confessional or
perspectival. We start with a confession of
faith with an admixture of beliefs and attitudes
and values. Good and sufficient reason may be
given for what we believe, but ours is still a
confessional stance and from the perspective of
this confession, we look at life. (p. 59-60)

Obviously, the people who are writing about the

Christian world view as it relates to the Christian

college place that world view at the locus of the

institution. Not only does it direct the thinking of

the teachers, but somehow that world view becomes the

most important, educational goal. Holmes (1975)

explains this process:

If God, too, is rational and man struggles within
the limitations of his creatureliness to think
God's thoughts after him, then the rational life
has religious significance. Like all of human
existence, thinking has religious roots and
proceeds from the heart; in the final analysis it
is a man's religion that unifies his
understanding. To the Christian in the Christian
college, then, the development of rational inquiry
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becomes an expression of faith and hope and love
addressed to God. It is part of man's response to
God's self-revelation. (p. 38)

Thus, these scholars would argue that the educational
outcomes of Christian colleges is significantly

different from the educational outcomes of a secular
institution.

According to people like Holmes and Gaebelein, this
world view is not only essential to both the teacher
and the student, but it is equally essential to the
nature of the institution itself. Without the world
view as a foundation to hold things together, both the
curriculum and the institutional purpose fall apart.
To argue this point, Holmes quotes a speech from Robert
Brombaugh, professor of philosophy at Yale University.

We are doing an increasingly brisk and

precise job in secomndary school science in
demonstrating the case for a world of facts that
admits no glimmer of caprice, freedom, or chance
in its causal order. We are doing an increasingly
more crucial job of awakening a sense of
responsibility in our students. Sometimes they
feel this responsibility toward society, sometimes
toward their own authenticity. But we are doing
nothing at all to explain this schizophrenic
change in the conception of reality that varies
with each move between classrooms. We are upset
by the attempts of our students to retain some
intellectual integrity, by apathy, by
indiscriminate activism, by distrust of an
intelligence and authority that has set them a
puzzle they must solve with pieces that cannot be
fitted together into any solution. (Brombaugh in
Holmes, 1975, p. 58)

Holmes himself sees the answer to this particular

dilemma in the Christian world view, a common
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perspective which unites the teachers at a fundamental
position and thus coordinates the curriculum and all
other educational policies and procedures. To
illustrate how this can be implemented, Holmes has
pioneered multi-disciplinary seminars at several
colleges. His approach is to isolate a particular
period in history (the Reformation, the enlightenment)
and then invite in professors from all disciplines for
an extensive two-week study of that particular period.
The thesis is that through this activity, the
professors will see how their subject matter relates to
other disciplines and how their thinking is influenced

by their religious training and commitment.

Integration of Faith and Learning

Another popular theme among proponents of
Christian colleges is the integration of faith and
learning. According to these scholars, all knowledge
originates out of a common source. In the beginning
was the act of creation itself when an eternal and
infinite Creator created a natural world out of
nothing. Later, that same Creator gave to humans a
cultural mandate,

Be fruitful and multiply and replenish the earth

and subdue it; and have dominion over the fish of

the sea and over the fowl of the air and over

every liviog thing that moves upon the earth.
(Genesis 1:28 - KJV)
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According to the integration proponents, the task
of the Christian college is to integrate those two
events--the act of creation and the cultural mandate--
into all aspects of the institution including the
curriculum, the administrative policies, and the very
reasons for scholarship themselves. In other words,
Christians, in select fields of endeavor, pursue their
studies under the umbrella of a God-given mandate.

According to Holmes (1975), this principle has not
always been endorsed nor practiced among Christian
colleges.

Sometimes interaction between faith and learning
has been at little more than a defensive level, an
apologetic against challenges to the faith from
the world of thought or a Christian critique of
its competitors. Apologetics undoubtedly have a
place, but the Christian college has a larger and
more constructive job than this. Integration is
concerned not so much with attack and defense as
with the positive contributions of human learning
to an understanding of the faith and the
development of a Christian world-view, and with
the positive contribution of the Christian faith
to all the arts and sciences of man, Certainly
learning has contributed from all fields to the
church's understanding and propagation of its
faith, from the early church to the present day,
and the Christian college can contribute singly in
that way. Now it must algo grasp what is not as
often recognized, that faith affects learning far
more deeply than learning affects faith. (p. 48)

Perhaps for this reason, current literature about
Christian colleges and a Christian philosophy of
education in general places heavy emphasis on the

integration issue. For example, Schindler and Pyle
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(1979) not only talk about integration, but they even
give details about how to practice it.

How is this [integration] done? Aren't facts
facts, whether a student is a believer or an
atheist? Yes, but the interpretation of facts
makes the difference between a life that is being
prepared only for time and one that is being
prepared for eternity. As Dr. Roy Zuck put it:
"In science, Christian teachers refer to the
Creator of the creation. In literature, Christian
teachers evaluate man's writings by biblical
standards. In music and art, Christian teachers
uphold a wholesome expression consistent with
Scripture. In health and hygiene, Christian
teachers point out that man is God's creation
'fearfully and wonderfully made.' 1In social
studies, Christian teachers help students
understand God's view of the world's cultures,
governments, and problems. (p. 29)

Perhaps one of the more interesting statements of
the importance of integration of faith and learning
comes from David Hormer (1983), who as president of
Barrington College, made the following statement
approximately two years before his college merged with
another Christian college.

Integrating faith and learning is central to

education that is Christian and requires a

conscious attempt to relate substantively and

creatively Biblical truth and values of each
academic discipline.
It is interesting to note that the president reaffirmed
this stand as he watched the enrollment at his
institution diminish.
Another aspect of this integration of faith and

learning question is the manner in which both faculty

and students demonstrate it through their personal
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lifestyle on campus. In a 1979 paper James P.
McIntyre, vice president of Boston College, urged
Catholic colleges to maintain their distinctives and
religious character. On the issue of integration he
said

The Christian community of the future must be

willing to examine the morality of all issues and

the social, ethical, and human dimensions of
questions that are of deep concern to students.

(p. 109) :

This idea was further argued by Curtis (1986), but with
an added dimension. He suggested that the real task of
integration rests with the individual student while the
community also benefits.

The 0ld Testament idea of wisdom clearly places

the burden for integration of faith and learning

on each individual scholar. At the same time, the
reality is that the effective and creative
integration of faith and learning that produces
significant breakthroughs for the Christian
community will probably require a significant
cooperative effort between scholars from biblical
studies and a variety of other disciplines.

(p. 227)

According to these scholars, integration of faith
and learning is more than an issue relating to
scholarship. It is pertinent to the way the individual
lives his life and the way the community itself
conducts its business. It is both the integration of
faith and subject matter and the integration of
learning and life. Frank Gaebelein (1974) expressed it

in the following analogy.
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We have flour, eggs, sugar, and milk. Those
elements do not look like each other at all. They
are different in texture, material, taste, and
smell. We mix them all together, stir, and bake.
Now, we come up with something totally different--
johony cake. It doesn't look or smell or feel or
taste like any of the individual elements nor can
we detect any of the elements in the cake, but it
is a combination of all. This is what the person

becomes when we stir together faith and learning.
(p. 17)

Gaebelein (1954) summarized this as it relates to
the Christian college.

Integration in Christian education is the living
union of its subject matter, administration, and
even of its personnel, with the eternal and
infinite pattern of God's truth. This, as we have
already said, is the heart of the integration and
the crux of the problem. (p. 9)

Values in Religious Higher Education

Some proponents and students of Christian colleges
argue that there is another distinguishing
characteristic of the Christiaﬁ college in addition to
the issues of world view and integration of faith and
learning. According to these people, the Christian
college is different from its secular counterparts
because of the way students, teachers, and
administrators arrive at and live out their basic human
values.

Perhaps McIntyre (1979) said it most succinctly
when he said, "A successful way to establish a clear
commitment of a Christian lifestyle is to ensure that

action follows the Christian message" (p. 111). To
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him, it is the possibility of this action following the
Christian message that gives the Christian colleges and
particularly the Catholic colleges their reason for
being.

In a 1975 report, McGrath argued forcefully for
more values teaching at the university level; but like
McIntyre, he saw a greater possibility of this taking -
place at the Christian college where values arise out
of religious principles and commitments.

Nearly 20 years ago the world of learning as
well as outsiders with intellectual interests and
sensitive social consciences were shocked by a
report authored by Philip E. Jacob entitled,
Changing Values in College. In a research project
of his own, together with a review of the results
of other investigations, Jacob concluded that
though there were notable exceptions among some
ingtitutions and especially certain teachers, the
values of students were little influenced by the
college experience. Even among the students in
social science courses, the effect was minimal.

As Jacob says:

The same negative conclusion applies to the

general effect of social science courses.

The values expressed by those who are most

interested in social sciences are little

different from those of other students. This
is true not only of personal, moral and
religious values, but also of attitudes
towards social and political issues regarding
which the social science students are
presumably more concerned and better
informed. Neither the students' interest nor
their instruction in social science seems to
assert a broad influence on their beliefs, or
their judgments of conduct and policy.
In the intervening years these findings have been
both confirmed and contested, and in the 1960s
student demonstrations often reflected changed
conceptions of what was ''good" and '"bad" in our
culture. But there is some evidence that these
attitudes arose more often out of personal
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experience and rap sessions among contempories
than out of formal education--sometimes in actual
reaction against it. In any event, that the value
questions are still in the forefront of the
thinking of many citizens is evident from the
experience of one of America's oldest foundations
[Lilly Endowment]. When it advertised the
publication of the results of a small conference
on values, it received thousands of letters of
inquiry from persons in all walks of life. To be
sure, social institutions other than colleges and
universities must share the responsibility for
dealing with the problem of values, but the latter
because of their intellectual resources must take
the initiative in these fateful efforts. (pp. 36-
37)

After reaching this conclusion, McGrath observes:

One thing is certain: value questions and their
resolution are central factors in shaping the
lives of individuals and of nations. Whether a
society lives by the basic doctrines of revealed
religion, as has been the case in Western
societies for 2,000 years; or more recently, by
the various forms of civic religion in communistic
Russia or China, the factors that have held
societies together and given meaning and direction
to the lives of their people have been a generally
accepted system of values. These systems have, in
varying degrees, explicitly embraced
presuppositions or dogmas related to the moral
behavior of their adherents. No human being can
really understand the meaning of his own life or
the infinitely complex world in which he lives or
maintain any sense of order in his personal or
social existence without a commitment to such a
relatively stable set of values. As Lippmann
pointed out, in our society only the institutions
of higher education are capable of assuming the
demanding and unavoidable responsibility of
assisting their patrons in understanding the
values by which they will live; and of all such
American academic institutions, the liberal arts
colleges, by their professed concern for the well-
being of the individual and the quality of life in
the larger society, can with the least
justification absolve themselves of this
responsibility. If they do so, they will nullify
their reason for being. The task of resuming
responsibility for the clarification of values and
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organizing the corpus of modern knowledge to
illuminate them may be difficult, but it is
essential to the preservation of a stable social
order and a satisfying, meaningful personal life.

(p. 29)

To summarize this position, McGrath quotes Viktor
Frankl (1965):

If we present a man with a concept of man
which is not true, we may well corrupt him. When
we present man as an automaton of reflexes, as a
mind-machine, as a bundle of instincts, as a pawn
of drives and reactions, as a mere product of
instinct, heredity, and environment, we feed the
nihilism to which modern man is, in any case,
prone.

I became acquainted with the last stage of
that corruption in my second concentration camp,
Auschwitz. The gas chambers of Auschwitz were the
ultimate consequence of the theory that man is
nothing but the product of heredity and
environment--or, as the Nazis like to say, of
"Blood and Soil." I am absolutely convinced that
the gas chambers of Auschwitz, Treblinka, and
Maidanek were ultimately prepared not in some
ministry or other in Berlin, but rather at the
desks and in the lecture halls of nihilistic
scientists and philosophers. (p. 12)

Holmes (1975) develops the same argument, but he
goes even further by specifying the kind of values a
Christian college should be teaching and where those

values come from.

Values are more than feelings. By now the
emotivist theory of value should be dead and can
be buried, for it has been taken to pieces by
philosophers who have shown beyond doubt that
valuing also involves reasons that can be argued
and generalized. Yet experience-oriented young
people still seem to reduce values to feelings: a
thing is right that you feel right about. It is
"right for me." The result, as C. S. Lewis shows
in his Abolition of Man is a thorough relativism.
For the Christian theist, values are more than
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feelings and they are not all relative; they have
their basis in the very nature of what a man is in
God's creation and so in the wisdom and the will
of God. We image our Creator as valuing beings,
for he, too, values: he loves, he delights, he
seeks to realize the values he invested in his
creation, and our values must follow from his.

Another educational goal accordingly follows,
to teach values as well as facts. Somewhere in
the curriculum, the student should be exposed to
ethics, to aesthetics and other areas of value,
and to the logical structure of value judgments.
How do I make a moral judgment that is not a
simple case of black or white, of obvious right or
wrong? Are the consequences of an action all that
matters (its instrumental value) or are some
things intrinsically better than others? 'In a
Christian college one must come to see the
distinctive ingredients and bases of Christian
values, and will hopefully make those values his
own. (p. 40)

Morrill (1980) goes even further to argue that
this emphasis on values is not only different in the
Christian college but almost limited to it because such
a pursuit requires a commitment from the community as

well as from the individual.

There is a point at which the discussion of
the ultimate ends and values of life becomes
inappropriate in certain types of colleges and
universities, while not in others. Public
institutions and those with a secular orientation
should pose ultimate value questions, but not
provide final answers. In contrast, institutions
having a clear religious heritage will, by their
very being, testify to a body of final life
truths. The classroom conduct of values inquiry,
however, will not necessarily be decidedly
different in colleges and universities with an
active religious orientation. If the first place,
like any form of valuing, religious commitments
have no reality unless they are genuinely made and
owned by an individual. Values education and
value change are processes of self-discovery.
Secondly, most religious traditions would insist
that a religious set of values or virtues like
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faith, hope, and love are not simple human
possibilities. The self never fully succeeds in
finding an adequate grounding for its own worth
through its own analytical efforts. Faith is said
to be a gift, not an accomplishment. It requires
participation in a community of memory and hope,
?nd does not emerge through private inquiry alone.
p. 137)

Perhaps this whole position of how colleges teach
values and what values are taught was best summarized
by Montaigne centuries ago when he said, "The purpose
of education is not to make a scholar but to make a
man' (Bartlett, 1950).

According to the proponents of a Christian
philosophy of education, this is more likely to occur
in the Christian colleges than in secular universities
because the curriculum and institutional policies
emphasize such things as developing Christian world
view, integration of faith and learning, and basic
universal human values. This emphasis constitutes the

unique character of the Christian college.
History of Christian Higher Education

The history of change in Christian colleges is
synonomous with the history of Christian colleges which
is in many places paralleled to the history of higher
education in America.

From the very beginning, the colleges were

religious in their purposes, procedures, and policies.
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For example, at Harvard, the oldest seat of higher
education in this country, the original goal of a
college education was '"to know God and Jesus Christ
which is eternal life, and therefore to lay Christ in
the bottom as the only foundation of all sound
knowledge and learning." Likewise, Yale stated as its
primary goal "every student shall consider the main end
of his study to wit to know God in Jesus Christ and to
lead a godly, sober life." 1In 1754, Samuel Johnson,
president of Columbia, advertised the primary purpose
of his institution as

to teach and engage the children to know God in

Jesus Christ and to love and serve him in all

sobriety, godliness, and righteousness of life

with a perfect heart and willing mind; and to

‘train them up in all virtuous habits and useful

knowledge as may render them creditable to their

families and friends, ornaments to their country,
and useful to the public Weal in their

generations. (Ringenberg, 1984, p. 38)

These were not just isolated cases. This kind of
religious emphasis and purpose encompassed all higher
education during the colonial era, having an impact not
only on the purpose of college education but reflecting
on such issues as curriculum, the hiring of personnel,
and student life itself.

During the colonial period, there was no sharp
distinction between religious and secular institutions.

Eight of the nine pre-Revolutionary seats of higher

education were supported and controlled by a specific
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religious denomination. Harvard was established by the
Puritans in 1636. William and Mary, established in
1693 was an Anglican school; Yale was established by

the Congregationalists in 1701; Princeton was

established by the New Light Presbyterians in 1746;
Columbia, established in 1754, was essentially
Anglican; Brown, established in 1765, was Baptist;
Rutgers was established by the Dutch Reformed in 1766;
and Dartmouth was established by the New Light
Congregationalists in 1769. The only primarily secular
institution of the colonial period was the University
of Pennsylvania, established in 1755.

Although institutions were established by
religious groups with religious purposes, they were
frequently subject to government rules and policies;
and they were supported, at least partially, from
government funds. This practice of combining religious
and government purpose and support seems to suggest
that to the colonial mind, higher learning, regardless
of form or intent, was somehow woven into the spiritual
nature of the human being.

This issue of whether these colleges were public
or private religious institutions came to the front in
the early years of the new Republic during what has
become known as the Dartmouth College case. In its

origin, Dartmouth had been chartered by the English
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Crown, but it had always operated as a private
institution subject to its own board of control.
However, in 1816, with Jeffersonian Republicans in
charge of the New Hampshire legislature, the state made
a strong effort to bring the institution under state
control and to turn it into a public institution. With
most of the other colleges critically interested in the
outcome, the case made its way through New Hampshire
courts and into the United States Supreme Court where
the judges, including Chief Justice Marshall, held that
the college could and should continue to operate as a
privately held imstitution.

At the time, this was a controversial and far-
reaching decision. College presidents saw it as a
guarantee of academic freedom and educational quality
while politicians such as Thomas Jefferson maintained
that the decision could potentially limit the strength
and unity of the new nation unless states passed laws
limiting the power and wealth of the private colleges
(Brubacher & Rudy, 1968).

Nevertheless, it was this court decision which
provided the route by which Christian colleges have
continued to originate, operate, and flourish
throughout our national history.

Of course, the various denominations supporting

the colonial colleges were not opposed to using the
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college to further their own doctrinal position and to
keep their churches free from other influences. For
example, the Congregationalist board of trustees at

Yale, Calvinistic in their religious doctrine, in 1722

fired the president and one of the professors for the

sin"” of holding certain Anglican leanings. The board
went even further and stated that only Calvinistic
doctrine be taught, all officers of the college
subscribe to the Westminster Confession of Faith, and
that all Yale students be forbidden from attending
Episcopal church services.

Only 25 years later, a similar proposal to impose
Calvinism upon all members of the Harvard community,
teachers and students alike, failed. Perhaps this fact
in itself indicates something about the nature of
change in Christian colleges in America. Historically,
or at least during the colonial period, the colleges
supported by those religious groups which intended to
use their colleges to perpetuate specific doctrinal
positions, both in belief and behavior, resisted any
change more vigorously than those colleges who saw
their mission to be broader than perpetuating a
specific doctrinal position.

The religious emphasis of the colonial colleges
was reflected in the curriculum as well as in the

support and control. Although it is difficult to
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translate the colonial curriculum into the present
system of credit hours, semesters, and terms, one can
make some assumptions based on records attesting to how
many hours per week students spent in various studies.
Based on this formula, one student of colonial
curriculum estimated that the Harvard student of the
1640s would have earned 140 hours of credit in three
years of study. Since there were no electives, the
student would have acquired the following hours in the

specific disciplines:

Logic and isputations (in Latin) 30 hours
Greek 24 hours
Hebrew, Aramaic, and Syriac 24 hours
Rhetoric and declamations 24 hours
Divinity 16 hours
Ethics and politics 8 hours
Arithmetic and geometry 6 hours
Physics 2 hours
Botany 2 hours
Astronomy 2 hours
History 2 hours

(Ringenberg, 1984, p. 47)

It is important to note that this is a pre-Enlightenment
curriculum, and as such it contains very limited study
of math, science, or social science.

In later colonial years, as enlightenment thinking
began to grow in the colonies, the predominantly
religiously-oriented curriculum changed slightly as
institutions added more math and science. For example,
in 1727, Harvard created the Hollis Professorship of

Mathematics and Natural Philosophy, and appointed a



42

very influential, creative, and research-oriented John
Winthrop IV to the position.

During the colonial period, even the teaching
methodology reflected a historical religious influence.
Most professors utilized the traditionally accepted
method of recitation where they listened to each
individual student recite what he had learned (or
memorized). Since this was the method of church
catechism, it apparently carried the blessing of the
church leaders as an accepted, approved method of
instruction.

The faculty of the colonial colleges also
reflected the religious nature of those institutions.
Often the president and the professors were selected
for their positions because of their credibility as
ministers as much as their credibility as scholars.
For example, at Harvard, the civilian authorities
stipulated thatvthe college hire '"upright Christians
and not any that had shown themselves to be unsound in
faith or scandalous in their lives" (Ringenberg, 1984,
pP. 45). In fact, even through most of the 18th
century, the board of overseers examined each teaching
candidate on the subject of religion.

The information from the colonial colleges most
pertihent to this present study deals with student

life, and there is sufficient extant material from such
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things as student diaries, school records, and school
catalogs to ascertain in some detail how college
students actually lived during the colonial period and
what was expected of them from parents, school
officials, and the community at large.

During this period, the colleges assumed much more
of an "in loco parentis' stance than they do now.
There are several possible reasons for this. Students
were younger than present college students. Often
students were admitted to the college program when they
were about 15 or 16 years of age, and there are cases
of students as young as 12 years of age being admitted
to a full course of study. Another reason for the
strong institutional control of student life was the
British influence which was powerful in many areas of
colonial college operation. Since the dormitory had
always been such a significant feature of higher
education in England, the colonists saw the need not
only to provide room and board for the students but
also to require that all students live in college
facilities. Another reason for the stringent
requirements of students came from the fact that the
educators viewed their role as more than educators of
the mind. They saw themselves as the supervisors of
the students' spiritual growth as well. 1In fact, many

of the colonial educators saw themselves first as
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disciplinarians and spiritual supervisors while they
viewed their secondary role as developing minds.

Because of these reasons and perhaps others, the
college staffs assumed a position of supervising all
phases of a student's growth and development during his
college career. Evidence of this can be found in the
various rules of the institution itself. For example,
the young student attending Harvard faced no less than
83 rules specifying the consequences of any activity
outside the normal routine. Some of these rules
covered such activities as hunting, sailing, spending
money, and even lying on one's own bed during daylight
hours (Ringenberg, 1984).

Since there were also specific rules for
respecting one's elders, the college even went so far
as to specify the duties freshmen owed the
upperclassmen. These included such things as tipping
one's hat and even running errands (Ringenberg, 1984).

In addition to these rules, college requirements
specified specific religious activity including
compulsory chapel attendance, daily prayers, and church
attendance on the Sabbath.

A popular form of punishing violators of one of
the many rules was a monetary fine (Brubacher & Rudy,

1968).



45

Such was life at a colonial college. Steeped in
religious tradition with moral supervision as part of
their mission, they provided the learning for the
future ministers and leaders of the colonies. But even
these institutions were not free from change. 1In the
150 years between the founding of Harvard and the
American Revolution even these institutions experienced
significant changes. Often these changes came
gradually over a period of time as conditions
throughout colonial life changed, but sometimes
significant changes came abruptly.

One of the most significant agents of change in
those early colleges and one which merits consideration
in this study was the change in tone and direction of
the religious organizations which sponsored the
institutions. One of those changes during the colonial
period was the introduction of Scottish thinking into
the American churches, particularly the
Congregationalists and Presbyterians. Ministers,
schooled in the Scottish philosophy known as Common
Sense Realism, immigrated to the colonies, assumed the
pastorates of various congregations, and were soon
dominant forces of influence in most of the colleges
throughout the colonies.

Another religious phenomenon which had significant

influence on the character of the Christian colleges
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during this period was the first Great Awakening. This
popular revival movement of the 1730s and 1740s
dominated college as well as colonial life. George

Whitefield, one of the outspoken ministers of the

movement charged, "As for the universities, I believe
it may be said that their light is become Darkness,
Darkness that may be felt, and is complained of by most
Godly ministers'" (Ringenberg, 1984, p. 40). The major
theological debate of the Great Awakening considered
whether religious experience should be directed by
emotional or rational factors. Since many of the
Presbyterians and others were concerned with trends at
Yale and Harvard, they began to influence other
institutions to adopt what they called a "New Light"
position to illuminate the darkness which Whitefield
had charged.

During the 18th century, some ingtitutions, in an
attempt to maintain a large enough student body to
keep the school solvent, had relaxed admission
standards and had opened their doors to a large segment
of the population which would not have been accepted in
early colonial days. For example, Harvard, in
something of a departure from tradition, opened its
doors to the sons of the newly-rich merchant class.

These new students brought new problems to the

colleges and to the stringent disciplinary rules
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governing the institutions. There were frequent
incidents of drinking, card playing, dancing, and
violating the Sabbath. As a result, many of the more
pious students united themselves into organizations to
not only guard against these temptations but to try to
win back their lost colleagues. These organizations of
pious students were often the prototypes of campus
clubs and organizations and were in some ways the
forerunner of organized extracurricular activity on
college campuses.

Actually, the college response to the First Great
Awakening is only one example of how changes in all
areas of college operations were prompted by a change
in the religious emphasis of the times.

Throughout the 19th century, religious revivals
were frequent on college campuses. For example, at
Amherst College the faculty led the efforts to ''save
the souls of the students before it was too late"
(Brubacher & Rudy, 1968, p. 44). Throughout much of
the first half of the century, Amherst experienced a
religious revival at least once every four years, thus
providing each entering class with one opportunity for
religious renewal. In 1855, a student, William Otis
Carr, wrote in his diary,

One young man, who gloried in his wicked ways and

seemed the first in any forbidden scheme, was
stopped in his maddened course and blessed be to
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God, made a new creature. And what a change! His
first act was to banish from his room the servants
of sin. He threw into the fire his cards. To the
same flame he consigned his immense cane so
carefully prepared to row the Freshmen, and upon
this he poured the contents of his brandy bottle.
Many are giving up their foul feasts on tobacco,
and instead of the curse, from almost every room
may now be heard the voice of prayer. It is

wonderful to perceive the holy calm that reigns

around us. (Brubacher & Rudy, 1968, p. 45)

Following the Revolution, the new nation
experienced significant forces of change in national
intellectual tone, religious intensity, and
consequently educational needs. The colonial notion
that higher education was primarily for the training of
ministers and church leaders was soon lost in the new
emerging nation's need for highly trained statesmen,
educators, and even craftsmen. Just the growth of the
numbers of institutions and students alone suggests a
major change in national thinking. At the time of the
beginning of the American Revolution, there were only
nine colleges in operation. By the beginning of the
Civil War, just over one-half century later, there were
approximately 180 permanent institutions in operation.
The number of students in colleges between 1800 and
1860 grew four times faster thanm the general population
(Ringenberg, 1984).

One of the reasons for this rapid growth in both
ingtitutions and students was the increased deﬁand for

a variety of educational offerings and opportunities.
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The founding of West Point in 1802 with the distinct
purpose of preparing military personnel was the first
implementation of the idea of established higher

educational institutions with a specific curriculum

designed to meet specific needs. Other specialized and
technical schools soon appeared. In 1824, Stephan Van
Renssalaer established the Renssalaer Polytechnic
Institute, not only to traion architects and engineers
but also to train people to teach applied sciences to
the general public. Not only was the Institute
innovative in its purpose and curriculum, but the first
head, Amos Eaton, also pioneered the laboratory method
of instruction, utilized branch campuses, and
implemented evening school to serve the local farmers
and laborers.

The Morrill Act of 1862 further recognized the
training of engineers, mechanics, and farmers as a
legitimate educational purpose and provided national
support and recognition to the cause.

Shortly after the Revolution, Thomas Jefferson was
successful in keeping the control and even the thrust
of the newly established University of Virginia out of
the hands of the Anglican Church. He maintained that
no religious denomination should have a preferred
status in higher education. Largely because of his

efforts, the new republic began to accept the idea of a
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secular state university, and this new kind of
institution began to grow rapidly during the 19th
century (Brubacher & Rudy, 1968).

Early in the history of the new Republic, American
thought turned even to include the education of women,
so another kind of new institution made its way onto
the scene, the women's college. At first, these were
particularly popular in the South where they were seen
as finishing schools for the southern aristocracy; but
by 1849 such an institution was established in
Rockford, Illinois, and the movement spread to the
North.

Another kind of institution which came upon the
American scene in the mid-19th century was the Catholic
college. Although the Catholic college had a history
dating almost back to the beginning of the new nation
with the establishment of Georgetown in 1789, the rapid
growth during the 19th century was, at least, partially
a response to Catholic immigration into the United
States coupled with some often deep-seated religious
antagonism. For the most part, these Catholic
institutions were conducted by members of the clergy.
Many of them were, in fact, operated by the Jesuits and
followed the historical Ratio Studitorium in curriculum

and teaching methods.



51

Despite all these new kinds of educational
institutions and the various educational innovations,
the liberal arts, Protestant denominational college
continued to be the most common higher education
institution in the United States throughout most of the
19th century. Perhaps two reasons account for this.
The First Amendment provided for the fundamental
principle of the separation of church and state, and
the Dartmouth College decision of 1819 guaranteed that
private colleges would be free from government
interference. Despite these reasons, these
institutions sprang up everywhere. Called "Hilltop
Colleges' they were often placed in small towans
throughout the midwest because the founding fathers and
denominational leaders wanted to get the young students
as far away from the temptations of big city sins as
possible.

The sheer number of these institutions and their
rural locations caused one observer in Illinois to
remark in the 1830s, "A settler could hardly encamp on
the prairies but that a college would spring up beside
his wagon'" (Brubacher & Rudy, 1968, p. 73).

For the most part, these colleges were
denominational in purpose and intent. Not only would
they provide an education ministry, but they would

provide an educated laity for leadership in the
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denomination. Moreover, they would strengthen
denominational loyalty, meet denominatiomnal rivalry,
extend denominational influence, offset the secular
influences of state universities, and make higher
education available to a wider number of young people
throughout the Midwestern frontier.

For the most part, the curriculum and teaching
methodology combined the colonial college or historical
influence with enlightenment thinking. Although the
emphasis was still on theoretical and applied study of
the Bible, the colleges did offer classes in math,
science, and social sciences; but even the content of
these new courses was frequently measured and weighed
by biblical standards.

One of the courses which developed out of this
zeal to apply biblical principie to every piece of
human knowledge and every human activity was the senior
seminar. Called by such names as natural philosophy,
moral philosophy, or moral ethics, the class, required
for all seniors, was almost always taught by the
president of the college himself. This course was the
capstone course, the one final opportunity to send the
graduates out into the real world equipped with a
biblical base for all their knowledge and some

direction in how to apply that to their lives.



53

Although this senior seminar had a variety of
titles at all the different Protestant liberal arts
colleges, it was one of the distinctive characteristics
of the curriculum. Originating sometime shortly after
the Civil War when the basic curriculum was undergoing
some changes, the course was a basic part of the
curriculum in a number of these inmstitutions throughout
the 19th century and even into the 20th century.
Ringenberg says of the courses:

(They) were almost taught invariably by the

president to the senior class. The most common

names for these courses included mental, moral,
and intellectual philosophy (described by some as

"the science of what ought to be'"), evidences of

Christianity, logic, and ethics. The exact

content of the courses varied according to

presidential discretion, but they usually gave
emphasis to the social sciences as well as to
philosophy and religion. As discussed in detail
by Mark Noll in the introduction to this book,
these courses almost always sought to combine

Enlightenment Rationalism with the Christian

faith, using the former to support the latter.

(Ringenberg, 1984, p. 67)

The increase in both the number of Christian
colleges and the students enrolled and the location of
those institutions throughout the small towns did bring
some change to the nature of student life during the
19th century. The average age of college students
crept up slowly. Some of the colleges even added
preparatory schools to accommodate the younger students
who were either not old enough or not educationally

prepared for college work. Since the student body was
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older than in colonial days and since many of the
schools were conveniently located, a greater number of
students chose to live at home and commute to the

nearby college.

Two religious factors made significant impact on
the nature of student life throughout the 19th century.
One was revivalism, which was mentioned earlier in this
chapter. On most Protestant college campuses revivals
were often fervent and intense. Often, the faculty set
the tone for the religious zeal and became aggressively
involved in bringing the tone of revival to the campus.
Students would be dramatically saved while others would
alter their lifestyles to fit the expectations of the
organized church.

Another factor which also dominated many of these
institutions was the vision of foreign service. Many
historians attribute the beginning of the modern
missionary movement to a group of Williams' students.
In 1804, these students, led by Samuel Mills, retreated
to a haystack during a thunderstorm and there committed
themselves to volunteer for foreign missionary service.
As the students traveled to other campuses, the
movement spread, having a significant impact on both
the purpose of some of these institutions as well as
upon the kinds of lives and visions the students

themselves had toward a college education. Charles
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Blanchard, the second president of Wheaton College in
Illinois, once remarked that the institution was
centrally located, not just between the two national

coastlines but between the continents of Europe and

Asia (Armerding, 1974).

Another very significant influence in the lives of
the Protestant liberal arts college students during the
19th century was that of the literary societies.
Usually, any institution, regardless of size, would
have at least two societies which competed with each
other in literary matters as well as in attempts to
attract the finest and best students. Although the
societies had a social function, their major thrust
was more academic. At regular weekly meetings, the
students would engage in debates of current events,
listen to guest lecturers, or even learn the mechanics
themselves. On many campuses the societies would often
compete with each other in campus-wide debates or
oratorical contests. In many places, professors
themselves would recognize the educational value of
those contests and dismiss students from class to
prepare for the events. William Seward, Secretary of
State under Abraham Lincoln, once remarked of his
education at Union College, New York, "If I were
required not to say what part of my college education I

derived the greatest advantage, I should say the
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exercises of Adelphic Society" (Brubacher & Rudy, 1968,
p. 48).

Not only did the societies contribute to the
reasoning and oratorical skills of their members but
they also assumed some responsibility for the general
conduct of the members. For example, one society at
Princeton could suspend members for neglecting their
studies, wasting time at taverns, or exhibiting
anything other than exemplary behavior.

On many campuses, the societies also provided
library services for their members when the college
libraries were inadequate or when services were limited
to students. For example, in 1839, the literary
society libraries claimed more than 15,000 volumes
while the college library itself had fewer than 11,000.
In many of the 19th century colleges, the libraries
were almost off limits to students. At Columbia, which
seems rather typical of others, freshmen and sophomores
were allowed in the library once a month to gaze at the
books. Juniors went once a week with tutors to receive
lectures on the services available. Seniors were
actually permitted to read some of the volumes, but
they were not allowed to take them from the library
itself. Thus, the literary societies filled a need by

providing library services (Brubacher & Rudy, 1968).
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Other than the organized revival efforts, the
informal organizations of pious students, the
missionary organizations, and the literary societies,
there were few other student organizations or organized
student activities in most of the 19th century
Christian colleges. Organized sports did not come on
to the campuses until almost the 20th century, and
student government organizations did not appear until
several years after the Civil War.

Although the 19th century Christian colleges
provided education for a large number of American young
people who might not have otherwise had an opportunity
for a college education, they too experienced
difficulties and were subject to changes and changing
times. One of the most significant elements of change
was in the struggle to survive. Of the 500 colleges
founded during the first half of the century, only
about 100 survived as permanent institutions (Brubacher
& Rudy, 1968). There were various reasons for the high
mortality rate. The financial panics of 1837 and 1857
diminished the pool of potential students. Some
colleges encountered natural catastrophes such as fires
and diseases. But frequently the sum of the difficulty
lay within the supporting denominations and the
changing religious tone. Since some of these

institutions grew out of the revival movement and were
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supported by the revival-conscious denominations such
as the Baptists and Methodists, the diminishing of the
revival efforts affected the lives of the institutions.

On the other hand, many denominations suffered
internal fights and actually experienced splits and
divisions and during these internal dissensions, the
colleges were often caught in the middle.

But an even bigger influence had a profound effect
on Christian colleges in the last 100 years, and that
was the influence of the change in national attitude
toward religion and life in general. During the
Colonial period and the first half of the 19th century,
many Americans saw some relationship between higher
education and religious life. For many educators, the
chief purpose of higher education had something to do
with moral growth, and moral growth was connected to
spiritual growth; but in the last century, the
purposes, curriculum, and activities of most higher
education is far more secular in its scope. For
example, in 1911, students at Oberlin, which was
historically a Christian liberal arts college, stated
that the development of mental powers was the most
important goal of a college education while development
of religious life was below average (Ringenberg, 1984).

This change in attitudes could be attributed to

several factors--evolution and the increasing
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importance on science and science teaching; the
industrial revolution and the need for a more diverse
curriculum and purpose; the changes in the
denominations themselves; the identification of
American pragmatism as a philosophy of life and its
appeal to the American people; and the changes in adult
attitudes toward college-age people.

Ringenberg (1984) lists seven characteristics
which demonstrate how changes occur in Christian
colleges, moving them from their 19th century
orientation into their current status. Having
documented how these transitions have come to many of
the Christian colleges throughout the nation,
Ringenberg concludes

No longer then, do the avowedly Christian colleges

sit at the apex of the country's educational

structure. That mid-19th century realist is now
gone. Some of the old colleges continue to
operate as unapologetically Christian institutions
and to their ranks have been added many others
during the last century; but the Christian
colleges today, although growing in program
quality and public respect, do not hold the same

position of prestige in society that they once
did. (p. 146)

Trends and Changes in Higher Education

Surveying the characteristics of Christian
colleges and surveying the history of Christian higher
education in this country contribute to a gemneral

understanding of both the nature and the current
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conditions of these institutions. Yet, other factors
must be considered in attempting to predict the
destiny, direction, or even future trends of those
colleges identified as Christian colleges and the kinds
of education they offer their constituency and to the
nation in general.

The survey of the history of Christian colleges
demonstrates that the future of an institution or even
a particular approach to education is not always a
simple linear extrapolation of the past into the
present into the future. Sometimes changes in social
and economic conditions significantly and abruptly
alter educational offerings, educational expectations,
and college life in general. To attempt to understand
the changes and the lack of changes which have occurred
during the past 10 years in the colleges surveyed in
this study, it is necessary to examine general national
changes and trends in areas including demographics,
school mission statements, and the attitudes and

behaviors of students.

Demographics

On the surface, it appears that the small
Christian colleges are in danger and are in fact
fighting for their own survival. Two significant

factors predict bleak futures for all higher education
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and for the small private college in particular. For
one thing, the potential student pool is diminishing.
There are simply fewer students graduating from high
school. 1In 1984 alone, the population of high schools
declined 5.3%. In some areas of the country, this
decline is even more severe where there has been as
much as a 40% decline in recent years (Keylock, 1985).
According to Baptista (1980), '"Projections just
released by the National Center for Educational
Statistics predict 500,000 fewer college students in
1988 than in 1979" (p. 1320).

The other factor is the spiraling costs of a
college education which is far more severe for the
private school than the public one. At most of the
institutions surveyed in this study the total cost of a
four-year college education will exceed $40,000.

John L. Glancy, director of university relations at
Seattle Pacific University in Washington, stated
recently that "from 1980 to 1983 family income rose
20%, but private college costs rose 407 during the same
period" (Keylock, 1985, p. 55).

With the combination of these two factors, it
would appear that the small private colleges which must
operate financially from the limited resources of
student tuition and private giving are having serious

financial struggles. Already, some institutions have
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failed. Since some of these were 8o small and

unstructured that it is difficult to identify them as
colleges, the precise number of institutions that have
failed is a bit difficult to establish; but according

to McGrath (1981)

A recent article ion the Chronicle of Higher
Education listing the colleges that have
disappeared reveals that since 1970 72 privately
supported institutions either have closed, merged
with another private college or university, or
turned over their assets and management to public
control. (p. 7)

In a similarly interesting statistic, McGrath
(1981) states, '"In 1950, about 50% of the full-time
students were enrolled in independent colleges and
universities while recently that percentage has dropped
to about 20%" (p. 9).

Mosely and Bucher (1982) give specific figures.

There are 700 colleges and universities with

religious ties in the United States today; they

make up one-fourth of all post-secondary education
institutions and enroll 10% of American college

and university students. (p. 46)

In fact one of the institutions of this present study
has actually merged with another. Barrington College
in Rhode Island merged with Gordon College
(Massachusetts) during the 12 years between the Valle
and Vandermeulen study; and in this process, Barrington

lost its physical structure, its curriculum, its

educational purpose, and its identity.
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On the other hand, despite these statistics which
indicate survival problems for many of the small
Christian colleges, some of the experts maintain that
the situation is not as bleak as it seems. Astin
(1977) accounts for the failed institutions in the
following way:

One other fact about the 72 which closed
deserves mention. Of the 47 nonpublic, non-
Catholic institutions included in this group, 12
had a Protestant affiliation and 35 were
classified as independent of any church
relationship. Considering the nearly 3,000
American institutions of higher education, the
demise of 12 Protestant, 25 Catholic, and 35
independent colleges, however important they may
have been to the members of their own academic
communities or nostalgically enshrined in the
hearts of their alumni, hardly takes on the aspect
of the major national disaster suggested in
today's headlines. These figures deserve this
extended analysis because they dispel the illusion
that the private, independent colleges are dying
off at an epidemic rate. As far as the youth of
this country seeking an institution in which
religion constitutes a genuine element in the
total educational experience is concerned, they
are more likely to be denied this opportunity not
by the closing of denominational colleges but by
the abandonment of religiously related goals and
practices by institutions which continue to
publicize a nominal church relationship. (p. 4)

McGrath (1975) argues the same point by saying:

The majority, when they closed or merged, had
fewer than 300 and over 20% had fewer than 100
students. The history of most of these colleges
reveals that they had never had sufficient
enrollments or fiscal resources to assure
viability in a period of economic stress like that
of the past several years. With the notable
exception of a few like Parsons College, they were
not robust liberal arts colleges wiped out by
sharp drops in enrollment, competition from new
community colleges, or the current pervasive
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economic crunch. Twenty-five were sustained by a
single religious denomination--the Catholic
Church--often located within easy travel distance
of other colleges of the same faith offering
programs with much in common. It is questionable
whether their closing has denied a quality higher
education to many young persons of that particular
religious persuasion. (p. 3)

Another piece of evidence from the research of
Emerson indicates that in spite of the problems
presently besetting Christian colleges, the
consequences have not yet been severe.

The facts of a declining pool of students and
spiraling costs, colleges have upgraded their
recruitment efforts by attracting large numbers of
older students. As a result, though the number of
full-time, first-time freshmen in the 18- to 24-
year-old category declined by 2.85% (according to
a report in the Dec. 20, 1984 issue of USA Today)
total enrollment is up by 0.65% at public
universities and colleges and down only 0.88% at
private institutions of higher education. Though
public two-year junior and community college
enrollment declined 2.19%, older college graduates
swelled the ranks of graduate schools with an 8.9%
increase in enrollment. (Keylock, 1985)

Mission Statement

Although the research shows a definite decline in
potential student pool and spiraling costs of a four
year college education, particularly at private
institutions such as those considered in this study,
further research does not indicate these factors have
resulted in severe consequences in stable, robust,
liberal arts colleges which maintain a close identity

with a statement of faith.
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According to research, there are various reasons
for this which merit further investigation. Some of
the institutions have responded to the current trends
in population and costs by either adjusting or
reaffirming their mission statement, and this kind of
activity may have a direct bearing on the results of
this study.

One of the attempts to solidify the position and
survival of Christian liberal arts colleges was to
create an organization of institutions with similar
objectives and missions. In 1976, 70 colleges formed
an organization called the Christian College Coalition
for the purpose of bringing its member colleges into a
cooperative relationship and to strengthen them by
helping them achieve common goals which are most
effectively accomplished by working together. The
coalition located its main offices in Washington, D.C.,
and employed a staff of qualified educators, lobbyists,
and administrators to respond to the political and
educational interests of its constituency.

Although the membership in the coalition includes
more than 30 different Christian denominations,
membership is still limited to "those colleges which
have a policy of hiring as faculty and administration
academically qualified men and women who are personally

committed to the Christian faith and who seek to
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integrate that faith into the academic realm and into
daily life" (Christian College Coalition, Case
Statement).

For its member institutions, the coalition
attempts to meet objectives.

1. To assist, through cooperative programs, the
member colleges in improving and strengthening their
efforts to make the Christian faith central for their
students in all areas of life.

2. To provide information to member colleges
about, and when appropriate to act upon, legislative or
litigative issues which have special import to
coalition members.

3. To promote and increase the public's awareness
that a major group of deeply committed Christian
liberal arts colleges provides a distinctive option to
college bound students.

4. To promote and encourage a sense of unity and
cooperation among the coalition member colleges,
including the sharing of expertise, talents, and ideas
for the benefit of every member institution (The
Christian College Coalition Case Statement)

In order to maintain a constant enrollment during
the time of a decrease in the number of eligible
students, many Christian colleges broadened their

admissions policies to include those who had not
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previously been considered potential students. For
example, some institutions have altered admissions
policies concerning religious homogeneity. Until
recently, many of these institutions were almost
exclusively denominational colleges serving both the
interests and the students from one denomination.
Often, the admissions procedure included a statement of
the student's denominational preference; and even if
denominational commitment was not a requirement for
admission, it was a priority. In recent years, this
has changed in many institutions.

One example of this is Northwestern College,
Orange City, Iowa, which is a denominational
institution supported by the Reformed Church of
America. In a 1967 paper, Arthur Van Eck showed the
change in denominational backgrounds of the students
but then went on to explain that this diversity could
actually be educationally positive.

Religious change among students at
Northwestern is significant for while students
from the Reformed Church in America continue to
predominate, there is a strong minority from other
religious groupings. Roman Catholics in numbers
have appeared on the campus for the first time.
This ecumenical impact is bound to have an
acculturating influence on the students, the
faculty, and even the town. The old days of
religious homogeneity (if those days ever existed)
are gone. New ideas, new questions, new urgings,
all within the religious context, will be raised
and will have to be grappled with. This will be

unsettling for many but can also be invigorating.
It can also help prepare Northwestern students for
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the pluralistic society in which most of them will
have to live. (p. 3)

With a change in policy regarding denominational
commitment of students, institutions could then begin
to implement recruiting efforts among a number of

economically and ethnically diverse constituencies.
McGrath (1981), for example, recommended this new kind
of thinking but, at the same time, suggested new
procedures and a new institutional attitude.

However, in this hour, everyone in the
academic community (except those in the most
selective) must recognize that the large majority
of their students will not be found in this
preferred group. Even in the heyday of abundant
applicants, Humphrey Doerman, now president of the
Bush Foundation, in a study of the number of
colleges and universities, their standards of
admission, and the available high school graduates
in top levels of scholastic aptitudes,
demonstrated conclusively that many institutions
which spent considerable energy and money in
pursuing the upper 10% or 15% were doomed to
disappointment. His conclusion today, when there
are just not enough students in those categories
to fill the hoped-for quotas is even more valid.
This inference is supported by figures from the
Educational Testing Service which provides some
indication of the number of high school graduates
in various categories of ability who might in any
one year be candidates for admission. In 1980,
the average scores of the Scholastic Aptitude Test
of seniors was 424 on the verbal and 466 on the
math sections. In estimating enrollments, these
figures must be conditioned by two considerations.
First, a disproportionate share of those with high
scores will continue to be drawn off by selective
institutions. Second, since about 50% of the age
cohort now attend college, efforts to increase
enrollments will have to be based on an
institutional willingness, indeed determination,
to accept students below the average of their
present matriculants. Faculty members must face
this fact realistically because deeply imbedded
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attitudes and teaching procedures will have to be

modified if these new students are not to end up

as dropouts. Moreover, if the bottom line of
financial well-being is to be preserved, a larger
percentage of matriculants must be held into the
junior and senior years where at present many
small classes decrease the student-faculty ratio
and thus increase the unit cost of instruction.

Whether the admission and effective instruction of

students in the third, fourth, or even the fifth

of ability groupings is academically and socially
justifiable can only be determined by realistic

answers to two questions. (p. 12)

Already some institutions have responded to
situations ocecurring as a result of these techniques to
recruit a more diverse student body. Until a few years
ago, Trinity Christian College, a small four year
liberal arts college in the Chicago suburbs, had a
student body which was almost exclusively from the
Christian Reformed Church and the Reformed Church of
America. When the institution began to actively
recruit a more diverse student body, the administration
and faculty became aware of the new developments and
demands in educational and social conditions on campus,
and in August, 1986, the entire pre-school staff
development activity consisted of dealing with the
problems of a more diverse student body. The faculty
studied such practical issues as teaching methods
appropriate for the less-prepared student, and the book

store staff was requested to remove from stock all

bumper stickers which announced, "If you're not Dutch,
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you're not much!" (Trinity Christian College Staff
Development Schedule, 1986).

Another approach that some institutions took to
meet the challenge of survival in the face of declining
available students and rising costs was to reaffirm the
institutional mission statement and to reaffirm the
mission of Christian liberal arts education in general.
John Sibler of Boston University brought this issue
into sharp focus when he said that the major question
these colleges and universities face is whether they
deserve to exist (Moseley & Bucher, 1982).

Bennett (1982), for example, specifically
addressed the question of the colleges still supported
by the mainline denominatious.

The church bodies must also be reviewing this

relationship. Quite unlike the evangelical

colleges, the mainline institutions have no
conspicuous religious profile. Apart from the
college chaplain and denominational
representatives on the governing board, the church
is practically invisible. Student and faculty
alike seem to be no different from counterparts in
public institutions. Virtually all states now
have well-developed systems of tax supported
education. When then should churches divert

scarce dollars to colleges? (p. 101)

Bennett goes on in his article to answer his own
question by developing the common interests of the
church and the college. He suggests that both have a

shared interest in the value of knowledge and both are

concerned with the welfare of the individual and with
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opportunities for the full development of his or her
intellectual resources. According to him, "the church
will show greater interest in those educational
communities in which the individual student is
important in some conspicuous fashion" (Bennett, 1982,
p. 162).

He further maintained that these institutions are
in a better position to deal with the issues of value
development.

The aim is rather to elicit an informed and
integrated self-understanding of the sort achieved
best when students grapple with ultimate
questions. Distinguished by their peculiar
reflexive twist, these questions turn on and
necessitate inquiries into personal identity and
meaning. These conditions are precisely the ones
that the mainline denominational colleges can and
do excel in providing, an atmosphere of tolerance
and an appreciation of pluralism, together with an
emphasis upon critical yet personal inquiry. In
short, the particular competence of these colleges
focuses on that sensitive combination of
understanding of self and understanding the world
that is the goal and mark of a liberal education.
(Bennett, 1982, p. 163)

Bennett concluded his statement by stating that
this kind of free inquiry cannot be fully achieved
under secular conditions because of what he calls the

"tragedy of secularism,” there is that inability to
identify any ground for or standpoint about ultimate
meaning.

This idea of value attention to the individual is

supported by several other studies. Astin, in a very
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thorough study of 200,000 students over a 1l0-year
period, found that smaller institutions provide a
richer total educational experience than the larger
universities and that private institutions seem to
foster greater student change than public institutions
(Astin, 1979).

Another study by the State University of Buffalo
indicated the same findings. This study attempted to
identify the 20 main reasons why students dropped out
of the university. The top reason was that the
institution was too large. Out of the top 11 reasons
given, 9 had something to do with size (McGrath, 1981).

In a 1980 article, Moseley recognized the
challenges of survival facing the Christian liberal
arts colleges at that time, and he saw the solution in
clarifying the mission and the mission statement of the
institution. He said, "On each campus we must come to
some agreement on what we are about and put our
educational business and operations in order" (p. 179).
He then suggested five elements of a mission statement:
1) the definition of the college, 2) the basic
commitment of the college, 3) the educational
philosophy of the college, f) the distinctiveness of
the college, and 5) the goals and objectives of the

college.
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Moseley went on to state that he saw five positive
results from an institution clarifying its mission
statement,

1. It can demonstrate the difference between the

mission of the church and the mission of the college.

2. The mission statement can help the college
address the realities of the higher education context
identified earlier.

3. The mission statement can be an important
benchmark against which to evaluate the college.

4. By giving expression to and making known the
college's role and thereby reducing confusion, it can
free a college to accept challenges that are within its
mission.

5. The statement and process of developing the
statement can be the means to draw all constituencies
close to the college, facilitate their understanding
about the college, and gather their support (Moseley,
1980, p. 180).

He concluded his article with an optimistic belief
in the value of the mission statement during the times
of crises and changes. The most basic need in the
changing condition and context of higher education is
the realistic rethinking of the college mission
statement and renewal of the college's commitments as

we enter the 1980s (Moseley, 1980, p. 182).
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In 1979, McIntyre offered the same advice for
Catholic colleges. He said, "The pivotal question is
not the academic claiber of the Catholic college but
rather its religious commitment" (p. 106). From there
he asked the hard question as to whether the Catholic
college is distinguishable from the secular college.

To answer that question, he offered the following
proposals to Catholic educators.

Catholic educators must be willing to articulate

their purposes clearly and succinctly, emphasize

their goals and dramatize the importance of both.
Further he suggested

In addition to a clear statement of goals and its

frequent forceful expression by the president and

other prominent administrators a college's
philosophy must be known and understood by all
members of the staff, including groundskeepers,

secretaries, and food service employees. (p. 106)

But McIntyre saw these purposes to be bigger than
just the academic structure of the institution. He
said, "The Christian community of the future must be
willing to examine the morality of all issues and the
social, ethical, and human dimensions of questions that
are of deep concern to students" (McIntyre, 1979,

p. 109).

Moseley and Bucher, writing in 1982, saw the need

for colleges to clarify their mission statements and

educational functions in six components: 1) the

structural component, 2) the communal component, 3) the
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personal component, 4) the moral component, 5) the
spiritual component, and 6) the educational component.
They went so far as to maintain, '"Evidence

suggests that institutions that simply expand their

constituency base and do not clarify it may be
jeopardizing their appeal" (Moseley & Bucher, 1982,

p. 47). One place there they strongly urged
clarification was in the institution's extr;curricular
offerings.

Historically, the principle of in loco parentis
bad governed extracurricular activities and
parietals were the primary, although not the only
form of in loco parentis. Today, in loco parentis
and parietals remain in some institutions although
they have undergone a significant evolution.
Systems for student's personal and social
accountability have replaced rules. In some
institutions, required chapel has been replaced by
a convocation obligation that ensures choice and
exposure to cultural events. Dormitory resident
assistant programs, student personnel services,
counseling programs, and career development
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