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Mission and Introduction to The Association for
Christians in Student Development:
The Association for Christians in Student Development (ACSD) is
comprised of professionals who seek to bring their commitment to Jesus
Christ together with their work in college student development. Through
the exchange of ideas, encouragement of networking, regional and annual
conferences, and application of scriptural principles to developmental
theory, ACSD seeks to enable its members to be more effective in
ministering to students.
The roots of ACSD go back to the 1950s with the formation of the
Christian Association of Deans of Women and the Association of
Christian Deans and Advisors of Men. The two groups merged in 1980,
reflecting a commitment to work together with mutual respect. ACSD
has grown and currently represents more than 1,100 individuals from
more than 250 institutions. While membership originally centered in
Bible institutes, Bible colleges, and Christian liberal arts colleges, the
Association has committed itself to linking up with colleagues in all
institutions of higher education, both public and private. In support of this
emphasis, the Association has sponsored prayer breakfasts and workshops
in conjunction with annual conferences presented by major student affairs
associated organizations.
Membership in ACSD is open to all persons who have or are preparing
for responsibilities in student development areas in higher education and
who are in agreement with ACSD’s doctrinal statement, constitution,
and bylaws. Members receive the Association’s newsletter, free access to
placement services, reduced rates at annual conferences, and copies of
Growth: The Journal of the Association for Christians in Student Development.

In keeping with the mission and goals of the Association, the
purposes of Growth: The Journal of The Association for Christians
in Student Development are:
•
•
•
•
•

To provide a forum for members to publish original research.
To encourage the membership to be active in scholarship.
To provide members with access to beneficial resource material 		
intended to inform good practice.
To stimulate research in Christian student affairs.
To promote the ideals of ACSD and Christian student affairs
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Dear Readers:
We are pleased to share with you the twentieth edition of Growth: The
Journal of the Association for Christians in Student Development. For
twenty years, Growth has strived to provide readers with relevant original
research and pertinent professional development to aid in our work with
college students. We trust that you have found this information useful
to your work and that you will find the articles and book reviews in this
current issue to be helpful in informing your work as educators.
This year, you will discover four feature articles including original research
focusing on self-authorship, student experiences, and engaging as a
believer in the secular academy. These articles are followed by a collection
of book reviews that are intended to introduce us to new publications that
will guide and shape our efforts as student development practitioners.
We are grateful to those who work to make Growth possible, including
Julia VanderMolen, TRIO Coordinator at Calvin University, who serves
in the role of Book Review Editor, as well as the Associate Editor in Chief,
Austin Smith, and the Associate Editors, Eli Casteel and Nick Dennig,
who have provided guidance to the review of materials and publication
processes of the journal. Additionally, we would like to thank Lucy Man,
the Marketing Coordinator for Housing and Residence Life at Pepperdine
University, who provided our graphic design and layout this year. They,
along with our peer review team, have put forth great effort to produce
an edition that represents strong scholarship and is diverse in its coverage
of topics.
We particularly want to encourage you, the reader, to consider submitting
manuscripts for consideration for future issues of Growth; the next edition
will be published in the spring of 2022. Publication guidelines are included
in this issue on the inside of the back cover and are also available via the
Association for Christians in Student Development web site. We are
especially interested in manuscripts presenting original or basic research
and encourage anyone who has recently completed a graduate thesis or
dissertation to submit an article.
The publication team would like to thank you for your support of Growth:
The Journal of the Association for Christians in Student Development. We
hope your reading of it will be both engaging and challenging.
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Dr. Skip Trudeau, Co-Editor
Dr. Tim Herrmann, Co-Editor
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Abstract
Ample research suggests that self-authorship may serve an important role in helping students develop as whole people. Therefore, the time is ripe for Christian student affairs professionals to
further investigate the construct of self-authorship, specifically
how it may be shaped in the college context. To that end, the
purpose of this study was to identify key factors that influence
self-authorship among a sample of first-year students attending
a Christian university (N=428). Drawing on the work of Kegan
(1994) and Baxter Magolda (2001), this study utilized hierarchical multiple regression analysis to examine the relationship between self-authorship and a set of predictor variables, namely,
civic engagement behavior, problem-solving ability, strengths
self-efficacy, spirituality, religiosity, and social support. Findings
indicate that strengths self-efficacy, civic engagement behavior,
and problem-solving ability were significant predictors of selfauthorship. Implications for research and practice are outlined
and discussed.

Introduction
“In the undivided self, every major thread of one’s life experience is
honored, creating a weave of [total] coherence and strength…Such a
self, inwardly integrated, is able to make the outward connections on
which good [work] depends.”
–Parker Palmer, Courage to Teach
“Teach me your way, Lord, that I may rely on your faithfulness; give
me an undivided heart, that I may fear your name.”
–Psalm 86:11 (New International Version)
At the heart of student affairs work lies a deep commitment to helping students develop as whole people. It is not surprising, then, that the
phrase “holistic student development” is so widely used among student
affairs practitioners—it speaks to the profession’s fundamental aim of
fostering student growth and maturity among all areas of well-being
(social, intellectual, moral, etc.). While promoting students’ holistic development is certainly important and valuable work in itself, such work
carries even greater meaning in light of our Christian faith. For Christian
student affairs professionals, the notion of holistic student development
has implications that go beyond nurturing students’ overall growth and
well-being. This is because, through a Christian lens, helping students
develop as whole people means leading them on the path of restoration
and reunification with our Creator.
As Scripture reminds us, we bear a divine imperative to pursue wholeness. When God made humanity, He made it in His Image (Genesis
1:27), therefore bestowing upon it the state of being complete and whole.
After the Fall, however, humanity was separated from God (Genesis
3:23) and therefore rendered broken and incomplete as a result. Yet, our
souls—the “life-giving core of the human self ” (Palmer, 2004, p. 2)—
never lost the desire to be made complete again. Our souls, therefore,
long for wholeness—they long to be reunited with God.
Our Christian faith, thus, compels us to view holistic student development as the process of guiding students toward true, biblical wholeness—
toward “reconnect[ing] with the divine likeness afforded to them as a
result of being created in God’s image” (Ream & Glanzer, 2013, p. 111).
By aiding students in their pursuit of wholeness, Christian student affairs
professionals help students fulfill their souls’ deepest yearning—that is,
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to grow closer to God and ultimately become who He created them to
be. One of the goals for Christian student affairs work, then, is to help
students align their actions with their innermost values and commitments—to cultivate what Parker Palmer (1997) refers to as the “undivided self.” Palmer speaks poignantly to this concept in Courage to Teach,
stating that in the undivided self, one’s external life is wholly congruent
with one’s internal soul. Such congruity, he asserts, is the foundation for
a larger and deeper life (Palmer, 1999).
According to Palmer, by becoming more attuned to our inner condition and dynamics—our inner self, so to speak—we can then go on
to make choices that are life-giving for ourselves and others (Palmer,
1997). This notion of attending to one’s inner self in order to develop as
a whole, undivided person is precisely why the concept of self-authorship
should be a relevant consideration for both college students and Christian student affairs professionals alike. Defined as “the internal capacity
to define one’s beliefs, identity, and social relations” (Baxter Magolda,
2008), self-authorship refers to one’s development of a coherent, internal identity (Pizzolato, 2005). As students develop and strengthen this
internal identity, they build an internal foundation that provides stability amidst the complex forces they may face—a base camp of convictions that will sustain them through the tempests of contemporary life.
In short, by nurturing self-authorship, students learn to develop and exercise their inner voice—thus gaining the capacity to see themselves as
authorial beings who may join God in writing the magnificent story of
redemption and restoration.
While there is fairly abundant literature highlighting the various benefits associated with self-authorship, far less work has been done to examine what may predict self-authorship itself—much less within a Christian college context. Therefore, the overriding purpose of this study was
to understand which factors may predict self-authorship in students attending Christian universities. To that end, this study used hierarchical
multiple regression analysis to examine how a set of variables influenced
self-authorship among a sample of first-year students attending a Christian university (N=428). Specifically, the author’s work was guided by the
following research question: Drawing on the work of Kegan (1994) and
Baxter Magolda (2001), to what extent do spirituality, religiosity, strengths
self-efficacy, social support, problem-solving ability, and civic engagement
behavior influence self-authorship in first-year students attending Christian universities?

Review of Relevant Literature
Self-Authorship
Self-authorship is a topic that has been heavily investigated throughout
the scholarly literature on college student development. The concept of
self-authorship was first introduced by Robert Kegan (1994), who used
it to describe the “developmental shift from reliance on external to internal sources of meaning-making” (Baxter Magolda, 2009). Baxter Magolda (2001; 2004) later built upon this concept, applying it specifically
to the context of college student development. In brief, self-authorship
is defined as “the internal capacity to define one’s belief system, identity,
and relationships” (Baxter Magolda, 2007, p. 69) and highlights the interconnectivity between cognitive, intrapersonal, and interpersonal development. These three areas of development—cognitive, intrapersonal,
interpersonal—thus constitute the different dimensions, or domains,
among which self-authorship is cultivated (Baxter Magolda, 2007).
In recent years, the relationship between self-authorship and college
student well-being has become a focus of empirical inquiry. For instance,
in her dissertation research, Tetley (2010) discovered that self-authorship correlated with both hope and life meaning among a sample of
sophomore college students. Additionally, in a recent study by Bowman,
Linley, and Weaver (2020), self-authorship was found to significantly
predict various psychological well-being and leadership outcomes. Their
findings corroborate the work of other scholars; for instance, recent
studies have shown that self-authorship may predict college students’
leadership capacity (Eriksen, 2009; Collay & Cooper, 2008) as well their
ability to cope (Pizzolato, 2004) and seek help (Surmitis, 2014).
Another subset in the literature on self-authorship and college student
well-being focuses on the cognitive gains that students may derive from
developing self-authorship. For instance, several researchers contend
that a strong relationship exists between self-authorship and intellectual
growth (Meszaros, 2007). Additionally, self-authorship has been found
to correlate with higher levels of student metacognition (King & Siddiqui, 2011) as well as academic performance (Strayhorn, 2014). Finally,
self-authorship may also be linked with greater decision-making abilities among college students (Creamer & Laughlin, 2005).
Taken together, these findings suggest that developing self-authorship may enable college students to lead more developed, well-adjusted
lives. However, while recent studies have provided greater insight into
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the relationship between self-authorship and personal well-being, a gap
exists in terms of our knowledge on which factors may predict self-authorship itself. Fortunately, a small cadre of researchers has begun to
take steps toward filling this critical gap in the literature. For example,
some researchers have examined how certain demographics may impact
students’ self-authorship development (Torres & Hernandez, 2007;
DeLay, 2019). Other scholars have focused on how certain environmental aspects (Wawrzynski & Pizzolato, 2006; Baxter Magolda, 1999) and
experiences (Dugas, Geosling, & Shelton, 2019; Barber & King, 2014;
Pizzolato et al., 2012) may influence college students’ self-authorship development within the college context.
While studies such as these represent a collective attempt to better
understand the nature of self-authorship, more work needs to be done.
Broadly speaking, self-authorship remains a “complex, multidimensional construct that is not well understood by researchers or practitioners”
(Tetley, 2010, p. 303). Therefore, in order to better understand self-authorship—particularly how it may be shaped during the college years—
additional research is needed.
8

Conceptual Framework
The conceptual framework for this study was informed by the work of
Kegan (1994) and Baxter Magolda (2001). Kegan (1994) first articulated
three dimensions of self-authorship: 1) Interpersonal, 2) Intrapersonal,
and 3) Cognitive. A visual diagram of these three domains is presented
in Figure 1. Baxter Magolda (2001; 2004) later expanded on these three
dimensions, specifically foregrounding them in the context of college
student development.
According to Baxter Magolda (2004), the interpersonal domain of
self-authorship refers to maturity in one’s relationships and interpersonal interactions—it addresses the question of how do I relate to others?
In this study, interpersonal variables included perceived social support
and civic engagement behaviors. Together, these two variables provide a
closer look at how students relate to two important groups within their
social network: their immediate social circle and members of their local
community. Perceived social support indicates to what extent students
believe they can rely upon their immediate social group (peers, family,
etc.)—an element that may be particularly relevant toward cultivating
self-authorship. As Palmer (2004) notes, a strong community “helps
people develop a sense of true self, for only in community can the self

exercise and fulfill its nature: giving and taking, listening and speaking,
being and doing” (p. 39). In a similar vein, civic engagement behavior
was included to measure the extent to which students are actively involved in their local communities. Self-authorship has been linked with
civic identity in the scholarly literature, suggesting that service to one’s
community may lead to a greater sense of self (Iverson & James, 2013).
The intrapersonal domain, on the other hand, refers to one’s level of
self-knowledge—it addresses the question of who am I? For this study,
intrapersonal variables included strengths self-efficacy, religiosity, and
spirituality. Strengths self-efficacy was used to assess to what extent students believe they can effectively apply their personal strengths in various contexts. Developing efficacy in one’s strengths requires understanding one’s personal strengths to begin with—therefore, it is a construct
closely tied with self-knowledge. Additionally, the links between spirituality, faith development, and self-authorship are firmly established in the
literature (Bryant, 2011; Nolan-Areñez & Ludvik, 2018; Frieden, Baker,
& Mart, 2014). Therefore, religiosity and spirituality were included to
examine whether the strength of one’s religious and or spiritual identification had any impact on one’s level of self-authorship.
Finally, the cognitive domain refers to one’s ability to synthesize, apply,
and create new knowledge—it addresses the question of how do I know?
As Baxter Magolda and King (2004) note, one’s cognitive development
can be assessed using a variety of constructs (creativity, decision-making
ability, etc.). However, these authors especially stress the importance of
a self-authored person’s ability to problem solve. Therefore, this study
included problem-solving ability as a cognitive variable.
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Figure 1
A visual diagram representing the three domains of self-authorship

Interpersonal
Domain

Cognitive
Domain

Intrapersonal
Domain
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Materials and Methods
Instruments
For each of the following instruments, when a measure used a Likert-type response format of other than six alternatives, the scales were
adapted to use a common 6-point format.
Self-Authorship
An adapted version of Pizzolato’s (2007) Self-Authorship Scale (SAS,
four items) was administered to assess participants’ self-authorship. Possible Likert-type responses to each item range from 1 (strongly disagree)
to 6 (strongly agree), with a higher score representing a higher level of
self-authorship. Sample items include “I am able to break down real-life
problems into smaller parts” and “When I set a goal for myself, I come
up with a specific plan of how I am going to achieve it.” The SAS has previously demonstrated excellent psychometric properties and is widelyused in self-authorship research (Wawrzynski & Pizzolato, 2006). In this

study, this scale had a Cronbach’s alpha (α) of .81 and therefore demonstrated sufficient reliability.
Social Support
Participants’ perceived social support was measured using the twelveitem Multidimensional Scale of Perceived Social Support (MSPSS; Zimet
et al., 1988). Sample items include “My friends really try to help me”
and “I have a special person who is a real source of comfort to me.” In
this study, this scale demonstrated sufficient reliability with a Cronbach’s
alpha (α) of .90.
Civic Engagement Behavior
Participants’ level of civic engagement behavior was assessed using the
six-item behavior subscale from Doolittle & Faul’s (2013) Civic Engagement Scale (CES). Sample items include “I am committed to serve in my
community” and “I believe it is important to volunteer.” In this study,
the scale had a Cronbach’s alpha (α) of .90 and therefore demonstrated
sufficient reliability.
Strengths Self-Efficacy
Strengths self-efficacy was measured using an adapted version of the
eleven-item Strengths Self-Efficacy Scale (SSES; Tsai et al., 2014). The
scale’s items included language that was adapted to fit the population
of interest: first-year college students. Sample items include “How confident are you in your ability to use your strengths to help you achieve
your goals in life?” and “How confident are you in your ability to apply
your strengths at school?” This scale demonstrated sufficient reliability
with a Cronbach’s alpha (α) of .95.
Spirituality
Participants’ spirituality was measured using an adapted version of the
Spiritual Identification sub-scale from the College Students Beliefs and
Values (CSBV; Astin, Astin, & Lindholm, 2011) survey. This scale contained four Likert-type response items that each measure participants’
spiritual beliefs and attitudes. Sample items include “I feel a sense of connection with a Higher Power that transcends my personal self ” and “I
consider myself a spiritual person.” In this study, this scale had a Cronbach’s alpha (α) of .90 and therefore demonstrated sufficient reliability.
Religiosity
Similar to spirituality, participants’ religiosity was assessed using an
adapted version of the Religious Identification sub-scale from the College Students Beliefs and Values (CSBV; Astin, Astin, & Lindholm, 2011)
survey. This scale contained five Likert-type response items that measure
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participants’ religious beliefs and attitudes. Sample items include “My
religious beliefs have helped me develop my identity” and “I consider
myself a religious person.” In this study, this scale had a Cronbach’s alpha
(α) of .93 and therefore demonstrated sufficient reliability.
Problem-Solving Ability
Problem-solving ability was assessed using the ten-item Internality
subscale in the Problem Solving Inventory (PSI; Heppner & Petersen,
1982). In previous research, the PSI has been shown to adequate psychometric properties (Kourmousi et al., 2016; Sahin, Sahin, & Heppner,
1993). Sample items include “I trust my ability to solve new and difficult
problems” and “Given enough time and effort, I believe I can solve most
problems that confront me.” In the present study, this scale demonstrated sufficient reliability with a Cronbach’s alpha (α) of .76.
Participants
Participants included 428 first-year, undergraduate students at a midsized, Christian university in the Southwestern United States. Of the
participants, 68.5% identified as female (n = 293) and 31.5% identified
as male (n = 135). Participants reported a mean age of 18.5, and 52.3%
self-identified as White (n = 224), 17.6% as Hispanic (n = 75), 16.5% as
African American (n = 66), 10.8% as Two or More Races (n = 46), and
2.1% as Asian (n = 9). The majority of participants indicated a declared
major (93%; n = 398). These demographics generally mirror those of the
institution at which data were collected.
Procedure
Participants were recruited through a First-Year Seminar pool and
were sent an anonymous survey link. Participants were not compensated
nor offered any incentive to complete the survey. Four hundred seventy
students initially completed the survey, resulting in an overall response
rate of 52%. Of the 470 participants who completed the online survey,
428 provided usable data that were included in the study’s analysis.
Once the data were determined to meet the four assumptions of normality (Field, 2009), they were evaluated using hierarchical multiple regression analysis in accordance with Kegan (1994) and Baxter Magolda’s
(2001) tripartite framework of self-authorship. In the hierarchical multiple regression procedure, self-authorship served as the dependent, or
outcome, variable, and predictor variables were entered within four successive steps or “blocks.” Demographic or input characteristics were entered first, for which race was dummy coded (0 = White, 1 = Person of

Color) along with gender (0 = Female, 1 = Male) and religious affiliation
(0 = Christian, 1 = Non-Christian).
Demographic variables were entered first so that they would be controlled for each successive block. The blocks were then entered in order
of their hypothesized magnitude of influence on self-authorship; in
other words, because the author hypothesized that interpersonal variables would have the greatest influence on self-authorship, this block
was entered before the blocks containing intrapersonal and cognitive
variables, respectively. The sequence of regression analysis for the current study thus included:
• (Block 1) Student demographic characteristics: age, gender, and
religious affiliation;
• (Block 2) Interpersonal domain: social support and civic engagement behavior;
• (Block 3) Intrapersonal domain: strengths self-efficacy, spirituality, and religiosity;
• (Block 4) Cognitive domain: problem-solving ability
The increase in R2 (∆R2) was computed to determine the relative contributions of each set of variables. Additionally, standardized coefficients
(β) and unstandardized coefficients (B) were computed to compare the
relative influence of each variable in the model. Analysis was performed
with the Statistical Package for the Social Sciences (SPSS) 27.0 program.

Results
Preliminary Analysis
As shown in Table 1, each of the study’s predictor variables significantly correlated with self-authorship. The variables that had the largest
correlations with self-authorship were problem-solving ability (r = .62,
p < .01) strengths self-efficacy (r = .55, p < .01), and civic engagement
(r = .43, p < .01).
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0.19 0.89 1.00
0.4

0.41 0.18 1.00
0.3

0.34 1.00
0.4

0.83
4.97
0.62 0.33 0.44 0.66 0.24 0.22 1.00
7. Problem-Solving

1.13
4.49
0.18 0.27
6. Religiosity

1.11
4.75
0.19
5. Spirituality

0.9
5.05
0.55
4. Strengths SE

0.87
4.87
3. Civic Engagement 0.43 0.36 1.00

0.76
5.32
0.30 1.00
2. Social Support

14

Intercorrelations and descriptive statistics
1
2
3
1. Self Authorship
1.00

4

5

6

7

Mean SD
4.85 0.76

Table 1

Note. Strengths SE = Strengths Self-Efficacy. Civic Engagement = Civic
Engagement Behavior, and Problem-Solving = Problem-Solving Ability.
a N = 428
*All correlations significant at the p < .01 level
Multiple Regression Results
As shown in Table 2, regression results indicate that the overall model
significantly predicted self-authorship, R2 = .45 (adj. R2 = .43), F(9,
394) = 11.61, p < .001. In other words, this model accounts for 45% of
the variance in self-authorship and is thus considered to have a large
effect size (Sriram, 2013). Regression results also indicate that three of

the predictor variables significantly contributed to the overall model:
strengths self-efficacy, civic engagement behavior, and problem-solving
ability. In terms of magnitude, problem-solving ability had the largest
influence (β=.38), followed by strengths self-efficacy (β=.23) and civic
engagement (β=.19).
After controlling for demographic variables, variables related to the interpersonal development (Block Two) proved to yield the largest change
in the model’s overall effect size, followed by variables related to intrapersonal development (Block Three). Somewhat surprisingly, in the overall model, gender (dummy coded as 0 = Female, 1 = Male) and spirituality each had a negative individual effect size. These findings suggest that
identifying as male and or reporting a higher level of spirituality may
negatively influence a participant’s level of self-authorship when controlling for the influence of the model’s other variables.
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0.06
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β
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0.04

-0.04
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Note. Strengths SE = Strengths Self-Efficacy. Civic Engagement = Civic Engagement Behavior, and Problem-Solving = ProblemSolving Ability.
a N = 428
* p < .05, ** p < .01, *** p < .001.

0.20

0.02
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0.03
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0.27***
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Problem Solving

-0.01
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B

Spirituality
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0.08

-0.06

β

0.38

0.04

0.05

0.10

0.07

0.08

SE

Block Three:
Intrapersonal
Domain

Strengths SE

0.33

0.11

.00

-0.1

B

Civic Engagement

-0.06

Religious Affiliation

0.08

-0.14**

β

0.17

.00

Race/Ethnicity

0.08

SE

Block Two:
Interpersonal
Domain

Social Support

-0.23

B

Gender

Variable

Block One:
Demographics

Summary of hierarchical regression analysis for variables predicting participants’ self-authorship
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Table 2

Discussion
Implications for Future Research
Results from this study offer several research directions to be explored.
Firstly, continuing to empirically understand the three domains of selfauthorship, as outlined by the work of Kegan (1994) and Baxter Magolda (2001), is a fruitful venue for future research. In future studies, investigators should continue to explore these three domains, focusing on
variables that may be directly impacted during the college experience.
For instance, when considering the interpersonal domain, it might be
beneficial for future researchers to measure how self-authorship may be
influenced by interpersonal relationships that students develop during
college (e.g., relationships with college faculty and student affairs staff).
Secondly, because the data collected for this study were cross-sectional, causal relationships could not be determined. Therefore, future research should examine the relation of the study’s variables longitudinally
so that causal relations can be established. For instance, conducting a
longitudinal cohort study on a sample of college students during which
data are collected at multiple timepoints would allow student affairs researchers to trace the development of students’ self-authorship during
their college years.
Implications for Practitioners
Findings from this study can also be brought into the fold of Christian
student affairs practice. Firstly, one of the most striking findings from
this study is the significant influence that intrapersonal development—
specifically, strengths self-efficacy—has on first-year college students’
self-authorship. This finding indicates that student affairs administrators who aim to promote self-authorship among students should be intentional about creating on-campus opportunities and spaces that allow
for students to learn more about their personal gifts and strengths, as
well as gain confidence in applying those strengths in various contexts.
Measures such as the Clifton Strengths for Students (formerly StrengthsQuest; Gallup, 2017) and the Enneagram personality typing tool can be
useful in assisting student affairs professionals in applying this strengthsbased approach to self-authorship development. Assessments such as
these serve the dual purpose of assisting students in identifying their
strengths and providing a common campus framework to understand
and apply these strengths.
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Secondly, this study brings to light the predictive relationship between
students’ civic engagement and self-authorship. Therefore, Christian
student affairs professionals who aim to help students develop greater
self-authorship may find it beneficial to create opportunities for students to become more engaged in civic service. Examples of these types
of opportunities include implementing on-campus community service
projects, integrating volunteer work into student leadership roles and
requirements, and encouraging participation in local governance.
Finally, problem-solving ability was also found to be a significant predictor of self-authorship among the study’s sample. Therefore, faculty
and student affairs professionals who wish to help students foster greater
self-authorship should consider utilizing techniques and practices that
enable students to exercise problem-solving skills such as identifying
specific problems and brainstorming solutions. Examples of such techniques may include case study analysis (Yoo & Park, 2014), cooperation
learning (Dees, 1991), and project-based learning (Chiang & Lee, 2016).
Limitations
The results of this study need to be taken with a number of limitations.
Firstly, the sample consisted solely of students from a single university
and was mostly white and female. It is therefore critical that future research on self-authorship draws from a more diverse pool of individuals to both establish the generalizability of these findings and to better
understand the interplay between sociodemographic characteristics
and self-authorship. Secondly, the cross-sectional data collected in this
study make it impossible to establish causal relationships between the
study’s constructs.

Conclusion
Although recent scholarship has shed new light on the link between
self-authorship and college student well-being, few studies have investigated which factors influence or predict self-authorship itself—much
less in a Christian college context. This study, therefore, contributes to
the scholarly literature on Christian student affairs by highlighting the
relevance of certain factors in predicting self-authorship in a sample of
428 first-year undergraduate students. Guided by the work of Kegan
(1994) and Baxter Magolda (2001), findings from this study highlight
the significant influence that students’ strengths self-efficacy, civic engagement behavior, and problem-solving ability have on self-authorship. This study thus provides a launching pad for future research on

self-authorship and its potential role within the domain of Christian student affairs practice.
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Abstract
This qualitative study provides insight on the impact of an intensive civil rights bus tour on the multicultural competence development of undergraduate student leaders. Specifically, this
phenomenological inquiry explored the lived experiences of
four individuals who participated in a civil rights bus tour as undergraduate student leaders. Through interpretive phenomenological analysis, several themes emerged that have bearing on
the development of multicultural competence in undergraduate student leaders. The results of this study conclude that the
multicultural competence of the undergraduate student leaders
who participated in the tour developed in significant ways. Ideally, this study informs the work of student affairs practitioners
in designing effective cocurricular programs that can lead to
the development of multicultural competence in undergraduate
student leaders.
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This study extends the existing literature on multicultural competence
development by looking at the impact of a civil rights bus tour on undergraduate student leaders—an unexplored context for the conceptual
framework—through interpretive phenomenological analysis. Multicultural competence was first introduced within the field of counseling
through the seminal work of Sue & Sue (1981) as a three-part (or tripartite) model incorporating multicultural awareness, knowledge, and skills.
As the concept of multicultural competence developed over the decades,
it has been applied to fields beyond counseling, including higher education. However, an exhaustive search of the literature on multicultural
competence development yielded little as it relates to undergraduate students, as most of it was linked to graduate students, faculty, and student
affairs professionals. Indeed, according to Cheng (2006),
While the conceptual dissection of multicultural competence
and the effort to gauge the concept have been valuable, there
are gaps to be filled by further studies, especially in the area of
undergraduate education. Most studies have focused on skilled
professionals and few, if any, are available to measure multicultural competence of undergraduate students. (pp. 14‒15)
More research that examined multicultural competence development
in undergraduate students was clearly needed. This remains particularly crucial given that developing the multicultural competence of students is an educational imperative of most institutions of higher learning (Association of American Colleges & Universities, 1995; Antonio et
al., 2000). In response to this problem, this study set out to examine a
particular cocurricular initiative that was believed to contribute positively to the development of multicultural competence in undergraduate
student leaders.
Designed as a deep exploration of the experiences of four individuals who participated in the Returning to the Roots of Civil Rights bus
tour in 2016 as undergraduate student leaders at Messiah University (at
the time of the tour, Messiah College), this qualitative study considered
how the trip impacted them and how they have come to make meaning
of the experience. Through an interpretive phenomenological analysis
(Pietkiewicz & Smith, 2012; Smith & Osborn, 2008), particular themes
emerged that have bearing on the development of multicultural competence in undergraduate student leaders. Ideally, this study can serve to

inform the work of student affairs practitioners in designing effective
programs that develop multicultural competence in undergraduate student leaders.
The primary research question for this study was: What is the impact
of an intensive civil rights bus tour on the multicultural competence of
undergraduate student leaders? Broad and open-ended questions and
prompts were presented to study participants to determine what impact
the phenomenon that is the Returning to the Roots of Civil Rights bus
tour had on their multicultural competence development.

Overview of the Returning to the Roots of Civil Rights Bus Tour
Founded in 2002, the Returning to the Roots of Civil Rights bus tour
is an eight-day trip that takes place each summer and visits many of the
key historic sites of the Civil Rights Era throughout multiple states in the
southeastern United States. The tour is open to the public and operated
by The Common Ground Project with sponsorship by PNC Financial
Services. Messiah University—a liberal and applied arts and sciences institution located in Mechanicsburg, Pennsylvania—began sending a diverse group of faculty, staff, administrators and board members on this
trip in 2011 and has continued this practice each year since then. Beginning in 2016, the school has committed to sending four undergraduate
student leaders each year.

Site of the Study
Messiah University was founded in 1909. Its mission is “to educate men
and women toward maturity of intellect, character and Christian faith in
preparation for lives of service, leadership and reconciliation in church
and society” (Messiah University, n.d., para. 2). As part of its cocurricular programming, new student leaders are selected each spring for the
following academic year and start their next fall semester by attending a
student leadership retreat one week prior to the arrival of new students.
Student leaders are given a shared definition of leadership and provided
a leadership development model that emphasizes growth in the areas of
character, (vocational) calling, and competence. Each spring since 2016,
the university has invited students selected into key leadership roles to
apply to participate in Returning to the Roots of Civil Rights bus tour.
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The tripartite multicultural competence model of awareness, knowledge, and skills (Pope et al., 2004; Sue et al., 1992; Sue & Sue, 1981) is
the conceptual framework that undergirded this study. This framework
was selected for its credibility within the field of counseling, because of
its relative simplicity, and because there is existing literature that has already adapted multicultural competence to a student affairs in higher
education context (Pope et al., 2004; Pope et al., 2014; Pope et al., 2019;
Pope & Mueller, 2000; Pope & Mueller, 2017; Pope & Reynolds, 1997).
Delineated within student affairs as the “awareness, knowledge, and skills
needed to work with others who are culturally different from one’s self,
as well as those who are culturally similar in meaningful, relevant, and
productive ways” (Pope et al., 2019, p. 37), the presence of the framework within this particular field made parallels more readily applicable to multicultural competence development in undergraduate student
leaders. In other words, the work of translating the concept of multicultural competence from the counseling field to the field of student affairs
in the context of higher education has already been performed, thus expediting its application to a student development setting.
It is worth noting that, in the second edition of their initial book on
multicultural competence in student affairs, Pope et al. (2019) added a
fourth part to their model, making it a quadripartite—or four-part—
concept. The fourth part added to the model was multicultural action,
as the scholars wanted to indicate that the presence of just the other
three—awareness, knowledge, and skills—did not necessarily promote
transformation of social environments or individuals. For the purpose
of this study, however, multicultural competence is considered as the
earlier tripartite model, with actions being associated within the multicultural skills component when appropriate. This study had its genesis in
2016 and most of the research—including an analysis of the data—was
well underway prior to the release of the second edition of the Pope et
al. (2019) text. Moreover, the concept of multicultural action can be implied in the demonstrated application of multicultural skills.

Methods and Procedures
This study was conducted as an interpretive phenomenological analysis
(IPA). Data were collected primarily through semi-structured, in-depth,
one-on-one interviews with the four participants and supplemented

with relevant information about the tour from the head of the organization that operates it and from key administrators of the university.
According to Pietkiewicz & Smith (2012), IPA research concentrates
on depth over breadth. Data were collected through a series of two, 90minute interviews with each study participant individually. The interviews were conducted beginning in the summer of 2018 and concluded
in January 2019.
The data used were the audio-recorded content that each of the four
research participants provided during their respective interviews. After
data collection was completed and transcribed, a thorough analysis of
the content of each participant interview occurred with an emphasis
toward identifying emergent patterns (Smith et al., 2009). Following IPA
standards, themes emerged that addressed the primary research question and provided insight for future research and program development.
Participants
The four participants in this study were each given pseudonyms. All
four share in common that they were undergraduate student leaders at
Messiah University and that they together participated in the Returning
to the Roots of Civil Rights bus tour in 2016 as students. Moreover, each
participant self-identified as a practicing Christian. General background
information on each participant is presented in the table below.
Table 1
Participant Profiles at the Time of 2016 Returning to the Roots of Civil
Rights Bus Tour
Participant Age Race/
Gender Undergraduate Class
ethnicity
major(s)
1. John
21
White
Male
Accounting
Senior
2. Morgan 19
Multiracial Female Environmental Junior
Science
3. Jackie
21
African
Female (1) Sociology & Senior
American
Anthropology
and (2)
Communication
4. Kate
20
White
Female Public Relations Junior
Data Analysis
After data collection was completed, a careful analysis of the content of each participant’s interview occurred with an emphasis toward
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identifying emergent patterns through coding (Smith et al., 2009). The
goal of the analysis was to “provide a rich, transparent and contextualized analysis of the accounts of participants” (Smith et al., 2009, p. 51).
The analysis began by creating and applying helpful codes to break
down the data into manageable pieces, making it easier to see patterns
or themes and apply general meaning (Creswell, 2018). Keeping in mind
the primary research question, the application of primary codes streamlined the data into segments. Within this stage of analysis, patterns developed among the coded data, leading to a more interpretive account
(Reid et al., 2005; Smith et al., 2009), and data segments were connected
and grouped together providing basic impressions. Descriptive labels
were then applied to grouped data and then placed in broader, related
categories that were then given overarching labels. Out of these categories—or subordinate themes—developed the larger, more encompassing, superordinate themes of the study. Collectively, these were the results of the study.

Results
28

The results of this study are presented under three superordinate
themes: (a) Shared History, (b) Shifting Experiences, and (c) Stimulation to Act. These three superordinate themes were developed through
the inductive and iterative process of IPA and were prompted by—rather
than preempted by—the data. An overview of the superordinate themes
along with corresponding subordinate themes is presented in Table 2
below to provide a visual snapshot of the findings.
Table 2
Overview of Themes
Superordinate Themes
Subordinate Themes
A. Shared History
Sense of disconnection
Acquisition of knowledge leading
Participants expressed sense of
to a greater sense of awareness of
disconnection from Civil Rights
the history and worldview of self
Era, providing a disorienting effect.
and others.
Connecting past & present
Participants connected elements
from tour to inform understanding
of present-day contexts in a
reorienting manner.

B. Shifting Experiences
Experiences that seemed to signal
a shift in awareness of personal
beliefs, values, biases, and attitudes
of participants.

Emotional & spiritual responses
Participants experienced
emotional and/or spiritual
discomfort, a sense of personal
conviction, emotional excitement
or exhaustion, or visceral reactions
to situations.
Changes in attitude & attention
Participants demonstrated or
articulated changes in the way
they viewed or understood events,
situations, or issues, as well as
where their attention was focused.
C. Stimulation to Act
Desire for personal growth &
The desire to learn more and act
social change
for positive change.
Participants demonstrated or
articulated a desire for personal
growth and/or for social change.
Self-confidence & demonstrated
application
Participants demonstrated
an increase in self-confidence
relative to matters of diversity
and application of skills in
multicultural contexts.
The results establish that the student leaders who participated in the
2016 Returning to the Roots of Civil Rights bus tour all have increased
knowledge of the Civil Rights Movement and a deeper awareness of how
this era of U.S. history continues to inform matters of race and social justice today. They have come to see civil rights history as their own history.
It is a shared history to which we all are connected.
This developed out of a sense of disconnection at first. Based on the
data, each of the participants seemed to express some sort of disconnection from civil rights history. For the most part, this tended to stem
from a lack of knowledge about the era itself, especially for three of the
four participants. Two other primary factors also led to this sense of disconnection: Growing up in homogenous, predominantly White contexts
and—relatedly—that matters of race were not talked about in significant
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ways growing up. Because the tour was explicitly about the Civil Rights
Movement, it naturally incorporated matters of race in largely nonWhite spaces. It stands to reason, then, that a sense of disconnection
would be present for the participants as a whole.
The participants also made connections between the past and the present through their experience. These connections were made for them just
prior to the tour, during the tour, and well after the tour. As evidenced
in the data, students continued to make connections between the past
era of the Civil Rights Movement and present-day personal matters or
current events and social issues. Because of their increased knowledge,
they could more readily bridge past history to make sense of what they
see in their daily lives. “I have certainly done this,” noted John. “I have
certainly developed a greater sense—a greater inclination—to look at
history when talking about the present.”
The study participants also all experienced moments on the tour that
served to shift their own levels of awareness on important matters like
personal beliefs, values, biases, and attitudes—particularly as it related
to multicultural and social justice issues. The data segments within the
Shifting Experiences theme demonstrated that the participants experienced emotional and spiritual responses to the subject matter and to the
people and places which they encountered on the tour and, as a result,
displayed changes in attitude and changes in which issues they paid attention to, including how they now view particular issues. One such example came from Morgan who had a very visceral reaction to the lynching memorial that was a part of the visit to the Equal Justice Initiative in
Montgomery, AL. Morgan shared,
As soon as we walked in, I burst into tears. It was so awkward because no one knew why I was crying, because in the back of the
room was the wall with all of these jars of dirt. It was just shelf,
after shelf, after shelf of all these jars, not all of them filled quite
yet, but all of these names and dates and locations. It took up
an entire back wall. It was huge. I knew what it was right away.
I don’t think anyone else that was a part of my tour group knew
what it was because they hadn’t read Just Mercy or they didn’t
know much about Bryan Stevenson yet. That was the first time
on the tour that I really cried, one of only a couple times.
This speaks to the visual impact of the tour and how seeing something with one’s own eyes in the context of the trip can move people
on an emotional level. It is also indicative of the significance of place.

Experiences like this one from Morgan seemed to signal shifts in beliefs,
perspectives, and attitudes, marking an overall increase of awareness in
all four participants.
All of the participants wanted to put their increased knowledge and
awareness to practical use through culturally appropriate skills and
strategies. The tour led to a stimulation to act in the participants evidenced by an increased desire for personal growth and social change
and a greater self-confidence and demonstrated application of skills tied
to complex issues like race and sexuality. An example of this came from
Kate, who shared about a sensitive situation she encountered as a resident assistant her senior year. She said, “Yeah. Pre [tour] I would have
been a little awkward about it. Post [tour], I was like let’s figure it out.”
When asked what had changed, Kate replied, “I just think I was more
confident in being able to explain where I was at, and then also accepting
that I have, still have a ways to go.” Kate demonstrated self-confidence
mixed with a humble posture. Indeed, each participant had examples of
effectively employing skills and strategies to varying degrees, and all expressed an ongoing wish to continue developing in this area. Their participation on the tour has and continues to stimulate them to act.
31

Discussion of the Results
Smith et al. (2009) wrote that interpretive phenomenological analysis
“is a joint product of researcher and researched” (p. 110) and is an attempt to collect portions of the lived experience of participants. Invariably, this process invokes interpretations on the part of the researcher.
This brief discussion of the results of this study is based on the interpretations of the researcher after several cycles of engaging with the data
provided by the participants and is coupled with an examination of how
the results correspond with the conceptual framework of multicultural
competence. Overall, this discussion is neither a critique nor a validation of extant studies of multicultural competence. Instead, it offers a
helpful context in which to consider this conceptual framework and
scaffolds the results of this study toward offering insight into student
leadership development initiatives while also contributing to a broader
academic conversation.
Multicultural Competence Development
From analyzing and interpreting the raw data, three superordinate
themes developed: Shared History, Shifting Experiences, and Stimulation to Act. Through the analytic process, it was determined that these
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themes corresponded well with the three components of multicultural
competence—knowledge, awareness, and skills. Adding these multicultural competence components in parentheses next to their analogous
category leaves us with these corresponding final themes:
A. Shared History (Knowledge)
B. Shifting Experiences (Awareness)
C. Stimulation to Act (Skills)
The superordinate theme Shared History succinctly captured the
knowledge component of the tripartite multicultural competence framework. The data segments grouped into the subordinate themes under
Shared History indicated the development of knowledge and awareness
of culturally diverse worldviews, individuals, and groups in the participants (Mio et al., 2012; Sue & Sue, 2013). The Shifting Experiences superordinate theme succinctly described the awareness component of
multicultural competence, with corresponding data segments pointing
to an increase in the awareness of personal beliefs, values, biases, and
attitudes in participants (Mio et al., 2012; Sue & Sue, 2013). The third
superordinate theme, Stimulation to Act, succinctly captured the skills
component of the multicultural competence, which is the ability to use
culturally appropriate intervention skills and strategies (Mio et al., 2012;
Sue & Sue, 2013). The data segments under this superordinate theme indicated the employment and development of multicultural skills within
the study participants.
Because it is reasonable to conclude that the presence of multicultural
competence in the data was more readily recognized because the primary research question was in mind throughout, it is important to note
that the superordinate themes are the result of abstraction and served as
a means of drawing together related emergent patterns, or subordinate
themes, to produce a structure that enabled the researcher to point to
the most significant aspects of each participant’s account more readily.
Based on their collective sharing, the participants in this study all have
an increased knowledge and a deeper awareness of how history continues to inform the work of social justice in a pluralistic society. They have
come to see history as something to which we are all connected and
share in common. Each of them experienced moments tied to the tour
that shifted their awareness, affecting their own personal beliefs, values,
biases, and attitudes. These shifts impact how they view multicultural
and social justice issues, motivating them to take what they have learned
and practically apply it to their everyday lives. For each of them, the tour

was a very personal experience. This noted, it becomes clearer to see
how each of the three superordinate themes correlated to the tripartite
multicultural competence framework. Overall, the connections with the
themes derived from the data were there, which is affirmation of the
model itself as a viable concept to apply.
Moving toward application, the work on multicultural competence by
Pope et al. (2019) highlights the need for student affairs practitioners to
commit to life-long learning and to the development of multicultural
competence, referring to it as a “personal call” and a “transformational
process” that one must act upon (p. 327). As implied in the data of this
study, this call and process apply to undergraduate student leaders as
well. Indeed, each of the four participants in this study have committed
to this call—to this process of learning—recognizing that the tour was
not an endpoint on their journey of multicultural competence development, but a beginning of sorts.
After listening to the participants share about their experiences on
the tour during the data collection phase, it was posited that the study
itself now became a contributing factor to their multicultural competence development. In other words, expression deepens impression.
Experiencing the tour is one thing that has contributed to the development of multicultural competence in the participants, but being
asked in one-on-one, guided interviews to recall and recount their experiences likely had a compounding effect on their development. Arguably, it served as an extension of rational discourse, a component of
transformative learning.
Recommendations for Future Research & Practice
Given that no significant studies were discovered that specifically researched multicultural competence development in undergraduate student leaders, this remains an area of study toward which future research
can contribute. To be sure, this particular study focused on the lived
experiences of a small sample size and concentrated on the participants’
meaning making of a specific phenomenon—the Returning to the Roots
of Civil Rights bus tour. To explore this phenomenon further or in different ways, new inventories that measure multicultural competence can
be created and given pre- and post-tour (or other learning experience) to
student leader participants with a control group of student leaders who
do not participate in the tour also involved. This use of inventories could
lead to a mixed method study being performed. It can also be useful to
perform longitudinal studies with undergraduate student leaders.
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To be sure, this study offers a relatively limited level of interpretation
as the discussion remains within the framework of multicultural competence. A higher level of interpretation might explore different elements
of the civil rights bus tour in greater detail and perhaps lead to the development of theoretical conclusions beyond multicultural competence,
generating new insights.
For student affairs practitioners interested in developing multicultural competence in the undergraduate student leaders with whom they
work, it is important to design experiences for participants that will be
disorienting. Activities that challenge assumptions and beliefs by providing new knowledge and cultivating awareness can shift perspectives
and foster the intrinsic motivation that can lead to the acquisition and
application of new skills. The reflection and discourse pieces that were
an inherent part of this study were critical components to the deep, ongoing learning evident in the participants. Building this into a program
or activity for students is absolutely essential. Moreover, it is not enough
to have a short learning assessment tool incorporated. The critical reflection and rational discourse elements must be key parts of the program,
and not seen as merely an add-on toward checking an effective-practice box, as they are here where the learning is deepened in profound
ways. In short, a program or activity could be transformational if deep
and intentional reflection happened in guided one-on-one or small
group settings.
Limitations of the study
In this particular study, research is delimited to former undergraduate
student leaders from Messiah University who were invited to participate
in the 2016 Returning to the Roots of Civil Rights bus tour operated by
The Common Ground Project. It may be problematic to apply outcomes
and results in a more generalized sense to any undergraduate student—
even to all student participants of the tour. It may, however, be possible
to apply key findings from this study to conversations around the development of undergraduate student leaders attending a Christian college
or university, particularly as it relates to factors that contribute to the
advancement of multicultural competence.
Recommendations for Christian Higher Education
The Returning to the Roots of Civil Rights bus tour is an invaluable
experiential learning opportunity. This study asserts that the development of multicultural competence is an outcome for student leaders that
participated in the tour. Beyond the tour itself, the data from this study

suggest that contributing factors toward this positive outcome include
the relatively small number of student leaders selected to participate in
the tour; the presence of familiar educators on the tour; the facts that the
cost of the tour is paid for by the university, is not part of a graded course,
and participation is optional; and that student leaders are informed of
the expectation to leverage their experience on the tour toward informing their leadership and serving as resources for future programming
(e.g., participating on panels, presenting to others about their experience on the tour). These are all elements that should be taken into consideration and preserved as much as possible when designing learning
experiences for students.
To strengthen the multicultural competence development in student
leaders that participate in learning experiences, it is recommended that
educators facilitate a time of intentional reflection. This reflection should
be guided by an educator who has significant knowledge and a strong
understanding of the learning experience and should be done with each
student leader participant in a one-on-one setting. Ideally, this time of
deep, guided reflection should occur several weeks or months after the
student leaders conclude the learning experience and not immediately
after the experience concludes. This passing of time allows room for intrapersonal critical reflection and opportunities to apply memories and
concepts in a variety of settings and situations, contributing to ongoing
meaning-making and multicultural competence development. As part of
this reflective component, educators guiding the discourse should assist
student leader participants in identifying specific ways in which they
can apply their multicultural knowledge, awareness, and skills toward
advancing a more just and inclusive society.

Conclusion
As the United States continues to grow increasingly pluralistic, colleges and universities must make developing leaders who have the competence to navigate a multicultural landscape an educational imperative.
The findings of the study indicate that the multicultural competence of
the student leaders underwent significant development as a result of
participating in the civil rights tour.
Moreover, through the process of collecting and analyzing the data,
the researcher speculated that there was a profound perspective shift
that occurred in each of the participants, leading to making a case for
the phenomenon—that is, the tour—being a transformative learning
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experience. Indeed, each of the former student leaders that participated
in this study came to see the tour as transformative. They continue to
draw from that experience and make meaning of it in their everyday
lives. As higher education administrators and educators consider ways
in which to develop future leaders to work toward a more just society
within progressively more pluralistic contexts, they would do well to
consider intensive, transformative experiences like the Returning to the
Roots of Civil Rights bus tour.
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Abstract
LGBTQ+ students attending Christian colleges and universities represent a unique intersection of sexual and spiritual identity. There is a dearth of literature regarding
LGBTQ+ students at Christian institutions. Research is difficult to undertake because of the challenge of recruiting participants who may not feel comfortable or even safe identifying as LGBTQ+, even in an anonymous study. This qualitative
study specifically studies LGBTQ+ students who are members
of a school-sanctioned LGBTQ+ support groups at a Council
for Christian College and Universities (CCCU) institution. Participants involved in such a group responded to an interview
discussing their faith development, their sexual identity development, and possible conflicts between the two. Two of the
common themes, Community and External Conflict, are examined in this article.

Introduction
The development and experiences of lesbian, gay, bisexual, transgender, queer, and questioning (LGBTQ+) students at Christian colleges in
the United States is a topic without an abundance of research and literature. Through the process of developing their sexual identities, LGBTQ+
students at Christian colleges may face a conflict between identities or
rejection from previous sources of comfort (Love et al., 2005). LGBTQ+
students are dealing with issues of faith development, sexual identity
development, and the interplay between these two processes. The intersection that occurs between faith and sexual identity development is
worthy of study and could be of interest to professionals seeking to holistically serve their students at Christian college campuses.
Definition of Terms
Much of this work relies on the understanding of key terms that are
relevant to study of the LGBTQ+ community as well as the study of faith
and faith-based institutions. This study relies primarily on information
from the National LGBT Health Education Center (2015), James Fowler
(1981), and Sharon Daloz Parks (2000) for these definitions:
Ally- A person who supports and stands up for the rights of LGBTQ+
people.
Belief- The holding of certain ideas.
Bisexual- A sexual orientation that describes a person who is emotionally or sexually attracted to people of their own gender and people of
other genders.
Coming Out- The process by which one accepts and/or comes to
identify one’s own sexual orientation or gender identity (to come out to
oneself). Also, the process by which one shares one’s sexual orientation
or gender identity with others (to come out to friends, etc.).
Faith- The activity of seeking and discovering meaning in the most
comprehensive dimensions of our experience.
Gay- A sexual orientation that describes a person who is emotionally
and sexually attracted to people of their own gender. It can be used regardless of gender identity but is more commonly used to describe men.
Lesbian- A sexual orientation that describes a woman who is emotionally and sexually attracted to other women. Gay can also be used to
describe a lesbian.
Queer- An umbrella term used by some to describe people who think
of their sexual orientation or gender identity as outside of societal norms.
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Some people view the term queer as more fluid and inclusive than traditional categories for sexual orientation and gender identity. Due to its
history as a derogatory term, the term queer is not embraced or used by
all members of the LGBTQ+ community.
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When researching LGBTQ+ students at Christian colleges in the
United States, one faces a lot of unique challenges due to the changing views on the subject over time. In their article in Christian Higher
Education, Wolff and Himes (2010) lay out a short historical overview
of LGBTQ+ students at Christian institutions. The picture they paint
is, unfortunately, a rather bleak one. The duo points to the church’s systemic oppression of the LGBTQ+ community. Wolff and Himes start
by describing the church’s role in perpetuating myths about AIDS and
the gay community in the early 1980s and Jerry Falwell’s Moral Majority’s campaign against homosexuality. Christian organizations have set
up reorientation camps for sexual minority youth and many Christian
universities still have admission policies that prohibit homosexual or bisexual students.
In the same 2010 report, Wolff and Himes used university websites
to compile information on twenty Christian colleges and their policies
toward LGB students. It is important to note that the Wolff and Himes
report did not include policies regarding transgender students. The use
of LGB instead of LGBT was an intentional omission “as many schools
do not even acknowledge that transgendered students are on their campuses” (p. 441). The authors note that because the schools do not acknowledge transgender students, many policies do not explicitly prohibit transgender student admission, though the campus may not be any
more welcoming than that toward LGB students.
While there is a wide array of Christian colleges with varying policies across the United States, Wolff and Himes (2010) noted some
trends among admission and conduct. In 2010, they reported that 200
American institutions of higher education barred admission to openly
LGBTQ+ students. In their review of policies at twenty Christian colleges, Wolff and Himes found that 75% of these colleges had policies in
place for expulsion of students engaging in homosexual behavior.
When entering college, students are entering a challenging and often
confusing time in their sexual identity development. LGBTQ+ students
are fighting conflicting identities and a large number suffer rejection by

family, friends, or their faith community where they previously sought
comfort (Love, et al., 2005). In a 2006 study of closeted and out homosexual students, Gortmaker and Brown (2006) found that students experienced the most oppression from other students, not from the institutional bodies, staff, or faculty.
The Council for Christian Colleges and Universities universities are,
by their very nature, going to attract Christian students holding Christian worldviews, and a strong correlation exists between religious fundamentalism and intolerance toward the LGBTQ+ community (Lafave,
et al., 2014; Wolff et al., 2012). A 2012 study of Christian colleges in
California found that the strongest correlation with a negative attitude
toward gay rights was religious fundamentalism. The study found that
those students with strong fundamental religious beliefs were far more
likely to hold a negative view of homosexuality (Wolff et al., 2012). It
is probably no surprise, given this correlation, that LGBTQ+ students
at some Christian colleges report a largely negative climate on campus
(Vespone, 2016).
LGBTQ+ youth suffer from a higher-than-average risk for mental
health issues, and these issues are only further aggravated by the harassment they face at Christian institutions (Vesponse, 2016). Many of these
issues could arise from the insulated nature of a Christian college. A
2012 study of student attitudes at Californian Christian colleges found
those who had family or acquaintances that were LGBTQ+ held more
positive attitudes toward the LGBTQ+ community. However, the study
also found that 60% of those they surveyed had no close family or acquaintances that openly identified as LGBTQ+ (Wolff et al., 2012). It is
important to keep the perceived lack of contact with LGBTQ+ classmates in mind when noting that research by Gortmaker and Brown
(2006) found most negativity and oppression LGBTQ+ students face is
from other students and not from faculty or staff.
In a qualitative study by Wentz and Wessell (2011) of gay and lesbian
students at colleges affiliated with the CCCU, none of the students interviewed had ever thought they would identify as LGBTQ+ when they
enrolled in college. While it is true that many young people have experienced some discovery of their sexual identity before they matriculate
into college, Wentz and Wessell offer some suggestion of why they found
a trend toward a later period of discovery among those they interviewed.
They point out that students who rejected the outright possibility of
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being anything other than heterosexual may experience stagnation in
sexuality development.
The experience of LGBTQ+ students at Christian institutions of higher
education is still a topic in need of significant research. Multiple researchers note a gap in the literature (Wentz & Wessell, 2011; Lambeth, 2012;
Vespone, 2016). Another issue with the existing literature that Lambeth
(2012) highlights is that much of the literature dealing with higher education is written through a purely dogmatic lens by writers who have
little knowledge of the research outside of their faith.
Theoretical Framework
In an effort to determine how students might experience an LGBTQ+
support group at a CCCU college, the study examined both the identity
development of the students as well as their faith development. Fowler’s
stages of faith development and Cass’s model of homosexual identity development served as the foundation for the study.
Fowler’s Stages of Faith (1981) presents a development model that
helps to explain the journey a person goes on as they develop their faith.
After infancy, there are six stages of faith development that Fowler identifies stretching from about age three through adulthood as one’s faith
matures. In the Handbook of Affirmative Psychotherapy with Lesbians
and Gay Men, Cass’s model is presented in six stages of development
(Ritter & Terndrup, 2002). These six stages represent a gay man or lesbian’s journey from first questioning their identity through an acceptance
of their identity.

Methodology
Data Collection & Analysis
Utilizing a gatekeeper, participants in this study were gathered from
an LGBTQ+ support group at a CCCU college. For the purpose of this
study, a support group was a school-sanctioned group that the institution actively advertises to its students. The purpose of the group must
have been to offer a space for students to openly explore issues related
to LGBTQ+ identity. The group also needed to be identity-affirming
in order to qualify for the study. To be a participant, the student must
have self-identified as an LGBTQ+ student.
Each interview question was designed to relate to the student’s faith
development, sexual identity development, or the interplay between
the two. On the instrument, the researcher identified which theoretical
framework served for the basis of each question. In order to better elicit

narrative response, questions were designed to ask the interviewee to
describe a specific story or situation rather than broadly speaking about
their entire life (Elliot, 2005).
After the researcher transcribed the interviews, each was put through
a program called “Wordle” that created a word cloud to help identify
the frequency of recurring themes in the interviews. High frequency
words were grouped together into thematic categories. The transcripts
were reread, and the passages that fit themes appearing in both interviews were highlighted. Two of the themes identified were Community
& Support and External Conflict. The participants were given a chance
to review the transcripts to confirm they accurately reflected their intent. Allowing participants to check the transcripts is a method utilized
to establish trustworthiness in qualitative research (Shenton, 2014).
Case Study
The purpose of a case study is to study “what is common and what is
particular” about the case (Stake, 1994, pp. 238), so in that way such an
approach could provide valuable insight into this population. By examining commonalities and exceptionalities, the authors hoped to better
understand the experiences of these students. In this way, this project’s
aim was to take on some elements of both intrinsic and instrumental
case studies. An intrinsic case study does not seek to study a case because it may represent other cases but “because, in all its particularity
and ordinariness, [the] case itself is of interest” (Stake, 1994, pp. 237). In
an instrumental case study, the case is used as a way to understand some
other issue or problem. Instead of the case being at the center of the
work, “it plays a supportive role, facilitating our understanding of something else” (Stake, 1994, pp. 237). The research presented here is intrinsic
in that the authors hope to better understand this individual case due to
the particularity of the participants’ situation. This case study is also instrumental in that the analysis will utilize two established developmental
theories and critique the ways in which they do and do not describe the
participants’ experiences.
Participants
To participate in the study, participants must have identified as a
member of the LGBTQ+ community, attended a CCCU college, and
been a member of an LGBTQ+ support group on their campus. To protect the anonymity of the participants and the group, the institution will
be referred to as “the College” and the support group will be referred to
as “the Group.” The qualitative study consisted of interviews with two
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female members. Each participant was asked to select a pseudonym for
themselves that they would exclusively be referred to in all recordings
and writings. The two selected the names Janice and Anne.
Janice is an upperclassman who described herself as a bisexual. She
was raised in a fundamentalist Baptist household. Janice is a member of
the Honors College and decided to come to the College because they offered the biggest scholarship. While the Christian identity of the school
was a factor in her decision, it was not the reason she ultimately chose
to come to the College. Janice did not participate in the Group until her
senior year after discovering her bisexual identity abroad. She states that
before joining the Group, she had “queer friends” but was not a part of
the LGBTQ+ community.
Anne is an upperclassman who transferred to the College after previously attending a different CCCU university. While she was at this previous institution, a guest speaker was invited on campus and gave a series
of lectures and sermons that included homophobic statements. Anne
cites this incident as being one of the things that sparked her to leave.
Anne had a friend who knew people who had gone to the College and
the two of them decided to transfer together. During her second semester at the College, Anne realized she was developing feelings for a female
friend. Anne states that she has not settled on a label for what she identifies as, be it bisexual, lesbian, or something else. She is out to most of her
friends and to her parents, and is openly dating another female student.

Results
Community & Support
The word clouds revealed ‘community’ and ‘friends’ to be among the
most common words that appeared throughout the interviews with the
LGBTQ+ students. The idea of the Group as a community and a place of
belonging was a common theme across both interviews. Describing her
first time attending a meeting of the Group, Janice states:
That was my first time going to [the Group] and I felt at home
there and accepted even though at first I felt like a little bit of an
outsider. But it’s the LGBTQ+ community, nobody is more accepting, so I quickly felt like safe and comfortable there.
In Janice’s interview she stated that her activity in the Group made
her “feel like this is where I belong…these people are like me.” It was
through membership in the group that Janice began to embrace the
LGBTQ+ community and find a greater understanding of herself. Janice

stated that through being in the Group she “saw [herself] as a member of
the LGBTQ+ community far more than [she] ever had before.”
The theme of comradery and friendship is continued through Anne’s
interviews. In describing her initial involvement with the Group, Anne
stated the Group was “one of the clubs I joined right away just cause I
wanted to get involved on campus and a lot of my friends were already in
it.” Anne went on to describe the sense of solidarity and community she
felt being in a group composed of people going through the same types
of life events she was going through. Describing the importance of the
Group, Anne said the following:
[The Group] being visible is really important so that students
know that there are resources and there are supportive spaces
on campus available to them. And so, I think [The Group] is
helpful because it also provides the support and the community so that people have the courage to be themselves without
being super worried they won’t have any friends or being super
worried that there are going to be all these negative professional
academic repercussions.
Community and friendship with LGBTQ+ individuals were prevalent
factors in the identity and faith developments of both of the participants.
This common theme of community and support ran throughout the
other sections of this study’s findings as well. The immersive community
provided by the Group allowed for exploration and growth in the identity of the participants.
Connecting their experiences to faith development, both women also
spoke to LGBTQ+-related experiences that had an impact on how they
viewed their beliefs. Janice mentioned how she thought it was a sin to be
gay, but discussions with LGBTQ+ people affected her thinking. Similarly, Anne cited having gay friends in high school as prompting her
to question church teaching on gay marriage. Both of these experiences with the LGBTQ+ community led to an examination of their faith.
Fowler (1981) states that encountering and responding to situations that
lead to “critical reflection” of value systems is an important part of transitioning into more mature levels of faith (p. 162). These experiences
aided in the women’s faith development, which later would play a part in
reconciling their faith with their own sexual identities.
External Conflict
One of the questions posed to the participants in the interviews was
about identifying any times where their faith and sexual identities may
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have been in conflict. Interestingly enough, both participants reported
similar answers to the question. Both Janice and Anne identified the
source of any such conflict to be external. Neither woman spoke in this
section about a personal conflict between their ideas of their faith and
how they viewed their sexuality.
For Janice, she suggested that because her faith changed with her sexual
identity, she never felt they were incongruent. Speaking of her faith and
sexual identity being in conflict, Janice had the following to say:
I think the only time they’ve been in conflict is when someone
external to me is perceiving them to be in conflict and telling
me that. I’ve personally never felt that they’re in conflict ever,
because the process of coming out and the process of moving
leftwards in Christianity coincided for me. But it’s really through
the solidarity week and events that we put on, the conversations
I had as a result of that afterwards, those are the times when I’m
meeting opposition. When people are telling me they don’t agree
with the way that I read the Bible, that they don’t agree with my,
you know, identity style. That sort of thing.
Anne reported that she also felt she had already resolved that conflict
internally before coming out as bisexual. While she acknowledged that
she suspects it is not the case for many LGBTQ+ Christians, she did not
feel she experienced conflict between her faith and sexuality. Speaking
on the subject of her faith and sexual identity being in conflict, Anne
said, “I kind of already sorted out that I didn’t think that gay marriage
was wrong or that LGBTQ+ relations were against Christianity before I
had to deal with applying that to myself and coming to terms with my
sexuality.” Anne mentioned that she does not feel this is always the case,
going on to say, “I know a lot of my friends…even if they are sure in their
minds that being in a relationship is fine that they still feel really guilty
about it or something. I haven’t had to deal with that.”
Anne’s sense of conflict was also external. The conflict she perceived
is based in the views of LGBTQ+ individuals and Christians with
whom she conversed. Describing conflict between Christianity and the
LGBTQ+ community, Anne had the following to say:
I think a lot of where I feel conflict is when I feel like when I’m
talking to other LGBTQ+ people or people who are allies in the
LGBTQ+ community, they kind of have a disdain for the Church,
which I understand because there is a lot of badness historically with that. And kind of the same thing when I’m talking to

other Christians who don’t know anything about me, don’t know
that I’m involved in the LGBTQ+ community or that I’m part
of it, then talk to me and say things assuming not only that I’m
straight, but that I’m against gay marriage… It’s so awkward in
those moments because I feel like I kind of have to always play
devil’s advocate in a way, but use myself as an example…I feel
like I have to defend one community to the other and it is always
not received well.
With both Anne and Janice, the women felt like their own sexual and
faith identities were only in conflict because other people perceive them
to be in conflict. Both participants felt that they had already reconciled
LGBTQ+ issues with their faith before coming to the realization of their
own sexual identities. They did, however, still perceive there to be external conflict with both LGBTQ+ and Christian individuals who had not
made similar reconciliations.
It is interesting to note that both individuals felt they had adapted their
faith simultaneously or before recognizing their sexual identity, so both
reported less internal struggle and conflict. It would seem that as they
moved along Cass’s model, they were also moving along Fowler’s. Their
sexual identities could have potentially been very hard to reconcile with
faiths at a stage of development that favors conformity (Fowler, 1981),
and both reported being raised in faiths that condemned homosexuality. However, because these two had begun the process of what Fowler
calls “demythologizing” (Fowler, 1981) and took a more individual responsibility of their faiths, they found this transition in sexual identity
development to be easier.
Limitations
This qualitative study was conducted with a small sample of students.
Due to policies in place at many CCCU institutions, a search of the websites of hundreds of institutions yielded very few schools with university-sanctioned LGBTQ+ support groups. Because of the limited number
of schools with such services, the pool of students nationwide that could
participate in this study was limited. The uniqueness of these groups
makes them especially worthy of study, but in return presents a problem
of limited sample size. Additionally, the stigma of being an LGBTQ+
student at a CCCU university makes it difficult to find many students
who are actively engaged in these groups and willing to participate, even
anonymously, in a study for fear of being outed.
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The conversations with these women gave rise to a lot of information that could be used to help inform how colleges and universities can
better serve LGBTQ+ populations (specifically those affiliated with the
Christian faith). This research continues to echo the calls by other researchers for the creation of safe spaces and accepting campus climates
where students can explore their sexual identity (Wentz & Wessell, 2011;
Lambeth, 2012; Vespone, 2016). These groups are especially helpful as
part of the coming out process many LGBTQ+ students will engage in
(Vespone, 2016).
There are many avenues an institution could take in setting up groups
for LGBTQ+ students to find comradery and develop their identities.
These could be done as student organizations, groups in the counseling center, or even organized through campus ministry or faith offices. Each approach may bring certain advantages and disadvantages (for
instance, the confidentiality offered by a counseling-based group may
require sacrificing the autonomy and student control that a student organization might enjoy). The best choice may be one that fits best in
each campus’ particular climate and is responsive to the needs of the
campus population.
In this research, the participants interviewed had already had a chance
to critically examine and develop their faiths before tackling the issues
of their own sexual identity. Likewise, while these women still felt external conflict between their faith and sexual identities, both felt they had
personally reconciled these differences before having to apply it to their
own identity.
If institutions can guide students through the process of their faith development, they may be able to assist in resolving the incongruence that
some LGBTQ+ students could feel. Whether in the classroom or outside, institutions should consider ways that students can “encounter and
respond to situations or contexts that lead to critical reflection on their
tacit value systems” in order to encourage further development (Fowler,
1981, p. 162).
Lastly, the interviews pointed to the importance of visibility and support on campus. Serving LGBTQ+ populations means creating opportunities at the college for LGBTQ+ students to be presented with role
models (Lambeth, 2012). Practitioners at institutions without LGBTQ+
faculty or staff members could work to bring in community leaders

or speakers on to campus to fill this role. Additionally, by working to
make their office known as a safe space, practitioners are taking steps
to create a more positive atmosphere that will be highly beneficial to
their LGBTQ+ students as they move through college (Wentz & Wessell,
2011; Lambeth, 2012; Vespone, 2016). When an ally is known as an ally,
they can begin to be a resource. By making their ally position known,
practitioners can better help students.

Conclusion
LGBTQ+ students at faith-based institutions face a unique set of challenges navigating their identity developments. Universities taking a holistic approach to education need to ensure that both the faith and sexual
identity developments of these students are being properly supported.
While development is an individual process, there is much schools can
do in terms of creating environments that are supportive of these students and offering resources to this population.
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When the Church Comes to Campus: Christian
Convictions and the Challenge Toward Authentic
Membership in the Secular Academy
Henrique G. Alvim, Ph.D.
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Abstract
This article argues for a certain kind of pluralism in the context of the secular university that would afford Christians the opportunity to more intentionally bring their religious convictions
and resources to their lived experiences and academic pursuits.
It points to possibilities in what pertains to the place of believers
while also reminding the Church of what it ought to be in these
shared educational spaces: a community of worship, not of domination. As both the university and the Church rethink ways in
which to respectfully engage with one another, thus taking faith
commitments more seriously, collaboration among all members
of the secular academy can lead to the flourishing of all human
life. Amidst apprehensions and challenges discussed, the author
reasons that, through hospitality and mutual understanding, the
Church can become an authentic member of the academy, complementing the aims of the secular university and thus of pluralism itself.
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The academy places great value and emphasis on various diversity
issues (e.g., race, ethnicity, gender, sexuality, etc.). That said, conversations about the role of religion seem less prominent, particularly, but
not exclusively, in secular institutions of higher education. This article
discusses some of the apprehensions that may account for this apparent disconnect and the importance of reimagining the Church’s place
and role in the American academy. While acknowledging challenges,
this article also explores how hospitality toward Christians (a hospitality
that ought to be reciprocated by them) can benefit all who share in these
pluralistic spaces.
It is important to note that as religion becomes a pivotal identity
marker in the twenty-first century (Prothero, 2007), students and scholars should not wonder whether they might engage with the religiously
diverse other (be they Christians, non-Christians, or even non-religious
persons) but how these engagements will inevitably play out in the pluralistic space of the university. Admittedly, engagement will point to possibilities and challenges. Yet, pluralism—that is, the work and workings
of diversity in the academy as a mirror of public life at large—obliges us
to pay closer attention to how religion intersects with the pursuits and
activities of many members of the American academy whose lives are
informed and oriented by particular (for we cannot speak of “religion”
in generic terms) religious commitments.
Affording the Church (i.e., the larger Body of Christ) an authentic
membership in the academy contributes to a certain kind of pluralism
that allows all members to bring their whole selves to their lived experiences and pursuits. Yet the Church should seek to earn its membership without demanding it. This hinges on the Church’s understanding
of itself as a community of worshipers first and foremost, not a community of conquest requiring the world (and, by extension, the academy) to
be Christian and think Christianly. That cannot be so, for believers are
reminded to season their message “with gentleness and respect” (1 Peter
3:15, New International Version) as they witness to those who ask about
the hope that informs their lives, both present and future. In doing so,
the Church can hope to add meaning to the pluralistic space of American higher education where diversity of perspectives and identities animate this “marketplace of ideas.”

Merited Apprehensions of the Secular Academy
Despite apprehensions, many secular institutions have embraced initiatives to recognize and honor the commitments of their religious members. This can be observed in the interfaith work that many campuses
engage in, the study of religion and theology (even though still timid at
this point compared to other fields) as disciplines from where individuals explore questions of meaning, and the recognition of religious student organizations even in public universities, among other initiatives
within constitutional boundaries. That is reason for optimism.
At the same time, addressing faith and religious convictions in the
context of secular universities remains a tenuous task, giving rise, in
some instances, to a certain “sensitivity” that leads many to abandon the
effort all together. There are reasons for that. In what pertains to public
institutions in particular, some, on the basis of a certain interpretation of
the law, argue for the impermeability of the “wall of separation” between
church and state. Others, staking their claims on the values of a liberal
society, propose that religion should remain within the constraints of
one’s private life. Yet others, while receptive to religious views and acknowledging religion as a noteworthy human pursuit, appeal instead to
neutrality. Adding to this argument, many aim at a desired objectivity,
highly prominent and purportedly needed in the academy. Some also
insist that since religious arguments are not accessible to all (especially
non-religious people), they do not belong in the university. More, let us
not forget arguments stemming from the values of a liberal education,
which suggest that the possible mismanagement of religion as a conversation partner in the secular university could give way to indoctrination.
Liberal values that seemingly inform this stance signal that while one is
free to believe, others’ convictions (i.e., their freedom to believe alternatively or not believe at all) should not be intruded upon. These reasons
are not completely unreasonable. What needs some care is the extent to
which they might corroborate with the perception that religious voices
do not belong in the academy at all.
At one point, many also thought that the world was becoming increasingly secular and that religion had lost (or would eventually lose) its
place in modern society. This notion was grounded on “secularization
theory,” now fallen into disuse (Berger, 1999). By the late 1990s a new
outlook in public life was in place. “The assumption that we live in a
secularized world,” Peter Berger (1999) argued, “is false. The world today
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is as furiously religious as it ever was, and in some places more so than
ever” (p. 2). In fact, since modernity has added a great deal of uncertainty in the lives of citizens, religion, to the extent that it provides some certainty to individuals, has regained its appeal to a great number of people
in their relentless quest for meaning (Berger, 1999). Yet, there remains
a sense that the academy is still far from making room for questions
of meaning which address what living is for (Kronman, 2017), questions that often stem from spiritual and religious perspectives (Nash &
Murray, 2010).
Most of these arguments have been dealt with by philosophers, theologians, legal scholars, educators, and others who not only affirm but
also explain the necessity of expanding both the role and the place of
religion in the academy. At the same time, a more generous read of the
landscape of certain secular institutions might lead us to appreciate the
fact that some therein simply do not know how to properly give voice to
religious people. In these instances, reticence to enlarge conversational
spaces to include religious views may stem from a genuine concern as
to how to most adequately and respectfully address the inner narratives
from which many in the academy draw meaning for their lives, work,
and academic pursuits.
It is also worth noting that when we speak of secularity we are not
simply dealing with the fact that beliefs are disappearing from public life
(e.g., as a “subtraction” narrative articulated by secularization theory),
but rather with an acknowledgement that, in the modern world, belief
in God has become one among other human possibilities (Taylor, 2007).
In spite of this outlook on secularity, there are hopeful hints that religion has regained some ground in the university. An optimistic body of
research compiled by Jacobsen and Jacobsen (2012) points to the fact
that many institutions have been turning their attention back to religion
admitting its importance and presence on university campuses through
the lives of religious students and scholars. The authors offer three noteworthy considerations: (1) that religion, in its pluriformity, has both returned and become much more visible in higher education in the last
two decades; (2) that religion is no longer thought of as an add-on to the
purposes of learning, especially as colleges and universities live out their
commitment to understand the world as it really is, with religion, like it
or not, consisting of a significant part of the world (both the “outer” and
“inner” world of individuals); and (3) that paying more careful attention

to religion while properly handling it can actually help to revitalize
higher education as a whole. Moreover, they contend that
The religio-secular realities of life in America today are much
more about questing and questioning than they are about defending or imposing the ideas and ideals of any particular religion on anyone else. It is this new mode of religion that may
allow the academy to recapture a nearly lost conversation about
“things that really matter” and how these deeper concerns of life
relate to the more practical skills and knowledge that colleges
and universities also convey to students. (Jacobsen & Jacobsen,
2012, p. 156)
At the same time, it is important for us to observe that institutional
claims for the importance of a diverse and inclusive educational environment often collide with Prothero’s (2007) assessment that we live in
a nation of religious illiterates. In my view, both the academy and, to an
extent, the Church itself have contributed to this reality, thus cultivating
an inability for each to properly recognize the other and their unique resources. I surmise that apprehensions on the part of the secular academy
regarding religious convictions (some based on this kind of misunderstanding) spring up, to some degree, from such religious illiteracy.

Witnessing While Simply, yet Not Simplistically,
“Being the Church”
In their seminal book Resident Aliens: Life in the Christian Colony,
theologians Stanley Hauerwas and William Willimon (1989) offer a provocative statement. Although made in theological terms, their assertion
seems applicable to the world of higher education in which many Christians live. They state that the “political task of Christians is to be the
church rather than to transform the world” (p. 38). On the surface, they
seem to disregard Christ’s Great Commission to “go and make disciples
of all nations” (Matthew 28:19, New International Version). We are reminded that witnessing and, by extension, discipleship are unavoidably
linked to Christian practices. This makes the apparent tension all the
more intriguing. That said, Hauerwas and Willimon’s claim ought not
to be understood as license for passivity on the part of the Church. A
more careful reading of what they mean by “[being] the church” allows
us to appreciate a particular interpretation of the role of Christians and
a normative way in which believers ought to exist in the world in relation to others. So, they argue that while Christians ought to live and
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fulfill their religious and political roles as active participants in society
without compromising their religious convictions, their efforts should
not center on modifying society through conquest, but rather on worshiping Christ in all things. Their proposition is far from mitigating all
apprehensions in a pluralistic society. Many Christians will also find it
wanting. Yet the authors invite believers to reconsider the way in which
they live, as members of a community of worshipers, in a world that does
not know Christ. In doing so, they remind the Church of an important
priority, which is neither less engaging nor less evangelistic—that is, a
redefinition of what counts as Christian living and mission (Hauerwas
& Willimon, 1989).
In light of that, we ask: What does this possibly mean for Christians
who subscribe to this interpretation of their purpose and existence in
the world (i.e., to most genuinely “be the church” without the need to
transform the world), particularly, for the purpose of this discussion,
the world of higher education? How can we reconcile Christian witness
(often misperceived as an imposition upon the secular academy) to the
proposition of simply “being” the Church in these pluralistic spaces?
For many, an authentic faith is often expressed through the opportunities believers find to “witness” by sharing the Good News of the Gospel
with others. Witnessing—not to be confused with a thin, often misconstrued and caricatured conception of “proselytizing”—is, after all, a
mark of a dynamic Christian faith. I am mindful, however, that such
lively expressions account to a great degree for the very apprehensions
noted above on the part of the secular academy. Yet the Church’s determination to worship Christ in all things as a first order should incline
believers to cultivate a non-coercive disposition to influencing the world
(in this case, the world of higher education). By simply being something
that the world neither can nor will ever be able to be—for other social institutions are not the Church—Christians would be in a better position
to be a “community of the cross” (Hauerwas & Willimon, 1989, p. 47): a
self-giving, self-sacrificing community, contributing in faithful testimony or in spite of its infidelity, to the creation of structures more worthy
of human society (Yoder, 1994b).
Hauerwas (2007) offers yet another important reminder: “[Christians]
cannot avoid being in mission to witness what they believe God has done
in Christ” (p. 67). However, the Church has to understand that adherence
to Jesus’ propositions should always happen through voluntary commitment (Yoder, 1994b), the reason why witnessing cannot be synonymous

with coercion. At the same time, “a major purpose of the Christian faith
is to shape the lives of persons and communities” (Volf, 2011, p. 13). As
Volf (2011) explains, for Christians, remaining idle would imply one of
the “malfunctions of the Christian faith”—a misrepresentation of what
it actually is, for “an idle faith is no Christian faith at all” (p. 16). In this
vein, one can see that “being” the Church takes an active rather than a
merely passive stance on how believers live (i.e., worshipfully) their religious convictions.
Pressing this point further, when such state of idleness is superficially
imposed by a certain understanding of neutrality, equality, or toleration,
the university compromises its commitment to these very principles. To
require individuals to leave their religious convictions completely out of
their academic or scholarly pursuits would simply stunt an educational
process that seeks (or should seek) to develop “whole persons” informed
by their inner narratives, convictions, and interpretive lenses. Such an
imposition would also imply that the very differences claimed to be
valuable in the secular academy have, in effect, no place therein. Moreover, education aimed at human flourishing (even though “flourishing”
itself is pursued for different reasons—e.g., accounting for or discounting the “transcendent”; Taylor, 2007) should affirm religious resources
that many will use for their growth and development.
At the same time, Christians ought not to neglect the method through
which they engage others in the university. If one of the goals of the
Church (assuming, in advance, it to be one among many authentic members of the academy) is to add value to these pluralistic spaces, it will
seek to qualify what Jesus meant in his commission, “go and make disciples” (Matthew 28:19), with the virtue of respect for others who may
define the flourishing life in different terms, religious or otherwise. This
kind of respect stems from the Church’s “being” in Christ—that is, not
a mere civic virtue, but inspired by a value congruent with God’s kingdom. After all, what believers should seek is a legitimate membership,
not special privileges in the academy.

The Challenging Prospect of Making Room at the University for
Religious Voices
Kunzman (2006) posits that it is in the context of broad ethical questions that religion often finds its place in classroom dialogues. He explains that, as these questions are raised, teachers can hesitate giving religious voices a hearing, assuming students would not be able to properly
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resolve their ethical disputes. Extending his argument to the university,
we are reminded by the author that if one of our educational goals is to
foster thoughtful citizenship, institutions should provide a way for students to learn how to talk about ethical differences while communicating and deliberating respectfully among differing and unfamiliar ethical
perspectives informed by both religious and secular views (Kunzman,
2006). “Respect” thus becomes a more robust virtue than the ambiguous idea of “toleration” which, if not properly qualified, can turn into a
conversation stopper or a call for merely “putting up with one another.”
Pluralism grounded on deep respect for differences—one that invites the
possibility of mutual understanding, not necessarily agreement—holds a
better promise for a more stimulating educational space.
So, it seems that a more sophisticated (yet arguably still contested)
way in which the secular university may call for and practice toleration
while keeping ethical conversations flowing, would stem from the academy’s capacity—or at least a desire—to affirm its secular, not secularist
nature, in other words, defining neutrality toward religious convictions
as to make room for them, not its readiness to fiercely oppose them. “We
need,” as Wolterstorff asserts, “a politics that not only honors us in our
similarities as free and equal, but in our particularities. For our particularities—some of them—are constitutive of who we are, constitutive of
our narrative identities” (Audi & Wolterstorff, 1997, p. 111). However,
such neutrality with respect to one’s particular religious views should
be a principle that is worked out on the part of the institution and all of
its members. In short, it needs to be learned, modeled, and practiced.
In fact, respect can serve as a mediating virtue (thus helping pluralism
to transcend rhetoric) when a concerted effort is made to keep lines of
communication open for religious ideas to flow in this professed “secular” space. In turn, this would provide a meaningful way for Christians
to advance their purposes in the academy while taking into account their
religious convictions. While a challenging prospect, the academy, with
all of its resources (intellectual and otherwise), can in effect encourage
the Church to more authentically participate in this shared space. The
question is: Is it also willing?
Volf (2011), like others, explains that it is important for those who
do not share a religious vision of the world to recognize that Christians
see their religion as an integrated way of life and an overarching means
of interpreting reality through conviction, attitudes, and practices that
allow believers to live well, in the light of how God created them to live.

In other words, Christianity is not (or should not be) just a private accessory of one’s life. It is (or it should be) one’s very identity, lived out in all
spheres of life. In doing so, Christians can make a unique contribution
in the secular academy.
Hauerwas and Willimon (1989) also posit that it is through the educational role of the Church that we learn “the interpretive skills whereby we
know honestly how to name what is happening [around us] and what to
do about it” (p. 146). And by learning to see and name the world through
a different lens (i.e., through the eyes of God), Christians offer an important gift to others at the university, especially when, in return, they are
encouraged to articulate their faith-informed perspectives and provide
intelligent and intelligible (not necessarily in agreement with others) answers for the questions they ask. In doing so, secular institutions may
not only challenge Christians to elevate the quality of their arguments
but also afford non-Christians the opportunity to hear and understand
an alternative (i.e., religious) view of what many believers explore in the
academy. Such generous exchanges could prove to be productive and
instructive: the secular academy could learn something unique from the
Church while helping believers to better understand other ways of being
in and interpreting the world.
With room for such kind of mutual engagement (and, most importantly, mutual understanding), Christians can add diversity of thought, thus
adding value and legitimacy to pluralistic educational environments.
Christians may ask different questions and explore answers from different angles (e.g., from the perspective of their faith-informed worldview
or their spiritual narratives); their commitment to truth, so essential to
Christian thought and desired by the very principles of a liberal education, can propel Christians to find answers for questions in places where
non-believers may be either unwilling or under equipped to search for.
And while the so-called objectivity is so prized in the secular academy,
institutional commitment to diversity and pluralism should also compel
the university to welcome subjective understandings (i.e., knowing in
relationship, not at arms’ length; Palmer & Zajonc, 2010: in the case of
Christians, in relation to God and his creation) that can enrich and add
perspective to what is studied and known.
In living their faith truthfully in the context of these pluralistic spaces,
Christians should also aspire to conduct themselves in all that they
do with the highest level of integrity, prioritizing the flourishing of all
rather than merely seeking personal gains. They should seek to live at
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peace with others, to cultivate an attitude of service, and to love others as
themselves (Matthew 22:39), gifts that should be highly attractive to and
desirable by the university. Naturally, some would rightly contend that
this is a task not exclusively reserved for the Church. The non-believer
should be just as invested in conducting truthful inquiries and maintaining integrity in their academic pursuits; they should also be capable and
free to search for answers for their questions anywhere, including in the
Church, if they so desire. Most importantly, they should be just as willing to serve and extend love to others. That said, the difference in these
seemingly equal dispositions of believers and non-believers is, as the
theological ethicist James Gustafson (1975) reminds us, that the Christian has a special obligation to act morally. To live out what they profess
to believe is not only what the culture expects of them, but God himself.
Yet this is only part of the reason. By such an obligation, one could
also read “as an expression of worship”: not by decree, man-made ethical code, or fear of punishment. Rather, the motivation for Christians
lies elsewhere, for the Church is called to “do everything for God’s glory”
(1 Corinthians 10:31, Holman Christian Standard Bible), “enthusiastically, as something done for the Lord and not for men” (Colossians 3:23,
HCSB). The bar is not merely higher for Christians because there is a God
“looking over their shoulders,” standing ready to approve or disapprove
of what they do. To be sure, God’s favor is a desirable aim for believers
who seek it not by compulsion but by willing devotion and gratitude for
gifts that come from above (James, 1:17). In the case of Christians, it is
not just their obligation that is higher than others, but also their aspiration. They learn, through worship, to look up and to search “above”
worldly and earthly possibilities, as important as that may be. The very
idea of the secular is juxtaposed with the Church’s understanding of the
sacred, for “the earth is the LORD’s, and everything in it” (Psalm 24:1,
New International Version). There is no “secular” in the strictest sense
of the word—not for Christians. It follows that the Church needs not to
set itself in opposition to all things secular (and, by extension, to nonbelievers)—at least not as a default stance in the university. Rather, with
a proper view of creation, and where the integrity of their convictions is
not compromised, Christians can collaborate with other religious and
non-religious members of the academy, adding unique value and perspective to shared goals.
We are reminded by Volf (2011) that “faith does its most proper work
when it [does three things]: (1) [it] sets us on a journey, (2) [it] guides

us along the way, and (3) [it] gives meaning to each step we take” (p. 16).
This is not just a statement of faith apart from the activity of the believer.
If faith is integrated in the overall life of the believer and not just, as
Volf also argues, an “add-on” (p. 101), it should not be hard to conceive
that, for the believer who is socially engaged with various members of
the academy, this same faith—if I may extrapolate this argument to the
university— is that which often (1) sets them on a particular academic
journey, (2) guides them along the way (e.g., orients their prayers and
practices in the academy as to glorify God in all things), and (3) gives
meaning to each step that they take in their academic and scholarly pursuits. This adds meaning to a believer’s understanding of a “whole life.”

Toward Hospitality and an Authentic Membership
Despite these possibilities, considering what many Christians aim at
(along with the role of “witnessing”), affording an authentic membership to the Church in the secular academy will likely remain a challenging prospect. Because of that, both the Church and the academy have
some work to do. They can start here, as Prothero (2007) suggests: all
must attempt at becoming more religiously literate by acquiring some
basic knowledge of religion so that all might arrive at a more generous
understanding of how religion shapes private and public life. That said,
for believers this is an even taller order. More literacy about their own
faith allows them to be an even better representative of the God they
serve, living their convictions, as Yoder (1994a) puts it, as a “herald,”
not a crusader. In fact, Christians share the burden of literacy with nonbelievers, for, admittedly, many of them are often just as unreflective as
anyone else in the academy about how their faith informs their pursuits
(Jacobsen & Jacobsen, 2004).
Extending a more generous hospitality toward believers may seem like
a risky endeavor. Yet the effort on the part of the secular academy should
not be left untried. This would, nonetheless, require the university to
take the Christian faith seriously enough, engaging it more intentionally.
This includes challenging it when and if needed (Volf, 2011), especially
when one’s interest is set aside so that public discourse, in line with the
idea of a liberal democracy, is governed by respect for the particularities
of one’s fellow citizens (Audi & Wolterstorff, 1997). However, for such
level of respect and hospitality to become a reality, the academy must
first recognize that there ought not to be differentiated levels of membership. Citizens of the academy can be equal in intrinsic worth and, at
SPRING 2021

61

When the Church Comes to Campus

62

the same time, hold different views, motivated by different aims and a
different set of convictions.
Warnick’s (2013) analysis of K-12 education serves, in my estimation,
as a pertinent warning to higher education. He posits that although controversial and even offensive at times, when students’ freedom to publicly express themselves (and here I would include the expression of
their religious views and ideas) is suppressed, troubling consequences
can be expected:
(1) On an internal level, the individual’s sense of integrity is
compromised; conforming to external pressure, the individual
cannot live her life “from the inside”; (2) On the external level,
other people are more likely to misrecognize the person who
lacks expressive freedoms. The person is less able to tell other
people about who she really thinks she is, and she is forced to
live what she considers to be a false life in the eyes of others.
(Warnick, 2013, p. 70)
Where peacefully expressed, diverse views, voices, and convictions
matter. Anchored in respect, hospitality can affirm people’s freedom
to think and to publicly articulate their thinking religiously. This can
enrich life in the university, ensuring a stimulating educational environment. Conversely, the suppression of such freedoms and ideals would
be, borrowing and extrapolating on Volf ’s (2011) terminology, a malfunction of the secular academy.
Since being the church implies a worshipful, not a domineering presence in pluralistic educational spaces, looking to various freedoms (e.g.,
speech, expression, association, etc.) is but one avenue through which we
can see what may be lost when individuals are prevented from bringing
religious views to bear in what they pursue in the academy. Smith (2009)
reminds us that the university is not merely a place where information
is dispensed but, in effect, an environment full of rituals that contribute
to the formation of individuals. By ritualizing silence of certain inner
narratives in the academy, religious voices are shaped and trained over
time to not only suppress but also forget how their inner and communal
narratives (e.g., the language and practices of the Church) inform—or
could inform—their academic pursuits as well as the meaning they attribute to them. What’s more, in the silencing or suppression of such
religious narratives, diversity gives way to uniformity. Pluralism loses its
appeal and purpose. Consequently, what is lost is the opportunity for all
members of the academy to recognize different voices and understand

different worldviews that account for pluralism in the first place. When
considering, for instance, the important work of student development,
what is also lost is an opportunity for the formation of citizens who are
increasingly attuned to a world that is not only diverse in its religious
makeup but also pluralistic in the way such diversity may be expressed
and negotiated in everyday encounters among individuals within and
outside of the university.
At the same time, since views and motivations matter, Christians ought
to still remember that the complexity of the argument that calls for them
to simply “be the church” instead of aiming for domination (e.g., by clinging solely to “rights”) lies on its very simplicity. While the Church cannot
be excused from its mission to mend the world and see to it that humans
would flourish (Volf, 2011), it ought to grapple with its first priority: to
learn to worship God in all things, through words and deeds. Unfortunately, history reminds us that the Church has often fallen short of that
aspiration and biblical understanding, consequently misrepresenting
not only its religion, but its Christ. Congruent Christian living, which is
not merely dependent on rights (albeit commitments can indeed be facilitated by them) but on habits of worship, allows believers to more authentically engage with others in the academy. This requires the Church
to attend carefully to the landscape of the secular academy (i.e., its aims,
its claims, its formative practices, its diverse members, etc.) with a high
degree of discernment, choosing respect that emanates from God’s love
and purpose that all humankind should flourish through shalom.
In sum, the Church’s real challenge lies not in asking, “how can the
secular academy offer a more inclusive and equitable way in which we
can seek an authentic membership while retaining our religious convictions?” The more pertinent question, which stems from what it means
to be the Church (i.e., a community of worship), is: “how can we better
align our living with our love for God and his creation so that the academy would be more inclined to live more purposefully its commitment to
pluralism—e.g., making room for religious voices—as to find it important enough to grant us (i.e., the Church) an authentic membership?”
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Presumed Incompetent II: Race, Class Power, and
Resistance of Women in Academia
Yolanda Flores Neimann, Gabriella Gutierrez y Muhs, and
Carmen Gonzalez (2020)
Utah University Press
Reviewed by Dannemart Pierre, M.S.

In “Notes for a Hypothetical Novel” (1961), James Baldwin
presents an allegory on racism and the Black experience. Baldwin
explains that if there is a murdered body in a room, and everyone
in the room is aware of the murder, and aware of the body, and
aware of each other’s awareness of the body, but no one is willing
to talk about it, it will not be long before they cannot discuss
anything at all. Susie Nam, a pseudonym used in order to protect
her career, alludes to Baldwin’s allegory in her essay, “Making
Visible the Dead Bodies in the Room,” to underscore what
happens when institutions create environments where women
of color must use pseudonyms to speak about their experiences.
Baldwin’s work is instructive for understanding the need to
discuss the experiences of women of color in academia.
Nam’s essay is included in Presumed Incompetent II: Race,
Class Power, and Resistance of Women in Academia, the second
volume in a collection of essays edited by Yolanda Flores
Neimann (professor of psychology at the University of North
Texas), Gabriella Gutierrez y Muhs (Theiline Pigott McCone
chair in the humanities and professor of modern languages
and women studies), and Carmen Gonzalez (professor of law
at Seattle University School of Law). Presumed Incompetent II
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centers the voices of women of color from various ethnic backgrounds,
socioeconomic statuses, levels of career accomplishments, sexual
orientation, and ability. In highlighting the perspectives of women of
color in the academy, the book challenges the academy to address the
proverbial dead bodies in the room.
Presumed Incompetent II is organized into five sections: Tenure
and promotion, academic leadership, social class, bullying and
microaggressions, and activism and resistance. The 32 narratives,
however, may be categorized into two themes emerge: the perilous road
women of color must travel on their journey to success and the high
costs women of color pay to succeed.
Six decades after affirmative action, people of color remain
underrepresented in higher education faculty and leadership. Presumed
Incompetent II illustrates how the road to success is particularly difficult
for women of color. According to the narratives, as of 2013, only 17.8%
of tenure-track faculty are people of color as compared to 79% White
(Neimann, 2020). Universities lure new faculty with the promise of
tenure-track positions, but women of color are overloaded with lowlevel or unpopular courses. In “They See Us, But They Don’t Really See
Us”, Monforti and Michelson (2020), discuss how implicit biases against
women often lead to lower course evaluations. When women of color
are more likely to be assigned unpopular courses, and they are more
harshly evaluated while teaching those courses, this creates an additional
obstacle in the tenure process.
The essayists also report problematic and embarrassing tenure
or promotion processes for women of color. Cynthia Lee, Penelope
Espinoza, Grace Park, and Jennifer Gomez each recount a litany of
prejudicial encounters during their tenure process. In “Surviving a
Difficult Tenure Process,” Lee (2020) shares the experience of submitting
an article for promotion which had been accepted for publication in the
UCLA Law Review. However, her review board described the article as
“deeply flawed” (p. 51), and her work on race was heavily criticized and
then dismissed.
Similarly, contributors such as Neimann (2020), who served on the
White House Initiative on Educational Excellence for Hispanics, bemoan
how often they are tokenized on committees for their ethnic identity
but not their perspectives. These appointments give little recognition,
produce minimal change, and result in no time for scholarship. Women

of color must navigate a landscape endemic of workplace bullying,
marginalization, silencing, shaming, stalking, psychological trauma, and
physical threat on their road to success.
A second theme woven through the narratives is the physiological
and psychological toll of racialized experiences on women of color in
academia. Like Nam (2020), who addresses the chronic stress of racial
trauma that leads to “death by academia” (p. 174), Wing (2020) discusses
the “spirit injuries” that persist long after women of color leave an
institution (p. 224). In “Picked to Pieces,” Hoff (2020) explains the loss of
identity for women of color forego racial and cultural heritage in order
to fit into institutional cultures that normalize, sanction, reward, and
facilitate whiteness. Women of color find that they must choose either
to spend their career attempting to achieve whiteness, thus losing their
identity, or sacrifice their career by resisting it.
Several contributors sacrifice their safety and face retaliation when
they speak against institutional injustices. Brooks (2020), Tudor (2020),
and Patton (2020) discuss the violence of academia which strikes fear in
its victims. Patton (2020), an award-winning journalist, urges women of
color to stop living on the defensive and recast themselves from victim
to empowered.
Presumed Incompetent II presents a wonderful collection of female
voices of color whose narratives are too often ignored within academia.
The text provides a platform to highlight the perspectives of women
of color in the academy and challenges the academy to address the
wounded and dead bodies in the room. Although powerful, the volume
is not without critique.
First, the experiences are primarily those of faculty, even though
some of the contributors transitioned to senior administrative roles.
Discussions about higher education are often siloed between academics,
student life, and development. The stories of staff personnel are usually
excluded from critical conversations; this text perpetuates this erasure.
Where are the voices of women of color in student affairs, human
resources, admissions and recruitment, or athletics? Student affairs
professionals, for example, understand the holistic student experience.
Athletics personnel know the student athlete’s perspective. If the
university does not know how to serve these staff, how can they hope
to serve the students? The exclusion of staff creates a limited view of
academic life for all women of color and perpetuates a class division that
has been a characteristic of higher education.
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Secondly, having dragged the dead bodies out for viewing, the editors
left readers with a grim reality of life in academia. Women of color
considering higher education may become disheartened by the narratives
and seek alternative fields. Although, women of color are fighting back
through speaking, writing, conducting research, and creating support
networks, “Change that is dependent on individuals can be fleeting and
illusory” (Bridgeman, 2020, p. 21). To be transformative and lasting,
universities must institutionalize these changes.
To be a woman of color in academia is to be presumed incompetent.
Women of color report the need to monitor their tone of voice, facial
expressions, body language, and dress in order to avoid negative
stereotypes about their racial/ethnic/gender identity. Stereotypes
that often jeopardize their careers. Women of color experience
debilitating physiological and psychological health concerns; they
suffer professionally and personally from discriminatory practices.
Presumed Incompetent II forces the conversation that many in leadership
are unwilling to have about women of color in academia. The essays
challenge readers to evaluate their personal narratives to effect change.
By acknowledging these experiences, women can speak out about their
experiences and demand accountability. This may be the greatest value
of the text, leading to lasting change for women across the academy.
Dannemart Pierre is a Doctoral Student at Azusa Pacific University.

Why We’re Polarized

Ezra Klein (2020)
Profile Books Ltd.
Reviewed by Serena Draper

Ezra Klein’s bold and thought-provoking book comes
perfectly timed to speak into our current context. Following
years of growing polarization, 2020 proved to be a year more
tense and divided than most can remember. In the mire of the
current political and cultural landscape, Klein clears a path for
understanding how polarization came to exist and provides a
way forward. Why We’re Polarized is a must-read for educational
leaders navigating the pervasive polarization present in
today’s world.
The book’s introduction considers the 2016 election in light of
preceding elections. On the surface, the 2016 election, according
to demographic poll data, mirrored recent elections closely.
Gender, racial, and religious voting divides were largely the same
in 2016 as in 2004, 2008, and 2012. Yet, despite a superficial lack
of differences, Klein affirms that both a lived experience and a
deeper examination of facts tells a contradictory tale. The 2016
election was, in fact, much different from previous elections.
Using the skills gained as a career journalist and co-founder of
Vox, Klein turns to the past, highlighting points in United States
history that led to today’s deeply divided state of affairs.
As he deconstructs the current political climate, Klein
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unflinchingly addresses topics such as identity politics, systemic
oppression, and media bias. The modern arrangement in which
Democrats are liberals and Republicans are conservatives has not
always existed. The parties’ stark differences reflect Jewish psychologist
Tajfel’s research on intergroup discrimination, which Klein uses
as the foundational underpinning for understanding polarization.
Political middle ground exists far less now than in the past, and
media outlets increasingly reflect bias towards the “loud, outrageous,
colorful, inspirational, [and] confrontational” rather than the Right
or Left (p. 170). These interconnected political and cultural puzzle
pieces eventually reveal overlapping systems seemingly designed to
perpetuate polarization.
Despite the evidently bleak state of polarization, Klein leaves readers
with paths forward. Democratization, he argues, is perhaps the most
fundamental cure for polarization. Equalizing political representation
and coalition building should form an “immune system,” protecting
politics from the plague of polarization (p. 253). Finally, Klein
reminds readers that depolarization begins within themselves. Identity
mindfulness and a return to local politics provide tangible, healthy ways
for people to begin working toward a stronger, less divided, truly United
States of America.
Why We’re Polarized offers an honest, insightful look at the current
political and cultural realities facing the United States and the world.
Klein’s career as a journalist lends itself to a bold willingness to tell
the truth about both the history and the present state of the nation.
Throughout the book, Klein remains honest about his personal liberal
biases and inevitable shortcomings, a remarkably difficult skill in a highly
polarized society. Well aware of the tendency to tell a sanitized version
of history, Klein writes, “An honest survey of America’s past offends the
story we tell ourselves” (p. 23).
The bulk of Klein’s arguments then consist of connecting the present
with the past. The book’s discussion consistently oscillates between
current realities and the historical facts that made them possible. Each
chapter subsequently constructs an understanding of polarization
utilizing examples from sports, popular culture, psychology, literature,
and statistics. A surprising example of these current realities and
the histories that underlay them is found in how the Dixiecrat
migration of the mid-twentieth century can be tied to the modern
locations of Cracker Barrel and Whole Foods. Klein’s arguments are

engaging, citing both narratives and numerical evidence in building
the reader’s understanding.
While the intensity of polarization feels obvious, for many readers,
the historical evidence Klein presents may be new and shocking. White
supremacy and racial oppression are, arguably, a prominent plot line in
United States history. Underlying those sins are distorted group identity
and dehumanization. For individuals holding an incomplete or incorrect
knowledge of United States history, Klein’s skillfully presented history
lesson can feel like a taxing affront to the reader’s prior knowledge.
Nestled in the potentially heavy content of Klein’s work, however, lies
a hopeful truth. The current climate is not, somewhat surprisingly, the
most polarized time in United States history. The truth that the US has
grown from the polarization of the Civil War and the Civil Rights era
reminds readers that the current polarization is both temporary and can
lead toward progress.
Klein builds a strong case throughout the book, leaving readers
staring into the face of polarization. The weight of this realization often
feels inescapable. Though Klein’s concluding chapter seeks to provide
pathways forward, the solutions presented appear as flimsy tools in
comparison to the crushing reality of polarization. Klein himself admits
to the shortcomings of his proposed solutions. However, he is correct in
asserting that a society cannot change that of which it remains ignorant.
Understanding an environment is the first step toward change. Reversing
polarization will require long-term, dedicated efforts. The world needs
leaders who, like Klein, speak truthfully about polarization and are
committed to working toward solutions.
For Christian educators, learning to lead amidst polarization is
imperative. Called to be salt, light, and peacemakers on the earth
(Matthew 5:9, 13-16), Christ-followers must resist polarization and
the temptation to dehumanize the other. Though Klein does not write
from a faith lens, Why We’re Polarized should serve as one of many
effective tools for modern educational leadership. Christian colleges and
universities face the task of balancing their faith identity with meeting
the menagerie of student needs and demands, all while maintaining
their commitments to academic freedom and justice.
While Klein’s work in this book proves helpful for those across
multiple areas of higher education, it is perhaps most useful for
student development professionals. Understanding the systemic and
psychological elements of polarization aids those who work directly
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with students, spurring them to ask better questions, to encourage
critical thinking, and to more effectively foster thoughtful, less divided
communities through counteracting polarization. Why We’re Polarized
helps student development professionals to recognize the polarization
within themselves and to model the work of depolarization for their
students. Christian college and university leaders possess a profound
opportunity to, with the Spirit’s guidance, serve as examples of how
to live depolarized, whole lives. For these reasons, among others, Ezra
Klein’s book Why We’re Polarized is a worthwhile read.
Serena Draper will complete her Master of Arts in Higher Education
and Student Development at Taylor University in 2021.
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Multiculturalism in Higher Education: Increasing Access
and Improving Equity in the 21st Century
C. Spencer Platt, Adriel Hilton, Christopher Newman,
and Brandi Hinnant-Crawford (2020)
Information Age Publishing
Reviewed by Crystal M. Cartwright, M.B.A.

Within American colleges and universities, issues of equity,
access, and inclusion are at the forefront of scholarship about the
future of U.S. higher education. Unfortunately, the conversations
at most schools often focus on solutions via external quick-fixes
like diversity programming and recruitment. Too often, schools
do not address the root causes of the exclusionary systems and
monolithic cultures that make up many American colleges and
universities. Higher education in the United States is rapidly
diversifying. As a result of changing student demographics, as
well as an increased societal examination of systemic racism,
and a growing discourse on inclusion and tolerance, traditional
campus cultures are destabilizing. Schools require a multicultural
consciousness in order to maintain social and academic
relevance in the 21st century. The collection Multiculturalism in
Higher Education: Increasing Access and Improving Equity in the
21st Century offers numerous articles that expertly address these
dynamic issues.
Multiculturalism in Higher Education provides a unique and
fresh opportunity for readers to delve into the varied experiences
of marginalized student communities. The book contains 14
chapters that explore the realities of students and faculty through
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the lenses of gender, class, race, sexuality, and institutional policies.
Key chapters focus on Hispanic Serving Institutions (“Exploring the
Racialized Context that Shaped the Emergence of Hispanic-Serving
Institutions (HSI) in Chicago: Implications for Research and Practice”),
students with disabilities (“The Higher Education Disability Experience”),
global travel experiences (“The Value of Intentional and Mindful Global
Immersion Experiences for Multicultural Awareness”), and White
student integration at HBCUs (“Multicultural Education and Diversity
Outcomes at Historically Black Colleges and Universities (HBCUs)”).
The chapters are written in an array of formats, including question-andanswer sessions with faculty, fieldwork by professors, and traditional
scholarship. The book models its commitment to multiculturalism by
incorporating a range of topics, an inclusion of diverse experts, and a
variety of writing styles.
The book does an exceptional job of taking familiar subject matter and
addressing it in new ways. For example, conversations about American
diversity often focus on the Black/White binary. Multiculturalism in
Higher Education does not ignore this topic, but it does render it in new
ways. In their article, “Black Male Honors: The Experiences of Black
Males in the Honors College,” Sandra Green and C. Spencer Platt, both
faculty at the University of South Carolina, offer a counterargument to
what they call deficit-laden scholarship regarding Black male success
in college. The chapter does not ignore the disproportionate success
gap that exists between Black and White college males. However, the
authors utilize student narratives to illustrate that a focus on shortfalls is
an incomplete picture of Black male college success. One of their study’s
participants, Seth, explained his surprise at encountering the racism of
low expectations by saying,
When I was like eight-years-old in elementary school, I was a
gifted student. They would say to my parents, “Oh my god, your
son is so smart”….And something about it threw me off….But
looking back, it was like they were really enthralled with my
intelligence because I’m Black. Because Black people, especially
Black males, are not supposed to be intelligent. (p. 103)
The inclusion of Seth’s experience is important because it highlights the
incongruity between the lived experiences of Black men in America and
the larger narratives that the culture has designed around them.
Although Multiculturalism in Higher Education is centered on the
21st-century discourse of multiculturalism, there is one particular

group that is noticeably underrepresented: female students. There are no
chapters devoted to this topic and only passing references throughout
the book. Moreover, there is no explicit focus on the experiences of Black
female students in the book. The collection would have benefitted from
contributions by Ohio State University Professor Lori Patton Davis and
Professor Natasha Croom of Clemson University. These scholars are at the
forefront of scholarship on the intersection of African American women,
critical race theory, and student development in higher education. The
lack of inclusion of female student experiences—especially women of
color—further reinforces a longstanding marginalization of women’s
realities in the literature of higher education. The presence of women of
color is particularly bereft.
Although the book lacks a chapter devoted to the experiences of
undergraduate women, this absence further elevates the voices in Chapter
Two, “Why Professor and Student Identities Matter in Diversity in Higher
Education.” Three female professors author this chapter—one Black, one
Filipino, and one White—who offer first-person narratives about their
racial identity awareness and how it influenced their individual teaching
practices. Thandi Sulé of Oakland University, Rachelle Winkle Wagner
of the University of Wisconsin-Madison, and Claremont Graduate
University’s Dina C. Maramba reflect on their individual teaching
practices by examining how identity impacts faculty and student
relationships and teaching pedagogy when teaching diversity classes.
Their use of the first person is powerful because it offers an intimate, less
prescriptive look into how identity awareness is necessary for faculty to
build trust and rapport with their students. Multiculturalism in the 21st
century is everywhere. It is no longer the provenance of special topicsrelated courses. The significance of this chapter is that it underscores the
pervasiveness of self-identity in today’s college students. Consequently,
it is imperative that faculty invest an equal amount of commitment to
understanding and articulating their own identity in their pedagogy and
teaching practices.
The historical marginalization of multicultural issues in American
colleges and universities has created a niche for Multiculturalism in
Higher Education, which is a follow-up to the earlier monograph
Comprehensive Multicultural Education in the 21st Century: Increasing
Access in the Age of Retrenchment. This book underscores the diverse
demographics in higher education, which is something these institutions
cannot escape. As the book’s four editors write in the Introduction:
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When high school graduates walk onto a college campus that
first day to attend freshmen classes, it can be overwhelming….
Pile on racial diversity, LBGTQIA, and students with disabilities,
as well differing religious, cultural, and political ideologies while
adding financial aid and housing issues to the mix, you have
higher education in the 21st century. (p. ix)
The chapters in this collection are secular; however, they provide
essential insight for educators and administrators in Christian higher
education. Christian colleges and universities were founded on the
principle of Oneness in Christ, but that unity has not always embraced
diversity in all of its forms. More and more these schools are wrestling
with ways to provide inclusivity that reflects the myriad differences of
their student bodies. Multiculturalism in Higher Education offers a broad
and deep collection of scholarship that will help Christian faculty and
administrators better understand and accommodate the vast experiences
of their diverse student population.
To prevent institutional unpreparedness, this book broadens the
multicultural conversation and the approach to equity and access.
However, this book is not a how-to guide. Rather, it is a dialogic and
reflective examination of multiculturalism in the 21st century. No
longer is this conversation only about the Black/White binary. No
longer are these conversations relegated to the Office of Diversity. What
Multiculturalism in Higher Education makes explicit in its 14 chapters
is that no one is apart from this discussion. We are all a part of making
diversity, equity, and inclusion a more sustainable part of our campuses.
Crystal M. Cartwright is a Doctoral Student at Azusa Pacific University
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